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Abstract of Dissertation

Continuing Professional Education for Japanese Government Officials in Graduate and 
Professional Schools: A Comparative Study between the U.S. and Japan

The study explored the perceived outcomes of the Japanese government Continuing 

Professional Education (CPE) program participants. It compared two groups of CPE 

program participants, those who attended U.S. graduate/professional schools and others 

trained in Japanese graduate/professional schools. The research questions were: (1) the 

reasons why participants choose to study in U.S. graduate schools as opposed to Japanese 

graduate schools, (2) what participants perceive they gained from U.S. graduate schools 

as opposed to Japanese graduate schools, and (3) how applicable CPE training in the U.S. 

is to professional performance in Japanese government offices as opposed to CPE 

training in Japan.   

An umbrella framework of the study, Human Capital Theory, claims the government 

CPE programs through graduate and professional schools are viewed as an investment in 

people. Under this holistic framework, two models, (a) Boshier’s (1977) Motivational 

Orientation theory and (b) Ottoson’s (2000) Situated Evaluation Framework (SEF), were 

applied to investigate the research questions. 

The study employed a qualitative research method, relying on interviews, 

transcripts, and text analysis. Approximately one and a half hour in-depth semi-structured 

interviews were conducted with twenty participants from the CPE program in the U.S., 

and ten participants from the CPE program in Japan. Then, perceptions of two groups of 

CPE participants who attended masters’ programs in the U.S. and Japan were compared.

The findings provided six motivation factors for CPE training: (a) escape and 

stimulation, (b) professional advancement, (c) external expectations, (d) cognitive 
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interests, (e) CPE itself is a reward, and (f) upgrading personal general market value. 

Perceived learning outcomes were examined in domains of knowledge, skills, attitudes, 

and social network. Regarding the applicability of the outcomes, the majority of CPE 

participants in both the U.S. and Japan believed that their CPE experiences have not been 

specifically applied to their job for a short-term, however, they thought that the 

experiences might be beneficial for a long run. The findings also indicated that the CPE 

experiences seldom influence human resource allocation, job promotions or salary raises, 

and that The Japanese government does not necessarily value academic knowledge, 

skills, upgraded degrees gained through the CPE programs. 
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Chapter 1: Introduction

Japanese higher education has undertaken a drastic reform in response to the 

changes of the economic, political, social and cultural environments (Brender, 2004). 

Simulating the American model, graduate and professional education in Japan is making 

a major change in its role as a continuing professional education (CPE) provider for 

professionals (Itoh, 2003). Along with the growing awareness of the importance of 

continuing professional development, the Japanese government continues to send its 

officials to graduate and professional schools in Japan and the U.S. to receive master’s 

degrees in relevant fields through CPE programs (National Personnel Authority, 2006). 

During the 1960s when Japan opened higher education to the masses, the Japanese 

government established a formal study abroad program for its officials, called the 

Japanese government long-term overseas fellowship program, to cultivate elite 

professionalism to cope with the expanding dynamic complexities and diversity of 

international environments (NPA, 2006). CPE in foreign countries aims to send young 

government officials to overseas graduate and professional schools for two years to train 

them to be globally competent. Since the NPA launched the study abroad program in 

1966 as an instrument to internationalize the government administration, the number of 

officials who have been sent to foreign graduate and professional schools has been 

growing. Ten years later, the NPA started another CPE program to train its selected 

officials in Japanese graduate schools. However, the benefits and effects of these 

programs have not clearly been examined nor revealed to the public. 

The notion of CPE in formal advanced school settings is still being developed in 

Japan, and little research has been conducted with regard to the purposes of these CPE 
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programs, the outcomes of graduate and professional education, and its connection to the 

labor market. As a consequence, the outcomes of the Japanese government CPE programs 

had not been adequately investigated by an independent party. In this study, the 

researcher conducted the qualitative research to explore Japanese government CPE 

participants’ perspectives regarding purposes, outcomes, and applicability of CPE 

experiences.

Purpose of the Study

The purpose of the study was to explore the perceived benefits and outcomes of the 

Japanese government CPE program participants. In particular, this study intended to 

compare and contrast two groups of CPE program participants, those who attended U.S. 

graduate and professional schools and others trained in Japanese graduate and 

professional schools. The guiding research questions for this study are: (1) the reasons 

why participants choose to study in U.S. graduate schools as opposed to Japanese 

graduate schools, (2) what participants gain from U.S. graduate schools as opposed to 

Japanese graduate schools, and (3) how applicable CPE training in the U.S. is to 

professional performance in Japanese government offices as opposed to CPE training in 

Japan.

This study employed the qualitative research method that includes in-person 

interviews and document analysis. A sample of 10 participants from Japanese CPE 

training and a sample of 20 participants from U.S. CPE training were drawn from the 

population. An umbrella framework of the study involves Human Capital Theory, which 

claims that government CPE programs involving graduate and professional schools are 

viewed as an investment in people. The factors involved in Boshier’s Motivational 

2



Orientation theory were used to support reasons for participating in CPE. Regarding the 

CPE participants’ perceived learning outcomes and the application to professional 

performance in government offices, Ottoson’s (2000) Situated Evaluation Framework 

(SEF) was applied.

Research Questions

The research questions were assessed as follows: 

1. Why do the participants choose to participate in CPE programs in the U.S. (in Japan)?

2. What do the participants perceive they gained from CPE programs in the U.S. (in 

Japan)?

3. How do the participants of each CPE program view the applicability of their training in 

the U.S. (in Japan) to their later job performance in Japanese government offices? 

Problems in Practice

Since the Japanese NPA launched the overseas fellowship program in 1966 as an 

instrument to cultivate professionalism to cope with the expanding dynamic complexities 

of international environments, the number of officials who have been sent to foreign 

graduate and professional schools has been growing. As of 2008, a total of 2,413 officials 

had been sent to foreign graduate schools (NPA, 2008). The participating countries (and 

the number of participants in indicated in parentheses) include the United States (1,821), 

the United Kingdom (322), France (133), Germany (58), Canada (44), Australia (19), 

Holland (3), Denmark (1), China (8), Taiwan (1), South Korea (1), and Singapore (1) 

over the past four decades (NPA, 2008). In particular, during the 2006 fiscal year, a total 

of 120 young government officials attended overseas graduate and professional schools 

for continuing professional development, with 84% (101) of these government CPE 
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program participants choosing U.S graduate and professional schools. The Japanese 

government also started another experiment in 1976 to train its officials in domestic 

graduate schools. As of 2008, a total of 457 officials had been sent to masters’ programs 

in Japan (NPA, 2008). The NPA sent 19 officials to masters’ programs at Japanese 

graduate and professional schools in 2008 (NPA, 2008), but these data do not compare to 

that of the experiment to train officials overseas which is operating on a much larger 

scale.

The 2008 NPA publicly released information regarding the number of Japanese 

government officials who were sent, along with which countries, universities, and 

programs they attended (NPA, 2008). However, no clear accountability system exists for 

the public regarding learning outcomes of the government CPE programs and the 

applicability of the programs to the job performance in government offices (Adachi, 

2005). In particular, the overseas fellowship program is a substantial investment. It is 

estimated that per official it costs 13,000,000 yen ($113,000) for school tuition and living 

fees in addition to salaries (Nikkei, 2005, as cited in Adachi, 2005). The NPA (2004) and 

some journals (Nikkei, 2005, as cited in Adachi, 2005; Yomiuri, 2005) reported that 45 

out of 506 officials who attended overseas graduate schools during 1998-2002 left their 

jobs within five years after they returned to Japan. This issue has increasingly caused 

concern over the lack of accountability of the outcomes of the government CPE programs 

(Adachi, 2005). Fukui (2005) suggested the NPA implement an evaluation system, in 

particular, of the overseas fellowship program to determine ways to hold officials of each 

ministry accountable to the National Congress (as cited in Adachi, 2005). As the CPE 

programs are a national strategy using a tremendous amount of public funds, Japanese 

4



citizens deserve to be informed of how learning experiences from graduate education in 

the U.S. and Japan have provided benefits to the Japanese government administration that 

eventually have a large impact on the Japanese political and social system. 

Problems in Research

There is an absence of studies in Japan that explore the outcomes of graduate and 

professional education and its connection to the job performance. Little empirical 

research has been conducted regarding the purposes of the Japanese government CPE 

programs, which include internal and external factors that affect the NPA’s decision to 

cultivate national professionals in graduate schools in the U.S. and Japan. Furthermore, 

the CPE program participants’ reasons for participation in the CPE programs, learning 

outcomes, and the application of learning to their job performance in the government 

offices have not been studied in depth. 

With regard to indicators of learning outcomes in graduate and professional 

education, previous American studies (Baird, 1996; Botrill & Bordern, 1994; Hagedorn & 

Nora, 1996) used the traditional quantitative measures, such as first year GPA, degree 

completion, and retention rate as variables of successful outcomes. Qualitative studies 

(Black & Schell, 1995; Eraut, 1994; Grzyb, 1997, as cited in Daley, 2001) in the U.S. 

have relied on interview-based data collection to investigate individual perspectives 

toward professional development within a particular job, but few studies have explored 

similar viewpoints in the government services. Multiple American studies (Cree, 2000; 

Kenshall; 2000; Macaulay, 2000) also examined the application of learning based on 

transfer of learning theory, but failed to include how government officials’ learning is 

influenced by graduate and professional schools.                   
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Significance of Study

Through a comparison of CPE program outcomes from graduate and professional 

education between the U.S. and Japan and the applicability of CPE experiences to the 

participants’ professional performance in Japanese government officials, the research 

findings helped to provide different approaches to improve Japanese graduate and 

professional schools as CPE providers. 

In addition, the study contributed to enhancement of the accountability regarding 

national CPE programs by exploring participants’ perceptions of the learning outcomes 

and the programs’ applicability to their professional performance.  

Paradigm of Inquiry

The study relied on pragmatism which claims that the problem is of much 

importance and researchers are concerned with understanding, applying, and solving the 

problems by using all approaches (Rossman & Wilson, 1985, as cited in Creswell, 2003). 

Pragmatists conduct research in social, political, and other contexts as a practical 

application (Creswell, 2003; Crotty, 2003). Under this paradigm, this study examined the 

utility and practicability of the Japanese government CPE programs by exploring the CPE 

participants’ reasons for participating in the programs, the perceived outcomes, and the 

application to the professional performance.

Theoretical Framework

An umbrella framework of the study involves the Human Capital Theory that claims 

the government CPE programs through graduate and professional schools are viewed as 

an investment in people. Under this holistic framework, two models were applied to 

investigate the research questions. First, the factors involved in Boshier’s (1977) 
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Motivational Orientation theory helped to examine participants’ reasons for participating 

in the Japanese government CPE programs. Second, Ottoson’s (2000) Situated 

Evaluation Framework (SEF) was applied to explore CPE participants’ perceived 

learning outcomes and the application of CPE programs to professional performance in 

government offices. 

Overview of Methodology

The study employed a qualitative research method to explore the Japanese 

government CPE participants’ motives of participating in the programs, the participants’ 

perceptions of learning outcomes and benefits from CPE training, and the applicability of 

CPE training to the job performance in Japanese government offices. The study relied on 

interviews, transcripts, text analysis, and document analysis. To examine CPE 

participants’ perceptions, a sample was drawn from the participants in the U.S. CPE 

program, and the participants in the Japanese CPE program. The sample selection relied 

on snowball sampling as well as purposeful sampling. Also, document reviews consisted 

of related government reports that include the general purposes of CPE programs as well 

as the number of participants and their destinations (i.e., countries, names of graduate and 

professional schools as well as programs). Finally, perceptions of two groups of CPE 

participants who attended masters programs in the U.S. and Japan were compared.

Assumptions

The research questions were supported by several assumptions. First, it was assumed 

that more than one motive or mixed motives influence a participant’s decision to 

participate in CPE programs. Second, it was assumed that CPE experiences affect job 

performance differently between participants in U.S. graduate schools and Japanese 
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graduate schools. Finally, this comparative study was supported by the assumption that 

the differences in the structures of U.S. and Japanese graduate and professional schools 

might influence the research findings. 

Delimitations

The study focused on the Japanese Government’s two continuing professional 

education (CPE) programs operated by the NPA. The samples consist of participants who 

were selected junior government officials and who attended either: (1) U.S. graduate and 

professional schools through overseas CPE program (Japanese government long-term 

overseas fellowship program), or (2) Japanese graduate and professional schools through 

domestic CPE program (Japanese government long-term domestic fellowship program). 

The CPE participant sample was delimited by the NPA selection criteria: (a) participants 

belong to all Ministries except for the Ministry of Foreign Affairs, including: Ministry of 

Defense, Ministry of Economy, Trade and Industry, Ministry of Land, Infrastructure, 

Transport and Tourism, Ministry of Finance, Ministry of Education, Culture, Sports, 

Science and Technology, Ministry of Agriculture, Forestry and Fisheries, Fair Trade 

Commission, Financial Services Agency, Ministry of Justice, National Personnel 

Authority, and Cabinet Office; and (b) participants are junior government officials who 

have worked for a Ministry for less than eight years for overseas CPE program, and 

officials who have worked for a Ministry in a domestic CPE program for fewer than 

sixteen years.

Limitations

This research had two limitations particularly in its research methodology. First, this 

study relied on participants’ perceptions of reasons for participating in the CPE programs, 
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outcomes of graduate/professional education, and applicability of the programs. The 

reliance on self-reports does not allow for generalization and the respondents may not be 

equally open and accurate. Second, participants were not able to be randomly drawn from 

the population due to the small number of participants involved in CPE programs and a 

lack of accessibility to these participants for the research. Therefore, this study was not 

able to generalize the findings. In this study, the participants were selected based on 

snowball sampling through the personal connection; thus, it was challenging to draw 

comprehensive conclusions about the research questions. 

Definitions of Key Terms

The following definitions, concepts, and abbreviations were used in the study.

Continuing Professional Education (CPE): the key concept in this study, 

which refers to continuing education/training for professionals to update their knowledge 

and skills. The study focuses on Japanese government CPE programs that sent their 

employees to either overseas graduate and professional schools or domestic graduate and 

professional schools. 

Junior government officials in Japan: Selected public employees who have 

worked for the central government ministries for fewer than 8 to 16 years and have the 

potential to become future executives.

National Personnel Authority (NPA): The NPA is defined as “central personnel 

administration organization responsible for recruitment examinations, remuneration, 

working hours and leave systems, training, discipline and disciplinary actions, filing of 

objections, maintaining the ethics, etc. of national public employees” (NPA, 2008, p. 1). 

The NPA operates and manages the government officials Continuing Professional 
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Education (CPE) programs. 

National Institution for Academic Degrees and University Evaluation (NIAD-

UE): The national institution established in 2000 which evaluates educational and 

research activities at the targeted universities and colleges. The NIAD-UE particularly 

focuses on the evaluation of law schools, but not necessarily on graduate and professional 

schools in other disciplines.

Summary

The purpose of the study was to understand the perceived benefits and outcomes of 

the Japanese government CPE program participants. This study compared and contrasted 

two groups of CPE program participants, those who attended U.S. graduate and 

professional schools and others trained in Japanese graduate and professional schools. 

The guiding research questions for this study were: (1) the reasons why participants 

chose to study in U.S. graduate schools as opposed to Japanese graduate schools, (2) 

what participants gained from U.S. graduate schools as opposed to Japanese graduate 

schools, and (3) how applicable CPE training in the U.S. is to professional performance 

in Japanese government offices as opposed to CPE training in Japan.

 An umbrella framework relied upon was Human Capital Theory, which claimed 

that government CPE programs involving graduate and professional schools are viewed 

as an investment in people. The factors involved in Boshier’s Motivational Orientation 

theory were used to support reasons for participating in CPE. Regarding the CPE 

participants’ perceived learning outcomes and the application to professional performance 

in government offices, Ottoson’s (2000) Situated Evaluation Framework (SEF) was 

applied. 
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The dissertation consists of five chapters, followed by a reference list and 

appendices. This chapter presented an overview of the proposed study. It included 

purpose of the study, research questions, problems in practice, problems in research, 

significance of study, paradigm of inquiry, theoretical framework, overview of the 

methodology, assumptions, delimitations, limitations, and definitions of key terms.

Chapter 2 presents an overview of literature reviews including a background of the 

Japanese government CPE programs, a comparative review of graduate and professional 

schools between the U.S. and Japan, relevant studies that help explore the research 

questions, the theoretical frameworks that support the study, and the literature gap. 

Chapter 3 provides the methodology for the study including research design, 

population and sample, data analysis, validity and trustworthiness, and ethical 

considerations. It concludes with a chapter summary. Chapter 4 describes the findings for 

each research question. Chapter 5 discusses contributions of the study to the research 

literature and implications for Japanese graduate and professional education as a 

continuing professional education (CPE) provider.
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Chapter 2: Literature Review
 

The purpose of the study is to examine the perceived benefits and outcomes of the 

Japanese government Continuing Professional Education (CPE) program participants. 

In particular, this study intends to compare and contrast two groups of CPE program 

participants, those who attended U.S. graduate and professional schools and others 

trained in Japanese graduate and professional schools. The guiding research questions for 

this study were: (1) the reasons why the participants chose to study in U.S. graduate 

schools as opposed to Japanese graduate schools, (2) what the participants perceived they 

gained from U.S. graduate schools as opposed to Japanese graduate schools, and (3) how 

the participants viewed the applicability of the CPE training in the U.S. was to 

professional performance in Japanese government offices as opposed to the CPE training 

in Japan.

The literature review includes the following sections:(1) the historical 

background of Japanese government CPE programs; (2) a comparative review of U.S. 

and Japanese graduate schools from a historical perspective; (3) the recent drastic reform 

of graduate and professional schools in Japan; and (4) employers’ support of employees’ 

continuing professional education (CPE). In addition, this chapter also discusses previous 

studies related to the research questions. They include: (5) adult learners’ reasons for 

participating in CPE, which is related to the first research question; (6) learning outcomes 

of adult learners, which is related to the second research question; and, (7) applicability 

of CPE to job performance, which is related to the third research question. Additionally, 

this chapter will present theoretical frameworks for the study, literature gap, and 

summary.
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The Historical Background of Japanese Government CPE Programs

The Japanese national government policy to send its officials to foreign universities 

is not a new phenomenon. Since the Meiji Restoration in 1868, young bureaucrats and 

political leaders as well as teachers and students have been sent to universities in Europe 

and the United States to promote modernization of the Japanese society (Tsuruta, 2003). 

Many essential elements of the Japanese social system, such as laws, educational system, 

and bureaucratic administration, largely reflect foreign influences. This section will 

discuss the historical backgrounds of the two governments’ CPE programs established in 

the late 1990s.

Establishment of CPE Program in Foreign Graduate Schools

During the 1960s when Japan opened higher education to the masses, the Japanese 

government established a formal study abroad program for its officials, called the 

Japanese government officials’ long-term overseas fellowship program, to cultivate 

professionalism to cope with the expanding dynamic complexities and diversity of 

international environments (NPA, 2006). Launched as an instrument to internationalize 

the government administration, the long-term overseas fellowship program aims to send 

junior government officials to foreign graduate and professional schools for two years to 

train them to be globally competent professionals. Generally, the officials attend master’s 

programs in law, public policy, public administration and management, economics, 

international relations, and other relevant fields (NPA, 2003). Applicants are limited to 

junior government officials who have worked for the ministries for less than eight years. 

They are subsequently selected by each Ministry, the NPA, and finally by foreign 

graduate and professional programs (NPA, 2006). Since the NPA launched the overseas 

13



fellowship program in 1966, the number of officials who have been sent to study abroad 

has been growing (see Figure 1). Up to the 2008 fiscal year, the Japanese government 

sent a total of 2,413 junior government officials to graduate and professional schools in 

foreign countries over the past four decades. These countries (and the respective number 

of officials from each country noted in parentheses) include the United States (1,821), the 

United Kingdom (332), France (133), Germany (58), Canada (44), Australia (19), 

Denmark (1), Holland (3), China (8), South Korea (1), Taiwan (1), and Singapore (2) 

(NPA, 2008).

Figure 1. Number of Program Participants: The Government Officials’ Long-term 

       Overseas Fellowship Program Data source: NPA, 2008.

Figure 2 presents changes in number of CPE participants in foreign graduate and 

professional schools by country over the past forty years (1966-2008). In particular, 
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during the 2006 fiscal year, 101 out of 120 junior government officials attended graduate 

and professional schools in the U.S. The U.K. sends the second highest number of CPE 

participants, but the scale is much smaller than participants in the U.S. This fact indicates 

that U.S. graduate and professional schools are the most popular destination for the 

officials’ professional development. However, the reasons why the CPE participants 

predominantly choose U.S. graduate and professional schools have not yet been 

identified.

       
Figure 2. Comparison in Number of CPE Participants in Foreign Graduate Schools
        
        (by Country), 1966-2008. Data source: NPA, 2008.

Establishment of CPE Program in Japanese Graduate and Professional Schools

The Japanese government started another program, called “Japanese government 

officials’ domestic fellowship program,” in 1976 to train its officials in domestic graduate 
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schools that include recently opened graduate programs (e.g., Tokyo University graduate 

school in public policy, Kyoto University graduate schools of government, Hitotsubashi 

University graduate school of international and public policy, and National Graduate 

Institute for Policy Studies). The training continues at most for one or two years in 

master’s programs in public policy, administration, and other specialized fields to 

improve the officials’ expertise and skills as professional administrators to cope with the 

greater sophistication and expanding complexities of the government administration. The 

NPA delineates characteristics for new applicants for the domestic CPE programs as 

limited to junior government officials who have worked for the ministries for fewer than 

16 years, which allows a longer period of working than overseas CPE program applicants 

(NPA, 2008). In the 2008 fiscal year, the government sent 19 officials to masters’ 

programs in Japan (NPA, 2008). Since the program started in 1976, 457 officials have 

been sent to Japanese graduate and professional schools. Yet these data do not compare to 

that of the experiment to train officials overseas, which is operating at a much larger scale 

(i.e., in 2008, 136 officials were selected to study abroad).

Historical Background of U.S. and Japanese Graduate and Professional Education:

A Comparative Review Between the U.S. and Japan

To understand the background of Japanese government CPE training in graduate and 

professional schools, this section illustrates differences between U.S. and Japanese 

schools in historical and social contexts. The differences between U.S. and Japanese 

graduate and professional education could possibly influence the findings of the 

dissertation study. As discussed above, Japanese CPE participants predominantly choose 

U.S. graduate and professional schools to pursue further professional education and 
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degrees. There are several differences in graduate and professional schools between the 

United States and Japan in terms of historical development, structure, curriculum, and the 

relationship with the labor market. It is important to see how the disparities between 

American and Japanese graduate education have influenced the mobility of CPE 

participants over the past four decades. The comparative review will focus on the 

following four aspects: (a) development of graduate and professional schools; (b) quality 

evaluation of graduate programs; (c) relationship between the labor market and graduate 

and professional schools; and (d) trends in non-sciences fields in graduate education. 

Development of Graduate and Professional Schools: Research vs. Education Paradigm

    The United States and Japan have shown a different process of the development of 

graduate and professional schools. The differences are highly related to the roles graduate 

and professional schools play in each country today. The following presents how graduate 

and professional schools have been developed in the U.S. and Japan, and how the process 

has affected to the functions of graduate and professional education in both countries. 

The United State

   Today, graduate education is a surprisingly common experience in the U.S. society. 

The U.S. has experienced a dramatic expansion of higher education enrollment since 

1960. By 2001, 2.2 million students pursued graduate and first-professional degrees 

(Glazer-Raymo, 2005). While the number of awarded bachelor’s degrees tripled, the 

number of master’s degrees, first-professional degrees, and doctoral degrees quadrupled 

from 120,437 to 544,007 from 1960 to 1997 (National Center of Education Statistics, 

2000, as cited in Goyotte, Mullen, & Soares, 2003). Particularly, graduate and 

professional degrees quickly expanded in the U.S.; one out of four degree recipients were 
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graduate students in 1960, and the ratio increased to one out of three in 1997 (Goyotte et 

al., 2003). These advanced degrees became passports to high paying and prestigious jobs 

(Cappell & Piplin, 1990; Kingston & Clawson, 1990; Useem & Krabel, 1986, as cited in 

Goyotte et al., 2003).

It is notable that professional schools in the U.S. were developed in the process of 

expansion of general graduate schools. Clark (1995) identified that the American 

graduate education system experienced three stages in developing its function (as cited in 

Yamada, 1999). After education-focused colleges and universities became prevalent in 

the late 19th century, a need emerged among faculty members that there should be more 

advanced education provided beyond 4-year education. Graduate education was 

developed in private universities such as Johns Hopkins University, Cornell University, 

University of Chicago, and Stanford University to provide further education beyond 

undergraduate education. The curriculum offered in graduate education shifted from the 

traditional to the scientific (Yamada, 1999). Still, graduate education in the U.S. was 

structured based on the British model that focused on undergraduate education and the 

German model that emphasized research, but the function of graduate education was not 

standardized across the nation. In the second stage between the World War II and the 

1990s, external organizations including enterprises and private foundations started to 

support graduate schools financially to help enhance research quality and produce highly 

qualified researchers. In the third stage, the federal government started to be involved 

into graduate education. It offered adequate financial support to graduate education to be 

more competitive especially in science fields (Yamada, 1999). 

Clark (1995) argued that professional schools were developed in the first stage when 
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academic disciplines became more scientific. The first U.S. professional schools were 

established at the end of the 18th century (Hoberman & Mailick, 1994). University 

medical schools were opened first. Law schools later emerged during the late 19th century. 

Academic training for public administration universities were founded in the 13th century 

to train “the king’s clerks” (Hoberman & Mailick, 1994, p. 6) and schools to train public 

officials were introduced much later in the 19th century. These schools were in part 

modeled on European experiences during the 14th century from universities such as those 

in Paris, Bologna, Oxford, and Cambridge that offered professional schools for the 

clergy, the higher governmental bureaucracy, law, and medicine (Hoberman & Mailick, 

1994). Early U.S. professional schools were developed in part in recognition that “it was 

desirable to acquire greater competencies that could be gained working for a single 

practicing professional” (Hoberman & Mailick, 1994, p. 7). It is likely that U.S. graduate 

and professional education has been developed in response to meet social demands such 

as developing competencies of professionals. 

Most graduate and professional schools in the U.S. provide systematic curriculum 

and emphasize student learning (Arimoto, 2004). Clark (1995) indicated that the U.S. 

graduate education system has successfully borrowed the German model which originally 

emphasized both research and education. U.S. graduate education has successfully 

adapted the German model by emphasizing the integration of research, teaching, and 

learning. Thus, the historical efforts contribute to the current growth of U.S. graduate and 

professional schools that also focus on teaching and learning. 

Japan

 In contrast, the Japanese graduate school enrollment rate is much lower than that in 
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the U.S. (MEXT, 2003). In 2004, it was 13.98% for masters’ programs and only 3.28% 

for doctorate programs in Japan (MEXT, 2006a). Reasons for this phenomenon in Japan 

can be attributed to the unique characteristics and problems of traditional Japanese 

graduate education. 

Historically, Japanese higher education has been influenced by foreign systems such 

as those in Europe and the United States. During the Meiji Restoration of the 19th century, 

Japan was eager to review western educational literatures to promote modernization of its 

society, including the education system (Nakayama, 1989). For example, German 

influence dominated Japanese higher education and left behind the legacy of the research-

oriented model. Western influences culminated in the first Japanese graduate schools in 

1886. However, graduate programs over the pre-war period were not structurally 

developed (Nakayama, 1989). Following World War II, the Civil Information and 

Education Section (CIE) of the American Occupation Forces revised and expanded 

Japanese graduate schools based on the American model. Yet, the trial did not succeed to 

create a competitive atmosphere at the graduate level (Nakayama, 1989). 

Clark (1995) identified that, unlike the U.S. system, Japanese graduate education 

failed to emphasize teaching and learning. Rather, Japan is highly focused on research 

function (as cited in Arimoto, 2004). Table 1 presents a comparative analysis between the 

U.S. and Japan in terms of function of graduate education. While the U.S. model 

emphasizes the integration of three functions (research, teaching, and learning), the 

Japanese model does not pay much attention to teaching and learning. Arimoto (2004) 

analyzed that one of the reasons why the U.S. graduate education system has successfully 

been functioning over the century is that it has strongly focused on improving academic 
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productivity by integrating research, teaching, and learning functions. A single factor 

does not function as well as when all three factors are well integrated. 

Table 1

Comparison Between the U.S. and Japan Regarding Roles of Graduate Education  

Graduate Education 
     Model

Research (R) Teaching (T) Learning (L)  Integration of 
(R-T-L) Functions

U.S. Model   Highly 
emphasized

Moderately  
emphasized

 Moderately 
emphasized

Moderately  
emphasized

Japanese Model 　Highly 
emphasized

　 Less 
emphasized 

　 Least 
emphasized

　 　Least 
emphasized

 Data source: Arimoto, 2004.

Hence, Japanese graduate education has traditionally paid less attention to teaching 

and learning than the U.S. system. Thus, the prevalent research-oriented curriculum 

focused on theory-based academics. Even after the introduction of the American system, 

graduate schools in Japan traditionally operated as research institutions that only trained 

and produced academic professionals (Itoh, 2003) and ignored training professionals in 

business or public services (Ushiogi, 1997). Except for the fields of medicine and 

engineering, the industrial and professional side of learning attracted less attention. Most 

faculty members were categorized as researchers, who apparently sought little contact 

with the practical professional aspect of their fields of study. Consequently, graduate 

students generally paid little attention to the experiential or practical dimensions in their 

projects or theses (Yamada, 1999). These traits might probably influence learning 

outcomes for CPE participants in Japanese graduate schools. 

Quality Assurance of Graduate Programs

Another significant difference between the U.S. and Japan is the evaluation system 

of graduate program quality. The U.S has the systematic accreditation system for 
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graduate and professional education programs through professional associations for all 

fields, however, Japanese professional associations are limited with their activities and 

not all fields receive the systematic evaluation. 

The United States

 The U.S. has traditionally emphasized an importance of quality assurance of 

graduate and professional education. Along with the expansion of graduate programs, 

graduate and professional schools inevitably received criticism. The Association of 

American Universities (AAU) commissioned the first major study of the master’s degree 

in 1909. After it found little standardization of requirements or in the use of degree titles 

among M.A., M.S., and M. Phil., the AAU recommended its member universities to 

create standards for master’s education (Glazer-Raymo, 2005). The Carnegie Foundation 

for the Advancement of Teaching also recruited Abraham Flexner to conduct a vigorous 

study of American medical schools wherein he found a lack of quality medical education. 

Flexner recommended closing the schools that did not meet the criteria (Cervero, 2000). 

These investigations gained public attention and fostered improvement of graduate and 

professional school standards, including credit hours, admission, clinical experiences, and 

initial licensing/certification criteria in various professional fields (Glazer-Raymo, 2005). 

Thus, the third party has played an important role in evaluating the quality of graduate 

and professional education in the U.S.

Hoberman and Mailick (1994) pointed out the current criticism directed to the 

competence of graduates to provide effective productivity. Although it is often viewed 

that American professional schools emphasize practical curriculum, there is still criticism 

for disparities between theory and practice. In addition to the educational organizations, 
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professional associations are also keenly involved in the assessment of professional 

graduate programs in the U.S. These groups play a key role in maintaining quality control 

of professional education. For instance, the American Bar Association accredits the 

programs of law schools and controls the quality of law school education. Other 

professional associations such as those related to medicine, business management, social 

work, and library services play similar roles (Yamada, 1999). 

Japan

In Japan, the quality of graduate programs is generally controlled by a voluntary 

organization, the Japan University Accreditation Association (JUAA). The JUAA plays 

an important role to maintain the quality of general graduate education in Japan; 

however, professional education programs except the fields of law, accounting, and 

business administration do not have an official evaluation system. Unlike in the U.S., the 

number of professional associations in Japan is limited and their activities are not focused 

on accreditation and the quality control of professional education program except medical 

schools and law schools. (National Institution for Academic Degrees and University 

Evaluation, 2008; Yamada, 1999). In 2007, Japanese Institute of International Accounting 

Education (JIIAE), non-profit organization, established Accreditation Organization of 

Professional Accounting School (AOPAS) to evaluate graduate programs in the field of 

accounting (JIIAE, 2009). The National Institution for Academic Degrees and University 

Evaluation (NIAD-UE), which was established as a national institution in 2000, also 

evaluates educational and research activities at the targeted universities and colleges at 

both undergraduate and graduate levels. The NIAD-UE focuses particularly on the 

evaluation of law schools, but not necessarily on graduate and professional schools in 
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other disciplines. The Japanese government does not have a formal evaluation system 

toward newly established graduate schools in public policy areas where the government 

officials are sent to be trained to update professional skills and knowledge. 

Labor Market and Graduate/Professional Schools

The marketplace demands are likely to influence the roles of graduate and 

professional education. It is important to understand the relationship between the labor 

market and graduate and professional schools in the U.S. and Japan to see how these two 

countries view academic credentials gained from advanced education. This section 

discusses how the labor markets in the U.S. and Japan have different perceptions and 

expectations toward graduate and professional schools.

The United States

 In the U.S., student and employer demand for graduate education increasingly 

intensified during the 1970s (Syverson, 1996). The development of the U.S. economy 

greatly required more highly skilled, knowledgeable, and professional workers in the 

workplace. Dramatic changes have also been seen in the graduate student population over 

the past few decades. The typical graduate students today are no longer recent 

undergraduates but older working professionals, who have influenced the curriculum 

content and structure of graduate education (Syverson, 1996). Another important factor 

seen in the demand for graduate study is the perceived need for upgrading credentials for 

advancement in professions. Thus, rapid changes in knowledge and technology have 

largely increased the labor market demand for advanced professional development and 

higher credentials, and this demand was reflected in recent enrollment changes 

(Syverson, 1996). Glazer-Raymo (2005) pointed that the master’s degrees have been 
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evolved in response to the marketplace demands rather than traditional academic 

environments. Thus, school-work mobility has flourished in the U.S., where institutions 

hire people based on individual achievement as the basis for aggregate prestige. In fact, 

the U.S. remains “the extreme example of academic labor mobility, among systems with 

mostly full-time personnel” (Clark, 1983, p. 165). As discussed above, the involvement 

of professional associations in the evaluation of professional graduate programs is also 

another significant example of showing the linkage between graduate and professional 

education and the labor market. In short, pressures from both the labor market and 

students have strengthened their ties with professional education in the U.S.   

Japan

 Unlike the situation in the United States, a weak linkage exists between work and 

the university in Japan, where the Japanese tradition of long, even lifelong, employment 

in single institutions has reduced academic mobility (Clark, 1983; Herschbach & 

Kamibeppu, 2000). One of the reasons for the weak linkage between the labor market and 

universities in Japanese society is the existence of on-the-job training. Unlike the systems 

of work preparation in most industrialized countries, Japanese organizations have 

traditionally developed human resources with high quality special skills through on-the-

job training, which provides a wide range of training programs and rotation of job 

assignment (Yamada, 1999). For this reason, employers have only emphasized academic 

credentials at the undergraduate level when hiring new applicants. Ironically, the 

emphasis of entrance exam performance over higher degree credentials during the 

application process reflects another weakened aspect in the relationship between work 

and school in Japan. 
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Professional education in the fields of science and engineering has been provided 

through Japanese universities (Yamada, 1999). For example, medical schools require six-

year intensive professional education. Other science fields, such as engineering, biology, 

and pharmacy, encourage professional education at undergraduate levels. Currently, the 

number of graduates of graduate schools in science fields is increasing (see Figure 3). In 

contrast, professional education for lawyers, judges, diplomats, other professionals in 

public services, and teachers was not originally offered. Those who have pursued these 

careers have generally undertaken private tutorial schools to prepare for the national 

qualifying exams (Amano, 1990). Therefore, these professionals were less concerned 

about pursuing prior graduate and professional degrees.

Trends in Non-Science Fields

As discussed before, Japanese government CPE participants predominantly attend 

master’s programs in non-science fields such as law, public policy, public administration 

and management, economics, international relations, and other relevant disciplines (NPA, 

2003). In this study, it is important to pay an attention to how graduate and professional 

education programs in non-science fields have differently been viewed between the U.S. 

and Japan.    

The United States

Beyond science fields, the predominant professional master’s degrees in social 

sciences and the humanities have attempted to move into a new direction for the 

production of knowledge, which bridge across disciplinary and professional boundaries 

in the United States. Glazer-Raymo (2005) addressed the notion that there have been 

several attempts to make master’s education in the humanities and social science fields 
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more practical over the past three decades. This movement has been motivated by the 

following three factors: (1) the shift in undergraduate enrollments from the traditional 

liberal arts subjects into technical and business majors; (2) overproduction of Ph.D.s; and 

(3) a decline in the number of tenure-track faculty positions. 

  In addition to the recent limitation in the number of doctoral candidate admitted to 

programs in the humanities and social science fields, faculty in these areas have been 

encouraged to collaborate with other faculty members in professional fields (e.g., 

business, law, journalism, and even medicine) in non-academic areas (Glazer-Raymo, 

2005). Thus, graduate programs in these fields try to hone their ability to respond to 

societal and workplace demands rather than solely to comply with the traditional 

academic environment.    

Japan

 Traditionally, graduate education in the humanities and social science fields in 

Japan has not been expected to train practitioners in non-academic fields. Graduate 

programs in these academic disciplines have shown a sharp differentiation from ones in 

the fields of sciences and engineering. Private companies have promoted research and 

development in sciences and engineering fields and were encouraged to recruit master’s 

degree holders in these fields for their own research laboratories (Ushiogi, 1997). As 

discussed in the previous section, professional education in the fields of science and 

engineering that includes medicine, dentistry, pharmacy, veterinary medicine, and nursing 

are provided through even undergraduate education in Japan (Yamada, 1999).

  As a result and as depicted in Figure 3, graduate schools in sciences and 

engineering have been expanded and the enrollment rate in these fields has dramatically 
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increased (Ushiogi, 1997). 

     Figure 3. Number of students, master’s courses in the sciences and engineering,

     1960-2007. Data source: Research Institute for Higher Education, Hiroshima 

     University, 2009.

In contrast, graduate programs in the humanities and social science fields in Japan 

have still remained academic-oriented and have not been designed to respond to 

marketplace demand. Consequently, graduate programs in these fields have faced 

unwelcome evaluation from the labor market, as well as from school applicants. As 

discussed above, the government and business sectors were not interested in recruiting 

those who attained master’s degrees in these fields because such degrees were deemed 

necessary for the academic profession but not for practitioners. The employment exam 

required by the government and industries regard holders of both bachelor’s and master’s 

degrees equally in terms of professional competence. The additional training at a graduate 

school for two years does not often provide any advantage for a salary or job 
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qualification (Ushiogi, 1997).Consequently, the low regard toward graduate education in 

the humanities and social sciences by the labor market reflects the low enrollment in 

these fields (Ushiogi, 1997). Figure 4 describes the low enrollment in masters’ courses in 

humanities, social science, education, and art, particularly until 1995.

 

     
     Figure 4. Number of students, master’s courses by field of study, 1960-2007. 

     Data source: Research Institute for Higher Education, Hiroshima University, 2009.

In short, Japanese graduate education has suffered from three major problems: (1) 

the traditional role of the research institution and its limitations; (2) lack of a clear 

evaluation system by the third parties toward graduate and professional education; and, 

(3) a weak linkage with the labor market, particularly in the fields of social sciences and 

the humanities. These characteristics may have hindered the development of graduate 

programs designed to train professionals in non-academia. The dissertation study 

examined how the CPE participants viewed the CPE programs in graduate and 

professional schools where the participants are required to receive masters’ degrees in 
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relevant fields. 

Recent Reform of Japanese Graduate and Professional Schools: 

The American Model

Previous sections have discussed traditional traits and problems that Japanese 

graduate education has faced. It is important to discuss the recent drastic reform in 

Japanese higher education. Dramatic progress in science and technology, the IT 

revolution, economic structural changes, and globalization has accelerated changes of 

social and economic demands in Japan (MEXT, 2004b). In the report by the MEXT, 

Progress of Education Report, it is argued that Japanese higher education system is not 

adequately equipped to deal with the changing conditions of time and the society (MEXT, 

2004b). External and internal pressures influenced the changes of the Japanese higher 

education system. An awareness of lifelong learning and professional development at a 

formal school setting is growing. Currently, Japanese graduate education has experienced 

a drastic reform, and it is in transition. This section will discuss the current changes of 

schools (the supply) as well as the labor market (the demand). 

Changes in Graduate Schools: The Supply

As discussed above, the Japanese graduate programs traditionally emphasized the 

training of academic professionals, but not of professionals in non-academia. The drastic 

reform in Japan has transformed this perception. Currently, graduate and professional 

education in Japan has rapidly developed by simulating American models. Although 

tradition remains, some innovation has taken place to make graduate education more 

practical (Ushiogi, 1997). In response to dramatic social changes, diversification, and 
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globalization, the reform has not only encouraged improving enrollment of graduate 

schools but also the establishment of a diverse array of professional masters levels for 

people already employed (Itoh, 2003; Ushiogi, 1997). In 1999, the first MBA school in 

Japan was founded, and the MEXT planned to expand to 22 world-class graduate 

business schools by 2004 (MEXT, 2004b). Also in 2004, law schools were established 

and have expanded to 74 schools in 2009 (MEXT, 2009), and five universities such as 

Tokyo University and Tohoku University launched graduate schools of public policy. In 

April 2006, Kyoto University opened a graduate school of government. The third parties 

in three fields (i.e., law, business administration, and accounting) emerged to evaluate the 

quality of graduate programs in professional schools by 2009.   

These recent undertakings testify to why the current reform is regarded as one of the 

most drastic changes in the history of Japanese higher education. Because of these efforts, 

the enrollment of graduate students in the humanities and social science has been 

growing over the past decade (see Figure 5). The total number of graduate students in 

Japan has nearly tripled during the past 15 years, reaching 254,000 (Brender, 2006). The 

graduate student population has changed as well. Like in the U.S., Japanese people who 

have spent several years in the business world have returned to school and joined 

traditional students (Brender, 2006). 
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     Figure 5. Number of students, master’s courses in the humanities and social 

     science, 1960-2007. Data source: Research Institute for Higher Education, 

     Hiroshima University, 2009.

Changes in Labor Market: The Demand

Japanese work culture has experienced some changes as well. Under the pressures of 

economic recession and international economic competition since the latter half of the 

1980s, company loyalty and the system of elite selection has been crumbling 

(Herschbach & Kamibeppu, 2000). The belief of life-long employment has gradually 

collapsed. Industries have also faced the difficulty to continue internal human resource 

development due to the rise of cost under the recession (Yamada, 1999). Thus, the labor 

market once again started reviewing the importance of universities for developing human 

resources (Poole, 2003), and has changed its viewpoints of professional development in a 

formal school setting. As the Ministry of Labor predicted, the traditional on-the-job 

training system will eventually be replaced by off-the-job training (Yamada, 1999). It is 

likely that the emerging phenomenon of off-the-job training has promoted employee 
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mobility between universities and the labor market in Japan. However, research has not 

yet conducted regarding effects of changing views from the labor market. It has not also 

been clearly discussed how Japanese government views its employees’ training in 

graduate and professional schools. In this regard, it is worth examining how the labor 

market expects its employees to get trained outside of the workplace (i.e., graduate 

schools). 

This study examined how the recent changes both in the labor market and graduate 

and professional education has impact on Japanese government CPE programs and 

participants. The study also explored how Japanese government expects the CPE 

participants to obtain and what the participants acquire from Japanese graduate and 

professional education as opposed to U.S. schools. 

  Employers’ Support of Employees’ Continuing Professional Education (CPE)

The Japanese government continuing professional education (CPE) through graduate 

education is related to the employers’ support for the enhancement of its employees’ 

productive capacity. The notion of the CPE at graduate and professional schools has not 

been adequately recognized yet in Japan, but in the U.S. the CPE clearly has become part 

of a U.S. economic development strategy and universities and the labor market have 

actively collaborated in structuring CPE programs. Cervero (2000) identified that 

approximately 90% of the education that U.S. employers offer to professionals are 

developed through the collaborative arrangement. Employers encourage their workers to 

return to school and acquire advanced degrees because they believe it will improve the 

employees’ productivity (Bills & Wacker, 2003). 

Grogger and Eide (1995) argued the importance of employers’ support of their 

33



employees’ educational efforts to enhance vocational skills. If employers perceive 

advanced degree holders as highly skilled and deserving of higher pay, they willingly 

provide financial support to the current employees to acquire higher degrees (Rosenbaum 

et al., 1990, as cited in Bill & Wacker, 2003). Bill and Wacker (2003) claim that previous 

research in the U.S. labor market literature paid little attention to this sort of investment 

form as well as to employers’ willingness to support the participation of their workers in 

formal programs at the tertiary level. Yet, Daley (2001) discovered that American 

employers spend billions of dollars on CPE programs every year. She cited that 

employers spend more than $50 billion every year on formal employee training and 

education (Rowden, 1996, p. 3, as cited in Daley, 2001). Thus, a sizeable investment has 

been made to the CPE programs for professionals in the U.S.

Houle (1980) addressed an empirical study regarding the effectiveness of a CPE 

program that supports employees’ educational efforts. He discussed that the strong 

relationship between learning and performance was expected when the individuals are 

sponsored by those who control the workplace. Tuition reimbursement plans are 

supported by the sponsors to serve as both an employee benefit system and as a tool of 

upgrading the work quality of employees who participate in the tuition reimbursement 

programs (Houle, 1980). An empirical study in Milwaukee (Milwaukee Personnel 

Department Training Unit, 1997, as cited in Houle, 1980) found that 90% of employees 

felt that the courses taken helped them to improve their performance, and 60% felt that 

their tuition reimbursement experiences increased the chances for promotion. Out of 

those who had actually been promoted, 87% believed that their learning experiences 

helped their promotion. Moreover, the supervisors evaluated the employees’ learning 
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outcomes by the tuition reimbursement program; 79% believed that job performance 

quality improved, 69% observed that employees worked harder than before, and 89% 

mentioned that employees had increased their chances of advancement (Houle, 1980). 

Therefore, the Milwaukee study indicated the effectiveness of the program that supports 

the employees’ productive capacity growth. In this sense, the employers believe that CPE 

programs are substantially linked to the labor productivity. 

Reasons for Participating in CPE

   Examining the participants’ reasons for participating in the CPE programs would help 

to understand whether the CPE program purpose and participants’ motives match. The 

first research question for the study focuses on investigating reasons of Japanese 

government CPE participants for participating in the programs in the U.S. vs. Japan. 

Previous research indicated that adults participate in an educational activity for mixed 

reasons. The motives are comprised of combinations of related and sometimes unrelated 

reasons (Darkenwald & Merriam, 1982, as cited in Darkenwald, 1984). Houle (1961) 

developed three different types of adult learners by conducting the in-depth interviews 

with twenty-two CPE learners. The first type is categorized in “goal-oriented.” This type 

is eager to learn for accomplishing their clear goals. The second type, “activity-oriented.” 

participates in continuing education for reasons, such as escape, stimulation, that have 

little to do with acquiring knowledge or skills. The third, the “learning-oriented” type, 

seeks knowledge for its own sake (Houle, 1961, p .16). 

Stimulated by this Houle’s study, Boshier (1977) conducted further research using 

questionnaires with larger samples and identified the following five general “motivational 

orientation” factors: (1) escape and stimulation; this factor includes two scopes: (a) a 
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need to escape from routine, boring, or frustrating situations, and (b) a desire to seek for 

intellectual stimulation; (2) professional advancement; this factor refers to improvement 

of job performance, reflecting advancement of job-related skills, useful knowledge, and 

credentials; (3) social welfare: this factor motivates learners to achieve goals of social or 

community betterment; (4) external expectations; this factor reflects external pressure or 

compulsion. The learner is complying with the requirements or suggestions by some 

organization or someone else; and (5) cognitive interest: this motivation implies learners 

who have the “inquiring minds” (p.17) that value knowledge for its own sake, not for 

instrumental purposes. Boshier (1977) found a tendency for younger adults to participate 

in CPE for External Expectations reasons and older adults for Cognitive Interest. The 

former finding might be explained by the greater control or influence that employers 

exert over the lives of young adults. 

Learning Outcomes of Adult Learners

The second research question for this study seeks to identify how Japanese 

government officials perceive their learning experiences at graduate schools as 

continuing professional education. It has been challenging to understand what learners 

obtain from graduate education because the outcome assessment generally relies on 

learners’ subjectivity. This section focuses on how previous literature in the U.S. 

discussed how adult learners’ learning outcomes are identified, particularly in graduate 

and professional schools or CPE programs. 

              Learning Outcomes in Graduate and Professional Education

Several scholars in the U.S. argue that little research has been conducted on 

student learning outcomes in master’s and doctoral programs (Baird, 1980; Bilder, 
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Conrad, & Haworth, 1993; as cited in Haworth, 1996). Yet, previous studies attempted 

to identify indicators that measure professional development in graduate and 

professional education. Botrill and Bordern (1994) defined degree completion, 

knowledge of the discipline, preparation for professional practice, preparation for 

research and inquiry, and preparation for teaching as indicators of student outcomes. 

Another study showed the traditional measures such as first year GPA, degree 

completion, and retention rate as indicators of successful outcomes in graduate and 

professional education (Hagedorn & Nora, 1996). 

Multiple U.S. researchers (Bowen & Rudenstine, 1992; Kolman, Gallagher, 

Hossler, & Cataniam, 1987; Stark, Lowther, & Hagerty, 1986, as cited in Bilder & 

Conrad, 1996) indicated that few studies have explored outcomes across fields and that 

outcomes assessment in graduate and professional schools is uniquely linked to 

individual disciplines and department characteristics. Smart and Hagedorn (1994) 

conducted field-specific studies by examining the relationship between educational 

strategies and learning outcomes. Their study of 479 doctoral students at an urban 

university examined the relationships between four educational strategies (i.e., divergent, 

assimilative, convergent, and accommodative) of doctoral programs and subjects' 

perceptions of their gains in four domains of professional competence (i.e., thinking, 

decision making, valuing, and acting). Smart and Hagedorn (1994) defined human 

relations, reflective thinking, and research competencies as three major learning 

outcomes. Kolman and her colleagues (1987) also identified three outcomes of graduate 

study: career development, values and behavior, and scholarship. 

Conrad, Haworth, and Millar’s (1993) dynamic qualitative research indicates cross-

37



disciplinary approach to assess learning outcomes in master’s education. The researchers 

conducted open-ended interviews with 781 students, faculty, administrators, alumni, and 

employers to understand how interviewees experienced their master’s program. The 

interview questions include: “Could you tell us what you expected from this program?; 

“What do you think are the most important characteristics of the program?”; or, “What 

have you and others gotten out of the program?” (p. 160). Through all programs, the 

researchers developed various themes that helped to understand both similarities and 

differences across the masters’ programs. The researchers discovered the positive aspects 

of the interviewees’ learning outcomes that included the ability to integrate theory and 

practice and develop a broader view, or big picture (p.70) perspectives, development of 

analytical skills, oral and written communication skills, and professional practice skills. 

Conrad et al’s (1993) study found four different types of master’s education as follows: 

(1) apprenticeship (participatory, skills centered, and professionally oriented); (2) 

community centered (experiential, interdisciplinary, project and practice oriented); (3) 

career advancement (reliance on core and specialized courses, theory and practice 

approach, flexible scheduling, and faculty practitioners); and, (4) ancillary (pre-doctoral, 

specialized theoretical knowledge, critical understanding of methodologies and program 

content, and research oriented).  

Although Conrad et al.’s (1993) study indicates the complexity and diversity of 

master’s education (Glazer-Raymo, 2005), it would provide an approach to investigate 

the Japanese government officials’ learning experiences from masters’ programs across 

different fields and identify key themes to indicated learning outcomes from graduate 

programs. In this regard, this study will help to develop a way of categorizing key themes 
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from interviews about learning outcomes from masters’ programs.

Applicability of CPE to Job Performance

The previous section has discussed what learners could gain from graduate and 

professional education, or CPE programs. One of major concerns in offering CPE to 

professionals is how the learning outcomes can be utilized or applied to the job 

performance; in other words, how the CPE programs are really effective to improve the 

labor productivity. The third research question for the study attempts to explore how the 

Japanese government CPE participants apply their learning experiences to their job 

performance in the government offices.

This section presents how previous studies have discussed professionals apply the 

CPE to their job practice. Daley’s (2001) study focused on the CPE effects on different 

professionals’ job performance. There have been attempts to develop a framework to 

understand how the Continuing Professional Education (CPE) is applicable to 

participants’ job performance. The frameworks of CPE applicability developed by Knox 

(1998) and Ottoson (2000) is presented. In addition, transfer of learning theory is 

discussed to understand how learners use and apply their obtained knowledge to the 

worksite. 　　　

Effects of CPE Programs on Job Practice

Previous studies (Black & Schell, 1995; Eraut, 1994; Grzyb, 1997, as cited in Daley, 

2001) in the U.S. questioned how erudition obtained through a CPE program could 

become meaningful at the worksite. Daley (2001) pointed out that there was a lack of a 

comprehensive assessment system regarding the “interrelationship between the learners, 

the knowledge generated within the educational program, the elements of professional 
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practice, and the context of organizations in which professionals are employed” (p. 40). 

Daley (2001) explored how professionals make meaning of knowledge obtained from 

CPE programs in their professional performance at the worksite. In her study, the data 

were collected through semi-structured interviews and document analysis. Prior to 

conducting tape-recorded interviews, Daley conducted a data analysis of the CPE 

program objectives, content, time frames, and evaluation of each CPE program. Then, 

Daley (2001) conducted interviews with individuals from four different professions who 

attended one or two day CPE programs. A purposive sample consisted of 20 social 

workers, 20 adult educators, 20 lawyers, and 20 nurses. In this study, professionals across 

different fields described how knowledge was changed and meaning enhanced each time 

they learned something new. The study findings suggested that the CPE participants 

viewed transfer of learning as an integral part of the meaning-making process. The 

participants described that new information gained from the CPE programs was added to 

their professional’s knowledge through a complex process of thinking about, acting on, 

and identifying their feeling about new information. The major finding of the study 

suggested that the process of making meaning from the knowledge presented from CPE 

programs was framed for each profession by the nature of professional work. Social 

workers, lawyers, nurses, and adult educators had its unique view of their professional 

work and they integrated that view into meaning-making and learning process. 

Professionals indicated that new information had to connect other concepts before it was 

meaningful to them.

    The meaning making process of CPE programs examined in this study were short-

term education programs that lasted only one or two days, however, this dissertation 
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study explored the long-term CPE program learning outcomes in the context of graduate 

and professional schools. In addition, Daley’s (2001) study explored the meaning making 

process of knowledge obtained from the CPE programs across the different professionals, 

but failed to refer to the substantial information regarding what the CPE learners exactly 

gained from the programs and how the learning experiences are applied to their job 

performance in the worksite.

Frameworks of CPE Applicability to Job Practice

Previous literature used the term “program evaluation” to examine how the CPE 

programs work, how they should be improved or whether or not the programs should be 

continued. Two major models for CPE program applicability to job performance are 

introduced, including frameworks developed by Knox (1985) and Ottoson (2000). 

Knox (1985) indicated that an initial approach of evaluating the CPE looks at 

whether the education program produced a major change in participants’ job 

performance. Knox’s (1985) “impact evaluation” (p. 69) theory illustrated a guideline of 

CPE evaluation as well as its purpose. The impact evaluation specifies standards of 

achievable practice by examining gaps between current needs and what should be 

improved in practice. It also needs to obtain participants’ subjective perspectives of 

program influence on their job performance. 

Another framework regarding the applicability of CPE to job practice was 

developed by Ottoson. Ottoson (2000) developed the Situated Evaluation Framework 

(SEF) that is specifically applied to the CPE context. In this framework, learners and their 

acquired knowledge are situated at the intersection of the CPE educational context, the 

participants’ practice context, and the evaluation context. Ottoson (2000) illustrated that 
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knowledge is used by the learners between the educational and practice contexts. Then, 

he discussed the components of evaluation theory in relation to the practical application 

in the CPE context and provided models to demonstrate how knowledge is used in 

practice to achieve the intended outcomes (as cited in Daley & Mott, 2000). 

The frameworks for CPE evaluation practice involve the following four dimensions: 

programming, valuing, knowledge, and utilization. First, CPE programming theory 

attempts to define what the CPE program is, and how it is intended to work. The 

programming theory requires understanding of adult learning theories. For example, 

transfer of learning theory could be used to determine whether the skills and knowledge 

taught in the CPE programs are linked to the practical context (Ottoson, 2000). CPE 

programming theory also accounts for internal and external program components. The 

former includes the program objectives, administrative structure, and methods. The latter 

refers to incentives toward CPE programs such as competing economic, political, social, 

and professional interest. Secondly, CPE valuation theory requires steps to understand the 

value of CPE programs. These steps involve determinations of criteria, setting standards, 

and measurement of performance (Scriven, 1980, as cited in Ottoson, 2000). The value of 

the CPE programs can be judged based on satisfaction, behavior change, or cost saving. 

Thirdly, CPE knowledge theory determines how knowledge about CPE program value is 

constructed. This theory explores how one could know the CPE program is successful. 

With the theory, both quantitative and qualitative data are collected for the program 

evaluation. Finally, CPE utilization theory explains how the evaluation will be used for 

the improvement of the CPE programs. The theory of use in CPE evaluation will be 

applied for determination of program effectiveness. 
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 Transfer of Learning

Moreover, transfer of learning theory can be applied to understand how adult 

learners construct and use their learning experiences between the CPE programs and the 

workplaces. This theory has been used in many different fields such as psychology, 

philosophy, schooling, adult education, and vocational and professional education 

(Macaulay, 2000). Marini and Genereux (1995) defined transfer of learning as prior 

learning affecting new performance or classroom learning that students apply to 

performance tasks at work (as cited in Cree & Macaulay, 2000). Cree et al. (1998) 

asserted that the applicability of existing knowledge to new contexts is the key to 

competent professional performance. Transfer is difficult to acquire, but it occurs because 

of common elements in the two situations (Detterman, 1993, as cited in Cree & 

Macaulay, 2000). Cree (1998, 2000) indicated difficulties in assessing transfer of learning 

due to a wide range of definitions of transferable skills and knowledge (as cited in Cree & 

Macaulay, 2000). The National Curriculum Council (1990) determined that transferable 

skills can transfer across different cognitive domains and subject areas. These skills are 

often referred to as core skills such as communication, study, problem-solving, personal 

and social skills, and information technology skills. Also, transfer skills convey across 

various contexts and social settings. These skills involve such as interpersonal 

communication, management skills, and collaborative group working what is 

“collaborative group working?” this is awkward that can apply across a range of 

situations and locales (Bridges, 1992, as cited in Cree & Macaulay, 2000, p. 55). Previous 

studies (Carew, 1979; Gardiner, 1989; Parton, 1994) focused mostly on transfer of 

learning in the field of social work. Positive transfer occurs when appropriate connections 
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are made, while negative transfer occurs when an inappropriate application of past 

experiences to a new situation is made (Cree & Macaulay, 2000). 

Theoretical Frameworks

The major theoretical framework of the study is the Human Capital Theory that 

argues the government CPE programs through graduate and professional schools are 

viewed as the investment in people. Under this holistic framework, two models were 

applied to investigate the research questions. First, Boshier’s (1977) Motivational 

Orientation factors helped to examine the participants’ reasons for participating in the 

Japanese government CPE programs. Second, Ottoson’s (2000) Situated Evaluation  

Framework (SEF) were applied to explore CPE participants perceived learning outcomes 

and the application to the professional performance in the government offices. In the SEF 

model, learners and their acquired knowledge are situated at the intersection of the CPE 

educational context, the participants’ practice context, and the evaluation context. Ottoson 

(2000) illustrated that knowledge is used by the learners between the educational and 

practice contexts. 

Investing in People: Human Capital Theory

Presumably, the Japanese government has realized its limitation in training 

employees only through experiences at the workplace to compete in high-demanding 

internationalized environments. Bill and Wacker (2003) discussed that experienced 

workers need to upgrade their skills to respond to a knowledge-based and globalized 

economy. If the Japanese government CPE programs initially emerged as a reaction to the 

growing internationalization of the government administration (NPA, 2006), what then is 

the expectation for its officials to be trained in graduate and professional schools, 
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particularly in U.S. advanced schools? The human capital model should be considered in 

the context of the government decision to train human resources through graduate and 

professional schools.

Gary Becker (1964) and Theodore Schultz (1971) brought the economic approach to 

education in the form of human capital. In his book entitled Human Capital, Becker 

(1964) articulated that education and training is the most important investment in human 

capital. Originating with Becker, human capital theory assumes that characteristics of 

employees change over time as they learn new things or as their old knowledge becomes 

outdated, therefore, the workers are required to update their knowledge and skills to 

enhance their productivity. Schultz (1971) argued that education is not only consumption 

good as generally seen, but it is also an economically important investment for both the 

individual and society. Becker (1975) discussed that the educational credentials are 

recognized as an index showing labor productivity (as cited in Kono, 1994). The human 

capital theory articulates that high educational credentials ensure that workers have high 

skill levels and high labor productivity.  The human capital analysis assumes that 

schooling raises earnings and productivity mainly by providing knowledge, skills, and a 

way of analyzing problems (Becker, 1964, p. 19). Hence, the human capital theory argues 

that employers value schooling for its instrumental or useful value rather than for its 

symbolic or exchange value (Bill & Wacker, 2003).

In contrast, Becker (1964) also discussed an alternative view that does not accept 

that schooling improves productivity, but instead it emphasizes "credentialism" that 

degrees and education provide information about other valuable traits of people such as 

persistence and potential abilities (p. 19). The credentialism view argues that college 
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graduates receive higher earnings than high school graduates not because a college 

education raises productivity, but because productive people tend to go to college. In the 

Credential Society, Randall Collins (1979) discussed that the academic credential is an 

important market consideration that reflects a lack of linkage between the curriculum and 

the labor market. According to Becker (1964), the main problem with the credentialism is 

that the employers are not interested in information on success on schoolwork, but on 

abilities and performance in the context of working life.  

Whether or not the employers believe that schooling substantially produces more 

productivity, credentials are necessary for “most positions of power, authority, and 

prestige in modern society” (Altbach, 1998, p. 9). Thus, credential upgrade is a 

significant factor for continuing professional development. As in the U.S. context, 

Japanese government officials with traditional bachelor’s degrees in law, economics, and 

relevant fields will inevitably realize the critical value of upgrading credentials for 

advancement in a profession. In this sense, the Japanese government may also regard the 

CPE programs as an instrument to help officials remain professionally competitive in the 

global world. According to the U.S. definitions, professionals are “the most highly 

educated and trained persons in the workforce” (Hoberman & Mailick, 1994, p. 3) who 

experience “formal graduate work either before or during employment as a professional” 

(p. 3). Instead of Japanese degrees, how do the government officials perceive the relative 

value of American graduate degrees for professional credentials? If the Japanese 

government respects the American standard, the number of graduate degree holders will 

be expected to expand among the population of officials. 
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Reasons for Participating in CPE: Motivational Orientations

 As indicated in research question one, this study sought to understand why the CPE 

participants decided to attend graduate/professional schools for their further professional 

development. To examine the professionals’ reasons for participating in the Japanese 

government CPE programs, Boshier’s (1977) Motivational Orientation factors were 

reviewed (see Table 2). 

Table 2  

Boshier’s Motivational Orientation Factors

Note. The table information is subtracted from (Boshier, 1977, p. 92).
 

As already mentioned, these factors include: (1) escape and stimulation; this factor 

includes two scopes: a need to escape from routine, boring, or frustrating situations, and 

to seek intellectual stimulation, (2) professional advancement; this factor refers to 

improvement of job performance, reflecting advancement of job-related skills, useful 

knowledge, and credentials; (3) social welfare; this factor motivates learners to achieve 
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Factors Descriptions 
1. Escape and 

stimulation
This factor reflects two related dimensions: a need to 
escape from routine, boring, or frustrating situations and 
a desire to find intellectual or social stimulation.

2. Professional 
advancement

This factor strongly associated with improving one’s 
occupational performance or status, reflecting a concern 
for acquiring useful knowledge, credentials, and job-
related skills. 

3. Social welfare Participants seek for gaining knowledge or skills to help 
them achieve goals of social or community betterment.

4.  External expectations This factor reflects external compulsion or pressure. 
Participants comply with the suggestions or requirements 
of someone else or some agency or organization.

5. Cognitive interest Participants have the “inquiring minds” that value 
knowledge for its own sake, not for instrumental 
purposes. 



goals related to social or community betterment; (4) external expectations; this factor 

reflects external pressure or compulsion where the learner is complying with the 

requirements or suggestions by some organization or someone else; and (5) cognitive 

interest; this motivation implies learners who have “inquiring minds” (p.17) and value 

knowledge for its own sake, not for instrumental purposes

CPE Learning Model: Situated Evaluation Framework

Under human capital theory, Ottoson’s (2000) CPE learning model was applied to 

examine the CPE participants’ perceptions regarding learning outcomes from the CPE 

programs, which examined research question two, and application of the learning 

experience to professional practice at the worksite, which is related to research question 

three. Ottoson (2000) developed the Situated Evaluation Framework (SEF) that is 

specifically applied to the CPE context. In this framework, learners and their acquired 

knowledge are situated at the intersection of the CPE educational context, the 

participants’ practice context, and the evaluation context (see Figure 6). Ottoson 

illustrated that knowledge is used by the learners between the educational and practice 

contexts.

In short, human capital theory was applied to the study as an umbrella framework. 

It was assumed that the Japanese government CPE programs were designed to cultivate 

human resources in graduate and professional schools. Boshier’s Motivational 

Orientations factors helped to understand why the participants participate in the CPE 

programs. Ottoson’s Situated Evaluation Framework provided a way to examine what the 

participants gained from the CPE programs (i.e., educational context) and how they 

transfer their learning experiences between the educational context and the worksite 
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(practice context). These two theories supported the dissertation study. 

Figure 6. Ottoson’s CPE learning model: situated evaluation framework (SEF). 

Note. The figure information is subtracted from (Ottoson, 2000, p. 45).
 

Literature Gap

     The historical review indicated that Japanese society has gradually followed the 

U.S. trend with regard to a change in the labor market demand and in the role of graduate 

and professional schools along with student population changes. The function of U.S. 

graduate and professional schools as a CPE provider is closely related to the Japanese 

government decision to expand the officials’ professional development in formal school 

settings. 

Four literature gaps were found through the review of previous studies. First, the 
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Japanese NPA (2006) released general goals for the officials’ continuing professional 

education programs and a piece of the data regarding how many officials were sent to 

what countries, to what graduate/professional schools, and to which programs. Yet, little 

empirical research has been conducted regarding the purposes of the CPE programs. 

Particularly, few studies have researched internal and external factors that have promoted 

the government CPE programs and how the Japanese government officials view the 

relative value of American graduate degrees for professional credentials. Discussions 

regarding Human Capital Theory provide some light on the rationales behind the 

Japanese government’s plans to expand the CPE programs for its officials. 

Second, there is a lack of studies in Japan that discuss learning outcomes in 

graduate and professional schools. Previous studies (Baird, 1996; Botrill & Bordern, 

1994; Hagedorn & Nora, 1996) in the U.S. used the traditional quantitative measures 

such as first year GPA, degree completion, and retention rate as variables of successful 

outcomes in graduate and professional education. These studies failed, however, to refer 

to learners’ perspectives toward their learning outcomes. Third, other qualitative studies 

(Black & Schell, 1995; Eraut, 1994; Grzyb, 1997, as cited in Daley, 2001) have relied on 

interview-based data collection to investigate individual perspectives toward professional 

development within a particular job. For example, Daley’s (2001) study explored how 

professionals make meaning of knowledge obtained from CPE programs in their 

professional performance at the worksite in the fields of social workers, lawyers, nurses, 

and adult educators; however, few studies have explored similar viewpoints in the 

government services. In addition, Daley’s study focused on meaning making process of 

short-term CPE programs (i.e., only one or two days), but this dissertation study explored 
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the long-term CPE program learning outcomes in the context of graduate and 

professional schools. In addition, her study explored the meaning making process of 

knowledge obtained from the CPE programs across the different professions, but failed to 

refer to the substantial information regarding what the CPE learners exactly gained from 

the programs and how the learning experiences are applied to their job performance in the 

worksite. Thus, inadequate information exists with regard to indicators of long-term CPE 

program learning outcomes in graduate and professional education, particularly in the 

area of public service.

 Finally, other studies (Cree & Macaulay, 2000) examined application of learning 

in the field of social work based on transfer of learning theory, but failed to include 

government officials’ learning applicability to their professional performance. With 

regard to learning outcomes from the CPE programs as well as the applicability to 

participants’ job performance in Japanese government offices. Boshier’s (1977) 

Motivational Orientation framework will be useful in examining CPE participants’ 

reasons for participating in these programs. Ottoson’s (2000) CPE learning framework, 

Situated Evaluation Framework (SEF), will provide approaches to examine how 

knowledge is acquired, used, and transferred in the intersection of the CPE educational 

context (i.e., graduate and professional schools) and practice (i.e., Japanese government 

offices) context. 

Hence, the study attempted to supplement previous literature by exploring CPE 

participants’ reasons for participating in graduate and professional schools in either the 

U.S. or Japan through Japanese government CPE programs, their perceived learning 

outcomes, and the applicability of learning outcomes to their job performance in Japanese 
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government offices.  

Summary

The literature review discussed: (1) the historical background of Japanese 

government CPE programs; (2) a comparative review of U.S. and Japanese graduate 

schools from a historical perspective; and, (3) the recent drastic reform of graduate and 

professional schools in Japan. This chapter also covered topic areas related to the 

research questions. As there are few studies in Japan that discuss employers’ support of 

employees’ CPE, reasons for participating in CPE, CPE learning outcomes, and CPE 

applicability to job performance, this researcher needed to rely upon American studies to 

assist for framing topics of my dissertation. 

Three interrelated frameworks for exploring CPE purposes, outcomes, and 

applicability were identified and discussed. These included: (a) human capital theory; (b) 

Boshier’s Motivational Orientations; and (c) Ottoson’s Situated Evaluation Framework. 

Human capital theory, as an umbrella framework of the study, claims that government 

CPE programs involving graduate and professional schools are viewed as an investment 

in people. Boshier’s Motivational Orientation theory was used to frame reasons for 

participating in CPE. Regarding the CPE participants’ perceived learning outcomes and 

the application to professional performance in government offices, Ottoson’s (2000) 

Situated Evaluation Framework (SEF) was applied. In the SEF model, learners and their 

acquired knowledge are situated at the intersection of the CPE educational context, the 

participants’ practice context, and the evaluation context.  

In summary, this review of previous studies revealed gaps in the literature with 

regard to the Japanese government purposes of CPE programs, participants’ reasons for 
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attending graduate and professional schools through CPE programs, CPE learning 

outcomes, and the applicability to job. The literature review synthesized historical 

background, previous studies, and theoretical frameworks that are related to this study. 
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Chapter 3: Methodology

This chapter presents the research method for the study. It includes the purpose of 

the study, research questions, research design, population and sample, data collection, 

data analysis strategy, validity and trustworthiness, and ethical issues. 

Purpose of the Study

The purpose of the study was to examine the perceived benefits and outcomes of the 

Japanese government Continuing Professional Education (CPE) program participants. In 

particular, this study intended to compare and contrast two groups of CPE program 

participants: those who attended U.S. graduate and professional schools, and those 

trained in Japanese graduate and professional schools. The guiding research questions for 

this study were: (1) CPE participants’ reasons to choose to study in U.S. graduate schools 

as opposed to Japanese graduate schools; (2) what participants perceive they gained from 

U.S. graduate schools as opposed to Japanese graduate schools; and, (3) how the CPE 

participants view the applicability of the CPE training in the U.S. is to professional 

performance in Japanese government offices as opposed to the CPE training in Japan.

Research Questions

The research questions were as follows: 

1. Why do the participants choose to participate in CPE programs in the U.S.? (in Japan?)

2. What do the participants perceive they gained from CPE programs in the U.S.? (in 

Japan?)

3. How do the participants of each CPE program view the applicability of their training in 

the U.S. (in Japan) to their later job performance in Japanese government offices? 
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Research Design

The study employed a qualitative research method to explore the CPE participants’ 

motives of participating in the programs, the participants’ perceptions of learning 

outcomes, and the application of the learning experiences to the job performance in 

Japanese government offices. Qualitative research examines how people interpret their 

experiences, how they construct their worlds, and how they connect interpreted meaning 

to their experiences (Merriam, 2000). This study employed a basic qualitative research 

design as it identified the CPE participants’ perceptions of specific experiences and how 

these were associated with their current situation. The study relied on interviews, 

transcripts, and text analysis with a strong emphasis on sensing through listening, 

watching, and engaging in empathetic understanding of individuals (Crotty, 2003). 

Document reviews consisted of related government reports that include general purposes 

of the CPE programs as well as the number of participants and their destinations (i.e., 

countries, names of graduate and professional schools as well as programs) over the past 

three years. In the study, two cohorts were compared: the officials who attended masters 

programs in the U.S. vs. Japan.                     

Rationales of the Qualitative Research

     There were several reasons why this researcher chose the interview-based 

qualitative research method for the study. First, the nature of the study sought to explore 

participants’ intimate perceptions with rich descriptions. A researcher is the research 

instrument for the data collection and data analysis (Merriam, 2002). Merriam (2002) 

suggested that words or pictures rather than numbers convey what a researcher has 

learned about a phenomenon. This study sought to understand and reveal Japanese CPE 
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participants’ reasons for participating in the programs, their perceived outcomes, and 

applicability of their learning experiences to their professional performance in 

government offices. A quantitative study might not capture as well as the interview 

methods examining “why” or “how” questions. Therefore, qualitative research was most 

suitable to draw individual personal experiences of the CPE programs. 

Second, interview-based research method helps to build good rapport and 

credibility between the researcher and interviewees (Creswell, 1998). In contrast, a 

quantitative study does not necessarily require direct interactions between the two parties 

(Creswell, 1998). The population and samples of the proposed study is relatively small, 

therefore, the intimate and credible rapport with the respondents was very important to 

obtain rich descriptions of personal perspectives for the study (Creswell, 1998). Finally, a 

qualitative study was conducted because existing indicators or theories fail to examine a 

process or phenomenon that this researcher intended to explore. Testing existing relevant 

indicators would bias or limit the CPE participants’ learning experiences in professional 

and graduate schools. As Merriam (2002) indicated, a qualitative study helps to build 

concepts, hypothesis, and theories rather than deductively testing an existing theory that 

quantitative method pursues. A qualitative study is inductive. This study expected to add 

new concepts by integrating existing useful theories. Therefore, in-person interviews 

were conducted for the study.

Limitations of the Qualitative Research

    Creswell (1998) discussed limitations of interview method. First, the participants’ 

responses may be biased by researcher’s presence. Second, the interviewees are not 

equally articulate and perceptive (Creswell, 1998). In addition, the qualitative method 
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cannot expect generalization of research findings because the study will rely on self-

report and individual subjective perspectives (Wiersma, 2000).   

Population and Sample

To answer the research questions, the target population was strictly limited to the 

Japanese national government officials who attended master’s programs in the U.S. or 

Japan under the CPE programs operated by the NPA. As of the 2008 fiscal year, the NPA 

sent approximately 1,821 officials to the U.S. master’s programs since 1966 (NPA, 2008). 

Additionally, 457 officials were sent to Japanese graduate and professional schools since 

the program started in 1976 (NPA, 2008). The following graphs were created in excel 

sheets based on NPA sources (NPA, 2008). Figure 7 shows changes in number of CPE 

participants in Japanese graduate and professional schools, and Figure 8 presents a 

comparison of number of CPE participants between U.S. and Japanese graduate and 

professional schools over the past four years. 

Figures 7 and 8 indicate that the NPA has expanded the number of CPE participants 

in both U.S. and Japanese graduate programs for further professional education, but the 

number of CPE participants in Japanese graduate and professional schools is much 

smaller than these in U.S. graduate and professional schools. Due to the different 

population size of each group, the sample sizes differed. As an accessible sample size, a 

sample of 20 (n= 20) officials was drawn from the participants in the U.S CPE program, 

and a sample of 10 (n= 10) was drawn from the participants in the Japanese CPE 

program. 
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    Figure 7. Changes in number of CPE participants in Japanese graduate schools:    

           Developed based on data from NPA, 2008.

    Figure 8. Comparisons in number of CPE participants between the U.S. and Japan: 

    Developed based on data from NPA, 2008.
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Snowball Sampling

Regarding sample collection for the study, CPE participants were drawn based on 

snowball sampling. This researcher asked each participant to suggest other participants 

they felt might be appropriate for the study (Merriam, 2002). Preliminary research was 

conducted on January 6th 2008 with the NPA to understand the data availability. After the 

research, it was apparent that the NPA would not reveal the list of CPE participants due to 

confidentiality of information and protection of members. Therefore, this researcher 

asked gatekeepers in the NPA to assist in finding potential interviewees. In addition, CPE 

participants were asked in person for help to identify who was in graduate and 

professional schools in the U.S and Japan. After this, this researcher conducted interviews 

with selected CPE participants who finished CPE training in graduate and professional 

schools and returned to their government offices in Japan. 

Purposeful Sampling

      The study was dependent on purposeful sampling in addition to snowball 

sampling. The purposeful sampling means that samples were selected because of their 

characteristics and availability relative to the phenomenon under study, rather than being 

randomly selected (Wiersma, 2000). This researcher attempted to balance sample 

demographics including Ministries where CPE participants belong, academic areas 

studied in graduate and professional schools, period of CPE training, working years 

before receiving the CPE training, and gender. Table 3 shows the stratification categories 

to guide sample selection. The categories include: a) ministries that CPE participants 

belong to; b) academic areas studied through CPE programs; c) period of time 

participants attend CPE programs, d) working year before receiving CPE training, and (e) 
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gender. In particular, working year before receiving CPE training (i.e., fewer than 8 

working years for CPE training in the U.S., and fewer than 16 working years for CPE 

training in Japan) is defined based on the selection criteria that the NPA defines for CPE 

participants (NPA, 2008). Regarding gender, the average ratio of female government 

officials who worked between FY2001 and FY2008 was 21.05% (NPA, 2009).

Table 3 

Stratification Category for Sample Selection

Category 　　　             Sub Category
Ministries that CPE 
participants belong to

All Ministries except Ministry of Foreign Affairs; (i.e. 
Ministry of Defense, Ministry of Economy, Trade and 
Industry, Ministry of Land, Infrastructure, Transport and 
Tourism, Ministry of Finance, Ministry of Education, 
Culture, Sports, Science and Technology, Ministry of 
Agriculture, Forestry and Fisheries, Fair Trade 
Commission, Financial Services Agency, Ministry of 
Justice, National Personnel Authority, and Cabinet Office)

Academic areas studied 
through CPE programs

Law, public administration, public policy, economics, 
finance, political science, international relations, cultural 
policy, and environment studies

Period of time participants 
attend CPE programs

FY2001-FY2008

Working year before 
receiving CPE training

Fewer than 8 working years for CPE training in the U.S.
Fewer than 16 working years for CPE training in Japan 
(according to CPE program selection criteria by the NPA 
2008)

Gender Sample gender ratio attempts to reflect overall 
government officials’ gender ratio: Average woman ratio 
between FY2001-FY2008 is 21.05%
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Table 4

Names of U.S. Graduate and Professional Schools the CPE Participants Attended and

Number of CPE Participants (FY2001-FY2008)
 
Year Names of Graduate and Professional Schools

(Number of CPE Participants)
# of CPE 
Participants

FY2001 Columbia U (22), U of Michigan (11), Harvard U (9), UC Schools 
(9), Tufts U (4), U of Cornell (4), Georgetown U (3), Stanford 
U(3), NYU (3), Syracuse U (2), U of Pennsylvania (2), U of 
Washington (2), Purdue University (1), Duke U (1), U of Chicago 
(1), Johns Hopkins U (1), Dartmouth College(1), U of Illinois (1), 
Thunderbird U (1), Princeton U (1), Yale U (1), NYSU (1), U of 
Virginia (1), U of Denver (1), Tulane U (1), Case Western Reserve 
(1), Brandeis U (1), Illinois Technology University (1), Clermont 
(1), Carnegie Melon U (1), and USC (1). 

93

FY2002 Columbia U (15), Georgetown U (8), NYU(7), Harvard U (6), 
USC (6), Syracuse U (6),UC Schools (5), U of Michigan (5), U of 
Chicago (4), Duke U (4), Tufts U (4), Yale U (3), Cornell U (3),U 
of Pennsylvania (3), The George Washington University (3), 
NYSU (2), Emory U (2), U of Washington (2), U of Indiana (1), 
Northwestern (1), San Francisco State U (1), Golden Gate U (1), 
Carnegie Mellon U (1), American U (1), Johns Hopkins U (1), U 
of Virginia (1), U of Maryland (1), U of Florida (1), Lehigh U (1), 
Tulane U (1), St Louis U (1), Clermont (1), U of Texas (1), MIT 
(1), and U of Thunderbird (1).

  108

FY2003 Columbia U (13), U of Michigan (11), Harvard U (9), U of 
Pennsylvania (7), U of Washington (6), U of Indiana (5), USC (5), 
Syracuse U (4), Carnegie Mellon U (4), Cornell U (4), Tufts U (4), 
UC San Diego (4), UCLA (3), Georgetown U (3), Boston U (3), 
UC Berkley (2), UC Davis (2), Johns Hopkins U (2), U of Chicago 
(2), U of Texas (2), U of Virginia (2), MIT (2), U of Wisconsin (1), 
Wake Forest U (1), Clermont (1), San Francisco State U (1), The 
George Washington University (1), NYSU (1), Northwestern (1), 
U of Hawaii (1), U of Pittsburg (1), Brandeis University (1), U of 
Florida (1), and U of Maryland (1).

115

FY2004 Columbia U (14), Georgetown U (13), USC (9),Harvard U (8), 
Carnegie Mellon U (6), U of Pennsylvania (2), Cornell U (3), 
Duke U (3),Johns Hopkins U (1), Boston U (1), Vanderbilt (1), 
Brown U (1), Tufts U (9), U of Indiana (3), U of Michigan (3), U 
of Washington (2), U of Illinois (2), U of Wisconsin (2), 
Northwestern (2), MIT (2), Princeton U (1), UCLA (1), NYU (1), 
UC Davis (1), UC Santa Barbara (1), UC Irvine (1), Syracuse U 
(1),Golden Gate U (1), U of Pittsburg (1), Williams and Mary (1), 
Ohio State U (1), U of Oregon (1), St Ambrose U (1), U of 

   110
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Rochester (1), U of Chicago (1), U of Texas (1), and Penn State U 
(1).

FY2005 Columbia U (13), Harvard U (12), Georgetown U (7), UCLA (6), 
UC Berkley (5), NYU (5), Carnegie Mellon U (4), U of 
Pennsylvania (4), Cornell U (3), Johns Hopkins U (3), Boston U 
(2), USC (3), Vanderbilt (2), UC San Diego (2), Stanford (2), Tufts 
U (2), U of Michigan (2), U of Washington (2), UC Davis (1), 
Clermont (1), Case western reserve U (1), Golden Gate U (1), 
Thunderbird (1), U of Chicago (1), Tulane U (1), U of Texas (1), 
Duke U (1), U of Delaware (1), NYCU (1), NYSU (1), 
Northwestern (1), MIT (1), and Minnesota State U (1).

   95

FY2006 NA 101
FY2007 NA    94
FY2008 NA    98

The table was developed based on NPA white papers between FY2001 and FY2008

Table 5 

Names of Japanese Graduate and Professional Schools the CPE Participants Attended 

and Number of CPE Participants (FY2001-FY2008) 

Names of Graduate and 
Professional Schools

CPE Starting 
Year 

Number of CPE Participants 
Who Attended Master’s 
Programs in FY2008

Accumulated 
Total Number of 
CPE Participants

University of Tsukuba, 
Graduate School 

FY1976          0 115

Saitama University, 
Graduate School

FY1977-1999          0 97

Yokohama National 
University, Graduate 
School

FY1982          3 58

Tokyo University, 
Graduate School

FY1984 3 90

Kyoto University 
Graduate School

FY1986 3 35

National Graduate 
Institute For Policy 
Studies (GRIPS)

FY2000          4 46

Hitotsubashi University, 
Graduate School

FY2005 6 15

Kobe University, 
Graduate School

FY2006          0 1

Data source: NPA, 2008.
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Data Collection

Data sources include interviews and review of related documents that were 

available from the NPA. The main source of data was obtained from interviews with CPE 

participants in both the U.S. and Japan. The CPE program participant interview protocol 

was developed sequentially based on the three research questions (see Appendix B). An 

original interview protocol was piloted with ten CPE participants in Tokyo between April 

and July in 2008. Questions that were asked regarding learning outcomes at graduate and 

professional schools were: "what do you think you obtained from graduate and 

professional school?” and "what added-value do you think you obtained from graduate 

school experience?" Some were too broad to answer. Next, the researcher added domains 

(i.e., knowledge, skills, attitudes, and social network) as follow-up questions to guide the 

interviewees for a direction to have specific and detailed answers. As the term of added-

value sounded ambiguous for the pilot interviewees, it was excluded from the main 

interview questions. 

Regarding the applicability of learning outcomes, the pilot interviewees 

mentioned that learning outcome impacts differed depending on whether it was 

immediately after the CPE training or after a period of time. Therefore, this researcher 

added categories to understand the CPE learning impacts from both short and long term 

perspectives. The pilot interviews were also conducted in all Japanese. In the final 

protocol when this researcher translated the interview questions in English, close 

attention was paid to making questions and the translations sound as similar as possible 

between the two different languages.

In the final protocol, the interviews consisted of main questions and follow-up 
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questions. Table 6 presents a list of the three research questions and how the interview 

instrument questions are aligned with each research question. The order sequence of the 

interview instrument questions had to be changed based on the flow of the conversation. 

Table 6

Interview Instrument Questions and Cross Reference to Research Questions

Main Research Questions Cross Reference with Interview Questions (IQ)
(How interview questions are related to this 
study’s research questions)

Main Research Question #1

Why do the participants choose to  
participate in the CPE programs?

IQ # 4 
IQ # 5
IQ #7

Main Research Question #2

What do the participants perceive 
they gained from the CPE 
programs?

IQ # 9
[Follow up with, in terms of
knowledge/skills/attitudes?]
IQ #11

Main Research Questions #3

How do the participants of each 
CPE program view the applicability  
of their training to their later job 
performance in Japanese  
government offices?

IQ # 12
[Follow up with, -in terms of knowledge/skills/
attitudes/social network?]
[Follow up with, in the short term/in the long 
term?]  

IQ # 13
[Follow up with, how do your bosses assign you 
to a position after the CPE training, a) 
Immediately after the CPE training, b)after a 
period of time?]

IQ # 14
[Follow up with, how do people in the workplace 
view your master’s degree?]
[Follow up with, how do you view your master’s 
degree at your work?]
[Follow up with, how do people in general view 
your master’s degree at your work?]
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Approximately one and a half hour, in-depth, semi-structured interviews were 

conducted with each CPE participant in Japan who was informed about the general goals 

of the research. A brief description of the research purpose, content, the expected time 

frames, and an assurance of confidentiality was provided. After gaining permission of the 

interviewees, each interview was recorded by a digital recorder to avoid the interruptions 

of tape change. CPE participants were given pseudonyms for confidentiality. For 

example, CPE P1, CPE P2 for CPE Participant #1 and CPE Participant #2. The interviews 

began in September 2008 and ended in December 2008. The collected data were secured 

in a safe location and a computer in my private office was password protected. 

In addition, document analysis was included to have richer information regarding 

background of CPE programs. This researcher relied on document analysis that included 

NPA website and paper-based documents regarding CPE goals that NPA defined 

officially, selection criteria for CPE participants, and historical changes in the number of 

participants and their destinations (i.e., countries, names of graduate and professional 

schools as well as programs). 

Data Analysis

The interview data were transcribed, analyzed in Japanese, and then translated in 

English. Regarding the data analysis, key statements in the interviews were identified. 

Then the information that was categorized into themes and that were related to the 

research questions of the proposed study guided the coding process (Wiersma, 2000). The 

next section presents unit of analysis, coding process, analysis procedure, and 

presentation of findings.
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Unit of Analysis

The units of analysis included two levels: individual and institutional. Research 

questions focused on individual perspectives of CPE participants. The study intended to 

identify similarities and differences between CPE participants in U.S. graduate and 

professional schools and CPE participants in Japanese graduate and professional schools 

across disciplines. Another unit of analysis included institutions which were in the NPA. 

To bring broader context regarding the CPE programs, this study examined institutional 

intentions and purposes to promote the CPE programs for its participants based on 

document analysis. 

Coding Process

After the interview data were transcribed, this researcher categorized any 

meaningful words, phrases, and narratives obtained from the interviews as common 

patterns. These patterns were given names, or codes (Merriam, 2002). Coding was used 

for connecting different segments or instances of data to create categories of data. In 

other words, the coding links all data fragments to a particular concept or idea (Coffey & 

Atkinson, 1996). Seidel and Kelle (1995) presented that the role of coding includes the 

following three operations: (1) identifying relevant phenomena; (2) collecting example of 

the phenomena; and, (3) analyzing the phenomena to find patterns, commonalities, 

differences, and structures (as cited in Coffey & Atkinson, 1996). Coding was used to 

simplify and reduce data, and moreover, it was also used to reconceptualize data. 

Therefore, this researcher thought creatively with the data, asked the data questions, and 

generated new theories and frameworks. The coding process was used for 2*3 data 

analysis (i.e., three research questions and two groups to compare). Once the transcripts 
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were read, this researcher developed administrative codes (e.g., reasons for choosing 

education in the U.S. /or reasons for choosing education in Japan). Within that 

administrative category, it was expected to have different responses, which became open-

codes. Then, the sets of those open codes between two groups were compared to examine 

if the open-codes were similar or different between the groups. A table was used to see 

what was revealed in each of the two groups under the administrative category. 

Analysis Procedure

The following indicates how each research question was approached for the purpose 

of data analysis. With regard to Research Question 1, interviewees were first asked about 

their general motives of having decided to participate in a CPE program. A question was 

posed regarding why the participant particularly chose U.S. or Japanese graduate and 

professional school for Continuing Professional Education (CPE). Then, coding was used 

to find key words and themes from the data. In the data analysis, Boshier’s (1977) 

Motivational Orientation factors were referenced to see whether or not the data from the 

interviews were able to be categorized within this model or this western framework could 

fit Japanese culture. As presented in the theoretical framework in Chapter II, Boshier 

(1977) provided five types of motivations when individuals decided to participate in CPE 

programs. The five factors include: (1) escape and stimulation, (2) professional 

advancement, (3) social welfare, (4) external pressure, and (5) cognitive interest. When 

there was additional information beyond this model, new factors were added. In the 

qualitative study, data analysis is an inductive strategy (Merriam, 2002) that generates 

theories or frameworks. This researcher examined whether the findings helped build new 

frameworks regarding Japanese participants’ patterns regarding motives for participating 
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in CPE training.  

Regarding Research Question 2, these data could be categorized in terms of 

knowledge, skills, and attitudes. Social network was also added. As with the first research 

question, coding was used to generalize themes or categories (Creswell, 2003) under the 

administrative codes (e.g., knowledge, skills, attitudes, and social network). Research 

questions 2 and 3 interacted with each other and are related to Ottoson’s CPE learning 

model (refer to Chapter II: Theoretical framework).

Presentation of Findings

This researcher presented the CPE participants’ interview findings. Key terms or 

themes repeatedly mentioned in interviewees’ responses regarding reasons for 

participating in CPE programs, what they perceived they gained from graduate and 

professional schools across all disciplines, and how the experiences can be applied to 

their job performance in the government offices were presented. Key themes, 

commonalities, and differences between the program in the U.S. and Japan were also 

documented. Then, the results were interpreted and compared between participants in 

U.S. and Japanese graduate and professional schools. A master table was created to 

systematically examine some connections or disconnection across the findings between 

the groups, or the original purpose of the program and the experience and perceptions of 

program participants. 

Validity and Trustworthiness

Merriam (2002) suggested that a qualitative researcher interprets reality directly 

through interviews and observations. Triangulation is a procedure to support the internal 

validity in the qualitative study. Denzin (1970) identified four approaches to confirm the 
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findings: multiple investigators, multiple theories, multiple sources of data, and multiple 

methods (as cited in Merriam, 2002). This study used multiple resources such as a 

combination of interviews and document analysis as well as the committee members’ 

involvement of checking the primary interpretation of emerging finding, themes, and 

categories to enhance the internal validity (Creswell, 2005; Merriam, 2002).      

As already mentioned earlier, external validity, or generalizability, was a 

limitation of the qualitative study because of small and non-random samples. In a 

qualitative study, instead of generalizability, transferability can possibly be considered. 

Merriam (2002) suggested that rich description would enhance external validity. 

Adequate description and information help readers to determine how the finding can be 

transferred in their situation. Therefore, this study sought thick description as much as 

possible to improve the external validity.  

Lincoln and Guba (1985) termed trustworthiness as a general concept to use when 

the credibility of a study needs to be established (as cited in Creswell, 1998). To enhance 

the credibility, this researcher took data, analyses, interpretations, and conclusions back 

to the CPE participants so that they could ensure the accuracy and credibility of the 

research findings. The participants were expected to give back critical observations and 

interpretations to the researcher’s work (Creswell, 1998).

Ethical Considerations

It was indispensable to preserve participants’ confidentiality to prevent any 

possibility of harm to participants due to disclosure of their personal information (Schutt, 

2001). Confidentiality was ensured with interviewees during the initial conversation or 

email exchanges. In the study, the respondents’ answers would reflect not only personal 
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perspectives but also viewpoints as national government representative. The respondents 

might be excessively careful not to reveal negative information about the government 

experiment. They may fear that such information could damage to government 

credibility. Anonymity was another important ethical issue. The data findings should not 

be associated with the respondent’s name as such, names and organizations were redacted 

in the transcripts and again all participants and organizations were given pseudonyms. 

Summary

In summary, the study relied on face-to-face interviews based on qualitative 

research method to understand individual perspectives regarding the Japanese 

government CPE program experiences. The nature of the study sought to obtain rich 

descriptions of participants’ intimate perceptions and build good rapport and credibility 

with participants. Also, there was a lack of indicators that help to explore the learning 

outcomes of Japanese government CPE participants and its applicability to the job 

performance in government offices. For these reasons, the qualitative study was most 

suitable for the proposed study. To examine CPE participants’ perceptions regarding their 

purposes and experiences in professional and graduate schools, a sample of 20 officials 

was drawn from the participants in the U.S CPE program, and a sample of 10 officials 

was drawn from the participants in the Japanese CPE program. The sampling relied on 

snowball and purposeful approach. Data analysis relied on coding which generated key 

themes and categories. 
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Chapter 4: Results

This chapter presents a discussion of the results. It describes the data collected to 

understand the Continuing Professional Education (CPE) participants’ perspectives 

regarding reasons to participate in the CPE programs, learning outcomes, and the 

applicability to the job performance. The results were interpreted and compared between 

participants in U.S. and Japanese graduate and professional schools. Master tables were 

created to systematically demonstrate textual data from the interviews to understand the 

experience/perceptions of CPE program participants. In addition, the researcher 

examined some commonalities or differences across the findings between two groups. 

This chapter discusses (a) overview of the participants, (b) data collection and data 

analysis, (c) qualitative narratives by the CPE participants in the U.S. and Japan, (d) 

comparison between the CPE participants in the U.S. and in Japan, and (e) summary. 

Overview of the Participants

The participants include CPE participants in the U.S. and Japan between 2001 and 

2008. A sample of 20 (n= 20) officials was drawn from the participants in the U.S. CPE 

program, and a sample of 10 (n= 10) was drawn from the participants in the CPE 

program in Japan. Participants were selected based on purposeful and snowball samples, 

and they were provided with numerical pseudonyms, for example CPE P1 for Participants 

number one and CPE P2 for Participant number two. 

The following table displays the backgrounds of the participants. The categories 

include: (a) Ministries that CPE participants belong to, (b) academic areas studied 

through CPE programs, (c) period of time participants attended CPE programs, (d) 
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working year before receiving CPE training, and (e) gender. 

It seems that each Ministry has fixed number of places for sending CPE participants. 

Particularly, Ministry of Economy, Trade and Industry, Ministry of Land, Infrastructure, 

Transports and Tourism, and Ministry of Finance have larger fixed number of places than 

these of other Ministries have. As the Table 7 shows, the CPE participants are mostly 

working for these Ministries. It implies that job contexts of these Ministries came to 

require more international and globalized issues. In addition, working year before 

receiving CPE training (i.e., less than 8 working years for CPE training in the U.S., and 

less than 16 working years for CPE training in Japan) is defined based on the selection 

criteria that the NPA defines for CPE participants (NPA, 2008). Regarding gender 

balance, the original sampling plan attempted to reflect the average ratio (21.05%) of 

woman government officials who have worked between FY2001 and FY2008. The 

findings show that the woman ratio of samples of the CPE participants in the U.S. was 

25%, however, the cohort in Japan was 0% due to the limited number of accessible 

samples. More detailed information is provided in Table 8.
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Table 7

Overview of Participants 

Category
　　

CPE Participants in the U.S. CPE Participants in Japan
Ministries that 
CPE participants 
belong to
(# of participants)

•Ministry of Defense (4)
•Ministry of Economy, Trade and 
Industry (3)
•Ministry of Land, Infrastructure, 
Transport and Tourism (3)
•Ministry of Finance (2)
•Cabinet Office (2)

-Fair Trade Commission (1)
-Financial Services Agency (1)

•National Personnel Authority (2)
•Ministry of Agriculture, Forestry 
and Fisheries (1)
•Ministry of Justice (1)

•Ministry of Land, Infrastructure, 
Transport and Tourism (3)
•Ministry of Economy, Trade and 

Industry (2)
•Ministry of Finance (2)
•Ministry of Education, Culture, 
Sports, Science and Technology: 
Agency for Cultural Affairs (2)
•National Personnel Authority 

(1)

Academic areas 
studied through 
CPE programs

•Law 
•Public Administration
•Public Policy
•Public Management
•Economics
•Finance Law
•Banking Law
•Security 
•Political Science
•International Relations
•International Affairs
•Environment Studies

•Economic Development
•Economic Policy
•Public Policy
•Infrastructure Policy
•Cultural property
•Intellectual Property

Period of time 
participants attend 
CPE programs 
and the number 

[2004-2006]#3
[2005-2007]#7
[2006-2008]#10

[2001-2002] #1
[2002-2005]#3
[2006-2007]#2
[2006-2008]#2
[2007-2008]#2

Working year 
before receiving 
CPE training

Less than 8 working years for 
CPE training in the U.S. 
(according to CPE program 
selection criteria by the NPA 
2008)

Less than 16 working years for 
CPE training in Japan (according 
to CPE program selection criteria 
by the NPA 2008)

Gender # Male= 16
Female= 4

Male= 10
Female= 0
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Table 8 

CPE Participants in the U.S. and Japan (Ministry and Study Area)

CPE Participants in the U.S.
CPE Participant 1
Ministry of Defense

[International 
Affairs: Security]

CPE Participant 2
Ministry of Defense

[Law]
[International 
Economics]

CPE Participant 3
Ministry of Defense

[International 
Relations]

CPE Participant 4
Ministry of Defense

[International 
Relations: Strategic 
Planning]

CPE Participant 5
Ministry of 
Economy, Trade and 
Industry

[Law]

CPE Participant 6
Ministry of 
Economy, Trade and 
Industry

[Public Policy]

CPE Participant 7
Ministry of 
Economy, Trade and 
Industry

[Public 
Management]

CPE Participant 8
Ministry of Land, 
Infrastructure, 
Transport and 
Tourism
[Public Policy]

CPE Participant 9
Ministry of Land, 
Infrastructure, 
Transport and 
Tourism
[Law]

CPE Participant 10
Ministry of Land, 
Infrastructure, 
Transport and 
Tourism
[Public Policy]

CPE Participant 11
Ministry of 
Finance

[Public Policy]

CPE Participant 12
Ministry of 
Finance

[International 
Relations]

CPE Participant 
13
Ministry of Justice

[Law]

CPE Participant 14
Ministry of 
Agriculture, Forestry 
and Fisheries
[Public Policy: 
Environment 
Studies]

CPE Participant 15
National Personnel 
Authority

[Public 
Management: 
Human Resource]

CPE Participant 16
National Personnel 
Authority

[International and 
Public Affairs]

CPE Participant 17
Cabinet Office: Fair 
Trade Commission

[Law]

CPE Participant 
18
Cabinet Office: 
Financial Services 
Agency [Law: 
Banking Law]

CPE Participant 19
Cabinet Office 

[Economics]

CPE Participant 20
Cabinet Office

[Public Policy]

CPE Participants in Japan
CPE Participant 21
Ministry of Finance

[Intellectual 
Property]

CPE Participant 22
Ministry of Finance

[Public Policy]

CPE Participant 23
Ministry of Land, 
Infrastructure, 
Transport and 
Tourism

[Economic 
Development]

CPE Participant 24
Ministry of Land, 
Infrastructure, 
Transport and 
Tourism

[Public Policy]

CPE Participant 25
Ministry of Land, 
Infrastructure, 
Transport and 
Tourism

[Public Policy]

CPE Participant 26
Ministry of 
Economy, Trade and 
Industry

[Economic Policy]

CPE Participant 27
Ministry of 
Economy, Trade and 
Industry

[Public law]

CPE Participant 28
Ministry of 
Education, Culture, 
Sports, Science and 
Technology: Agency 
for Cultural Affairs 
[Cultural Policy]

CPE Participant 29
Ministry of 
Education, Culture, 
Sports, Science and 
Technology: Agency 
for Cultural Affairs
[Cultural Policy:
Cultural Property] 

CPE Participant 30
National Personnel 
Authority

[Public Policy]
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Data Analysis Procedures

Data sources included interviews and review of related documents that are 

available from the NPA. The main source of data was obtained from interviews with CPE 

participants who attended graduate or professional schools either in the U.S. or Japan 

between 2001 and 2008. 

The purpose of interview-based qualitative research is to deeply understand each 

participant’ perceptions with particular experiences. For data analysis, the researcher 

identified key terms or themes repeatedly mentioned in interviewees’ responses regarding 

reasons for participating in CPE programs, what they perceive they gained from graduate 

and professional schools across all disciplines, and how the experiences can be applied to 

their job performance in the government offices. For three major research questions, 

textual narratives of the transcripts were provided to describe participants’ own words to 

show accuracy of how the interviewees felt and thought.

The data analysis was conducted with interpretation providing importance and 

meaning of the data. The following indicates how each research question was approached 

for data analysis. With regard to research question #1, the researcher first asked 

interviewees about their general motives of having decided to participate in a CPE 

program. Next, a question was added regarding why each participant particularly chose 

U.S. or Japanese graduate/ professional school for Continuing Professional Education 

(CPE). Then, coding was used to find key words and themes from the data. 

In the data analysis, Boshier’s (1977) Motivational Orientation factors were 

referred to see whether or not the data from the interviews were able to be categorized 

within this model or this American framework could fit Japanese culture. In other words, 
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the researcher examined whether new factors emerge from Japanese government officials 

who attended CPE programs. As presented in the theoretical framework in Chapter II, 

Boshier (1977) provided five types of motivations when individuals decided to 

participate in CPE programs. The five factors included: (1) escape/stimulation, (2) 

professional advancement, (3) social welfare, (4) external pressure, and (5) cognitive 

interest. This researcher examined whether the findings helped to build a new framework 

regarding Japanese participants’ patterns regarding motives for participating in CPE 

training.

Regarding research question #2, the researcher asked the CPE participants what they 

perceived they gained from graduate and professional schools. After asking this broad 

question, she attempted to categorize the interviewees’ responses into three groups; that 

is, knowledge, skills, and attitudes. Then, a factor of social networking was added as 

well.   

 For research question #3, the researcher asked how the participants of each CPE 

program viewed the applicability of their training to their later job performance in 

Japanese government offices. To understand the CPE applicability, the researcher focused 

on how the CPE experiences influence the human resource allocation and how their 

upgraded academic credentials affect the evaluation at work from internal, external, and 

self-perspectives. 

The researcher used a procedure of reduction (Creswell, 2003) to determine a set of 

qualities of the expressions to reflect the phenomenon related to main research questions. 

Textual data were aggregated in several tables by categories according to common terms 

or phrases emerged in the interviews. In addition, textual narratives were provided with 
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depictions of some participants’ own words to support the common themes. 

Interview Findings: Qualitative Narratives

This section provides the CPE participants’ interview findings. It consists of three 

parts: Research question #1, #2, and #3. Research question #1 focuses on CPE 

participants’ reasons for: (a) participating in the CPE program, (b) choosing U.S. or 

Japanese graduate and professional schools, and (c) not choosing other countries for CPE 

training. Findings regarding the research question #2 include: (d) CPE participants’ 

perspectives about learning outcomes at CPE programs (knowledge, skills, attitudes, and 

social networking). Findings of research question #3 focus on: (e) CPE participants’ 

perspectives about applicability of CPE learning outcomes, (f) CPE participants’ 

perspectives regarding evaluation: Human Resource Allocation, and (g) CPE participants’ 

perspectives toward education credentials upgrade (internal, external, and self-

perspectives). Finally, a comparison between the U.S. and Japanese CPE participants’ 

perspectives will be provided in these research questions. 

Regarding data presentation, textual narrative (verbatim text) will be provided first 

for each research question, and then textural data (quote evidence) summary will be 

presented according to important categories or themes drawn from the interview data.

Research Question #1: Why do the participants choose to participate in the CPE 

programs?

To understand the reasons for CPE participants to participate in the CPE program, a 

general question was asked as shown in research question #1. Then, the researcher 

examined whether the findings helped to create a new framework regarding Japanese 

participants’ patterns of motives for participating in CPE training. Furthermore, reasons 
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for not choosing other countries for further study was also investigated. The analysis 

began with perceptions of CPE participants in the U.S. This part consisted of (1) reasons 

for participating in the CPE program, (2) reasons for choosing U.S. graduate and 

professional schools, and, (3) reasons for not choosing other countries for CPE training 

(i.e., reasons for not choosing Japan, reasons for not choosing Germany, France, China, 

and South Korea, and reasons for not choosing the U.K.). Then, the analysis continued to 

cases of the CPE participants in Japan. It included two additional lines of questioning: (4) 

reasons for participating in the CPE program, and (5) reasons for choosing Japanese 

graduate and professional schools. 

Reasons For Participating in the CPE Program By Participants in the U.S. 

First, the researcher examined a general motivation for the CPE participants in the 

U.S. to have decided to make use of the CPE program for their further study. The 

following shows textual narrative provided by the CPE participants in the U.S.

Textural Narrative. CPE P8, who attended graduate school in the U.S., expressed that 

he wanted to get out from Japan. As he described, “I wanted to learn something beyond 

Kasumigaseki [the national government],” his motive was very broad that he did not 

necessarily want to study something that was related to his job, but wanted to be released 

from the routine to reflect himself. He stated:

まずは、海外に出たかったっていうのが正直なところです。仕事でも勉強でもいい

ので日本を出たかった、外に出て日本を見てみたかったっていうのがありました。

日本の職場生活がつまらなかったとかということではないけど、忙しすぎて自分を

見失うと思いました。その繰り返しをやっていると、あっという間に３０代が終わ

るのではという焦燥感があって。自分自身、職場、日本を客観的に見たかった。両方、

パーソナルな意味とプロフェッショナル意味で外からのプレッシャーは特になか

ったですね。留学経験者、非経験者の上司による推薦もあって…「行って来い」とい

った前向きな姿勢でしたね。何を勉強したいかは二の次。霞ヶ関の枠に囚われない

ものを学びたかったっていうのがありました。
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First of all, I wanted to go to foreign country. I wanted to get out from Japan for 
my career or study, whatever reasons it was. The routine work at my workplace 
was not necessarily boring. I felt I would almost lose myself. I felt rushed 
thinking my 30s would quickly be over if I just repeat the routine. I wanted to 
view myself, Japan, and my workplace from outside both personally and 
professionally. There were no external pressures. My bosses, who experienced 
study abroad or who didn’t encouraged me [to study abroad], showed positive 
attitudes. What I wanted to study as the second issue. I wanted to learn 
something beyond Kasumigaseki [the national government]. (CPE P8: U.S.)

On the contrary, CPE P13 , who attended two different law schools in Virginia and 

Washington DC, emphasized the external pressures as a reason for having decided to go 

to graduate school in the U.S.

一言でいえば、命令されたからというのが一番大きいですね….僕は一切希望して

なかったんで、言われなければ来なかったですね。ただ、言われれば、一応我々は上

から指示があれば粛々と従うのが組織の論理なので、まぁ、拒否する人もいますけ

ど、まぁ、言われたからというのが….我々は職人気質なところがあるので、公判を

やるにしても、捜査をやるにしても、現場を離れるとそれだけ自分の能力が伸びな

いし、錆びついてしまうんですね。だから、不安で迷いましたけど、まぁ、そういう経

験もいいかなと思って一日二日くらいで決断しましたね。完全な外的要因ですね 。

120％外的要因ですね….で、アメリカと指定されました。イギリスではなかったで

すね。ご存じかもしれませんが、人事院の試験は各省が候補者を推薦して、前提とし

て今度は人事院の試験に受かんなきゃいけないんですけど、それがトッフルの点数

と面接なんですけど、まぁ、トッフルの点数をクリアするためにはある程度勉強し

なければならないので、事前に、結構早いうちに言われるっていうのはあるので….
最初の言われ方としては、そういう候補者として推薦する予定なので英語を勉強し

て下さいと言われる、っていうのがある、で「いいですよ」って感じでしたね。
In a word, I was told by my boss…I never desired to study abroad. I would not 
have been to the U.S., if I had not have been told to do so. It’s an organizational 
rule to follow whatever suggestions from bosses without making a fuss. Well, 
some people turn down, but I was told …we have sort of “artisan spirit,” once 
we stay away from fields such as trials or investigations, our job skills wouldn’t 
improve and get rusty. So, I was concerned and hesitated to go abroad, but I 
thought such experience might be good and it took me only one or two days to 
make a decision. It was a totally an external factor…120% external factor, and 
then I was told to go to the U.S., not the U.K. You may already know the NPA 
system [The CPE programs] requires each Ministry to endorse candidates and 
they need to pass the NPA exams, which require TOEFL and interviews….well, 
we need to study to some extent to achieve required test scores…..we are told 
earlier in advance….so I was told, “we plan to recommend you as a [CPE 
program] candidate, so please study English,” and then I responded “yes.” 

(CPE P13:U.S.)
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CPE P4 who attended public policy program in the U.S. stated that he had already 

heard about this [CPE] system even before he joined in the Ministry. He wanted to make 

use of the program for his professional development including English improvement. 

Moreover, he wanted to keep his job open to be involved in international issues. 

もともと入省前からこういう制度があるのって聞いてましたので、まぁやっぱり大

学院に行くっていうのはお金がかかりますし、支援してくれる、その自分のお金プ

ラスアルファで行けるっていうのは非常にいい制度だなって思って、やっぱりこう

勉強を通して、英語力っていう部分について、自分が伸びる部分があれば 2 年間を通

してできればっという期待もありましたし、あとは国内サイドだけでなく国外サイ

ドの仕事も関われたらいいなという希望もあって、そうなった時に英語ができるっ

ていうのは必要でしょうということで、きっかけとして入省前から希望してました。
I had already heard about this [CPE] system even before I joined in the 
Ministry…. I knew it would cost a lot to go to graduate school, so I thought this 
system was very good as it supported me financially…allowed me to go to grad 
school with my additional payment. I expected to improve my English skills 
through 2 year study… also, I expected to be involved in not only domestic but 
also international tasks.. if so, I thought English would be necessarily….I 
wanted [to study abroad] before joining the Ministry. (CPE P4: U.S.)

The findings showed that most CPE participants’ responses were matched with and 

categorized into Boshier’s motivational orientation model, but “social welfare” was not a 

visible factor emerged from the CPE participants’ responses; instead, two other new 

factors were provided as the reasons of participating in the CPE training (Table 9). These 

two are “the CPE experience itself is a reward/benefit” and “upgrading personal general 

market values.” Table 9 shows six themes emerged from the interviews with the CPE 

participants in the U.S: (1) escape and stimulation, (2) professional advancement, (3) 

external expectations, (4) cognitive interest, (5) rewards/benefits, and (6) upgrading 

personal general market value. The researcher revised and renamed Boshier’s model as 

“Motivational Orientation Factors of Japanese CPE Learners in the U.S.”
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Table 9

Motivational Orientation Factors of Japanese CPE Learners in the U.S.

1. Escape and stimulation
2. Professional advancement
3. External expectations
4. Cognitive interest
5. CPE itself is a reward/benefit  
6. Upgrading personal general market value 

The factor of “professional advancement” is the most frequent response that both the 

CPE participants in the U.S. and Japan provided in the interviews as the reason for 

participating in the CPE programs. They felt necessity of enhancing their academic 

knowledge and skills to improve their understanding of their tasks and job performance, 

or they felt a lack of theoretical knowledge or skills when they were working for the 

original job positions. The professional advancement was the internal drive to have 

decided to participate in CPE training.

The interview findings also indicated that some CPE participants view the CPE 

program itself as “rewards” or “benefits” which allows them to stay away from work for 

two years. The findings showed that this tendency was observed more clearly in the CPE 

participants in the U.S. than the participants in Japan. Being sent to a 

graduate/professional school in a foreign country with pubic financial supports is 

regarded as great benefits. In fact, some participants stated that they already knew the 

CPE programs existing even before starting working and that was a part of reasons to join 

in the Ministries. Other participants got more motivated to work at the government after 

receiving two-year long CPE training. The CPE itself could be a major incentive for the 

employees to stay in the current job and work harder. It is assumed that the NPA designed 
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CPE programs to encourage the employees to enhance their job performance after 

providing two-year study experiences at graduate school.

 The “escape and stimulation” factor was observed only in the responses of CPE 

participants in the U.S. The cohort in Japan did not refer this factor as the reason for 

participating in the program. It is assumed that living in a foreign country is an 

opportunity for the employees to explore new world and bring changes in their daily 

lives, while the CPE participants who attended at domestic graduate school staying home 

did not expect as much stimulation as the cohort in the U.S. 

    The “external expectations” factor was emphasized both by the CPE participants in 

the U.S. and Japan, but it is likely that the NPA (or human resource people at each 

Ministry) more encourages CPE participants in Japan, than CPE participants in the U.S., 

to acquire the specific academic knowledge that is related to the government jobs. The 

findings indicate that the NPA as well as HR people at individual Ministries more limit 

the academic areas for CPE participants in Japan to study than the cohort in the U.S. The 

HR is afraid that the CPE participants quit and find other better jobs outside the 

government after obtaining professional degrees. Particularly, the HR is not willing to 

send their employees to graduate programs in the fields of business administration. In 

fact, CPE participants obtained MBA degrees quit the government in the past after the 

CPE experiences. Therefore, the Japanese government specifies the academic fields 

which are close to the government jobs, such as public policy or public administration, or 

other relevant fields.   

    The “upgrading personal general market value” factor was newly added. Generally, 

CPE is supposed to be offered for employees of the internal organization to enhance the 
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internal productivity. There has been a dilemma that the government expects to enhance 

the employees’ market value by providing CPE programs (graduate or professional 

education), but needs to limit the academic areas to related fields to the government 

administration so that the upgraded employees will not quit. The researcher added textual 

data drawn from the interviews according to each category of Boshier’s Orientation 

Factor Model as shown in the Table 10.

Table 10 

Motivational Orientation Factors of Japanese CPE Learners in the U.S.: Reduction 

Process

Factors Textual Data from the CPE Participants in the U.S.

1. Escape & 
Stimulation

This factor reflects two related dimensions: a need to escape from routine, 
boring, or frustrating situations and a desire to find intellectual or social 
stimulation.

CPE P4: The routine work made me not to be critical, so I needed 
stimulation.

CPE P8: I wanted to get out from the routine. The routine work was not 
necessarily boring, but I wanted to view Japan, my workplace, 
and myself from outside. I thought I would almost lose myself 
due to the busy work life. I wanted to go to foreign countries for 
whatever reason it was… for study or work. I wanted to learn 
something beyond my workplace.

CPE P15: I felt very tired with work after having had worked for five to six 
years. Going to the U.S. was sort of a sabbatical for me. I was 
very happy during my stay in the U.S. for two years.

CPE P14: The routine work kept me busy every day. I didn’t have time to 
sit or study English or academic things.

CPE P13: I don’t have enough time for study while working.
CPE P2: I wanted to have room in my life. I wanted to reflect on myself 

by studying abroad. 
CPE P19: I wanted to go outside and see Japan from outside.

2.Professional 
advancement

This factor more properly should be termed “occupational advancement” 
in that the items comprising it refer to work or jobs of any kind. It is 
strongly associated with improving one’s occupational performance or 
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status, reflecting a concern for acquiring useful knowledge, credentials, 
and job-related skills.

Acquiring Useful Knowledge
CPE P1: My Ministry [of Defense] often interacts with U.S. military. 

Improvement of English skills is indispensable. Additionally, I 
wanted to obtain special knowledge for my job. I more focused on 
acquiring useful knowledge rather than negotiating skills or 
presentation skills.

CPE P18: I was involved in law amendment in finance. I wanted to obtain 
knowledge of financial law for my job.

CPE P5: I wanted to be involved in international work, such as 
international trading. I needed to study trade law. There are many 
universities in the U.S. that are well-known for trade law. It was 
the U.S. that designed international economic system. 

CPE P17: I really needed to study antitrust especially when I worked with 
American companies in Japan. Japanese law sometimes cannot 
be applied to these foreign countries. The American companies 
are well experienced. I also needed to improve my English skills 
to have deeper understanding for my job. English is essential to 
find evidence in inquiry. I needed to communicate with 
Americans without interpreters, but I was too busy to have time 
for studying English as well as antitrust. I heard European 
antitrust is also advanced, but Japanese antitrust came from U.S. 
model. That’s a reason that I decided to study in the U.S.

CPE P12: I wanted to acquire academic knowledge regarding international 
relationships and the strategic plan. I started working at the 
Ministry without adequate expertise. I could obtain a piece of 
knowledge through work, but needed to acquire systematic 
expertise regarding international relations and strategic plan.

CPE P4: I joined the Ministry without specific images. I could have 
fragmentary knowledge but it was not enough.

CPE P3: I joined the Ministry of Defense without adequate academic 
backgrounds. I had worked for the Ministry for five years before 
going to the U.S., which gave me a lot of time to gain an 
overview of the defense policy. I thought it was important to 
have academic expertise and know theories as a foundation to 
enhance my practical skills at work. I wanted to organize my 
knowledge based on academic knowledge. I thought I needed to 
study theories to help me design more persuasive policies. I 
wanted to have a strong basis through studying abroad.

Opening Up for More International Job Opportunities 
CPE P14: I wanted to open up work opportunities. I wanted to work not 

only inside but also outside the country. I wanted to be more 
involved in international work.
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CPE P5: I had worked for the Ministry for 7 years before going to the U.S. 
I thought it was a lot of time. Most of my work focused on 
domestic issues, so I wanted to be involved in more international 
jobs. I wanted to open up my job opportunities to be more 
international by studying international economics and trading 
through studying abroad.

3.  External 
expectations

This factor reflects external compulsion or pressure. Participants comply 
with the suggestions or requirements of someone else or some agency or 
organization.

CPE P13: My boss required me to study abroad. It was a totally external 
factor. I was first not so interested in studying in foreign 
countries but made a decision to go. This was one of the human 
resource circles at my Ministry. 

CPE P2: There is a culture that study abroad is one of processes 
government officials would experience in the Ministry. My 
seniors are sent to overseas graduate schools every year. Their 
experiences are generally positive and interesting. They 
encouraged me to go abroad. I was curious of what it was.

CPE P8: Many of my bosses encouraged me to go abroad. Some have 
experienced the CPE, others haven’t. They were supportive.

CPE P16: My boss encouraged me to study in a foreign country. I didn’t 
necessarily want to go abroad. It was an external expectation 
and passive reason. 

 

4. Cognitive 
interest

Participants have the “inquiring minds” that value knowledge for its own 
sake, not for instrumental purposes.

CPE P4: I wanted to learn for myself. It was my intelligent curiosity.

5. Rewards/
Benefits

Participants make use of the opportunity as the system itself is rewards or 
benefits. Incentive to work for the government or apply for Ministries. 

CPE P2: CPE training could be viewed as a good opportunity to take a 
break or gain rewards. The CPE program is known to applicants 
who want to work for the Ministries. 

CPE P11: From a human resource perspective, ministries that send many 
officials to graduate/professional schools in foreign countries are 
popular among college students who want to work for ministries 
in the future. So, I think the CPE programs are one of the 
strategies to attract student applicants of the government.

CPE P14: I became a government official because I knew the CPE 
programs before I applied for the current job position. The 
overseas CPE program was a strong incentive for me to become a 
government official. Study abroad costs a lot. It’s a good that the 
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workplace financially supports me to study abroad.
CPE P7: I knew this study abroad system in advance, even before joining 

to the Ministry. I think the study abroad system is a great 
incentive for job applicants who want to work for the 
government.

CPE P16: The CPE training could motivate workers to stay in the 
workplace for a longer term. The CPE opportunity itself could be 
a reward and an incentive. Many of my colleagues who 
experienced the CPE say, even though they have to work till the 
midnight now after the study abroad, the 2 year-long CPE 
experiences in the U.S. has still motivated them to work hard.

6. Upgrading 
personal 
general 
market value

CPE experience helps participants to upgrade their credentials or market 
value.

CPE P2: I think the CPE experience would help to upgrade my personal
market value, especially when I consider changing jobs.

CPE P8: The CPE might contribute to the upgrade of our personal market 
values if we consider changing jobs.

The findings showed that the majority of interviewees provided multiple reasons 

for participating in the CPE program. For example, CPE4 addressed, “the routine work 

made me not to be critical, so I needed stimulation,” “I joined the Ministry without 

specific images. I could have fragmentary knowledge but it was not enough," and “I 

wanted to learn for myself. It was my intelligent curiosity.” These words refer to 

motivational factors of “escape and stimulation,” “professional advancement,” and 

“cognitive interest.” Therefore, it is likely that more than one motive or mixed motives 

influenced participants’ decisions to participate in CPE programs.

Reasons for Choosing U.S. Graduate and Professional Schools  

Next, more reasons were investigated regarding why the CPE participants 

particularly chose U.S. graduate and professional schools for their further study. Textural 

narrative will be presented as follows. 
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Textural Narrative. CPE P14, who belongs to the Ministry of Agriculture, Forestry 

and Fisheries and studied at public policy program of graduate school in the U.S., 

expressed that improvement of English skills was one of major reasons to attend the CPE 

program in the U.S. An additional reason was that he thought a field he wanted to study 

was most advanced in the United States. He provided multiple reasons as follows:     

理由は二つあって、一つは英語ができるようになりたいなっていうのがあって、

国内よりも国外っていうのがありました。もう一つは自分のやりたいことですね。

大学院で政治学を学びたいっていうのがあって、やはりその政治学が世界の中で

一番どこが進んでいるかというと、やっぱりアメリカが中心だっていう話は自分

が大学の時にお世話になった教授とかからも常々お話を聞いていたところで、そ

ういった意味でもアメリカがいいんじゃないかなっていうふうに思って決めま

した。
There were two reasons. One was that I wanted to improve my English skills, 
so, I targeted foreign countries than domestic. Another one was for what I 
wanted to do: I wanted to study political science at graduate school. 
Considering which has most advanced academic system in the field in the 
world, I often heard from my undergraduate professor that U.S. is the center. 
In this regard, I decided to go to the U.S. (CPE P14: U.S.)

CPE P12, who is working for the Ministry of Defense and attended two different one-

year program [International Economics and International law] in different cities in the 

U.S., provided different aspects of incentives to go to graduate schools. She stated that 

her Ministry is more interactive than other Ministries with U.S. cohorts and Japan-U.S. 

strong relationships in defense encouraged her to decide to attend graduate programs in 

the U.S. 

うちの役所はアメリカがメインなので…アメリカとのやり取りの部署が一番多い

と思います。英語を勉強したかったので、アメリカかイギリスのどっちかで、2 年

間という長い期間を使うのであれば、日米関係って重要なので、2 年間かけてアメ

リカでしっかり勉強していくことってなっていて、イギリスは外れてしまったん

ですね。2 年間であればアメリカ、1 年間であればイギリスという切り分けがある

んです。
My Ministry [of Defense] involves in the U.S….. most often. There are many 
divisions that interact with the U.S. I wanted to learn English and [considered] 
either U.S. or U.K Considering a long term such as 2 years, I took U.K. off 
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from my list as Japan-U.S. relationship is so important and I was allowed to 
spend 2 years on study. There is an [unofficial] rule that 2 years for the U.S 
and 1 year for the U.K. (CPE P12 :U.S.)
 

Moreover, CPE P5 working for the Ministry of Economy, Trade and Industry 

emphasized that “practical and applicable” courses offered by U.S. graduate schools 

attracted him. Like other participants, he had a positive image toward U.S. professional 

education programs. He decided to attend law school in Washington D.C. As the 

following narratives show, he added “U.S. school offers more advanced fields I wanted to 

study both quantitatively and qualitatively in terms of education and research.”

     国際通商関係を学んで、国際的な仕事までオプションを増やしたいと思いまし

た。日本だとメジャーな分野じゃなくて、実務的というか応用的なんで、まだま

だ日本ではまだ進んでいないというか…アメリカだと弁護士をしながら大学

で教えている人が多くて、実務的な視点というのは日本には少なくてアメリカ

に多い、っていうのが日本じゃなくてアメリカって感じですかね。なんでアメ

リカかっていうと、実際、僕の勉強しようと思っていた内容に関して質量とも

に、教育なり研究なり進んでいるのがアメリカだろうと思って…まぁイギリス

も結構進んでいて、ヨーロッパも考えていたんですけど…まぁ、語学の関係で

フランス語とか、ドイツ語を一から勉強するのはしんどいんで、やっぱり英語

圏で絞られて、でアメリカかイギリスってなったときに、ま、アメリカの方がい

ろいろと大学もあるし、日本との関係もアメリカの方がまだまだ厚いのでアメ

リカの方にしようかなって。イギリスとアメリカと国をまたいだ併願が制度上

できなくて、一つに絞らなきゃならなかったので、アメリカにしました。
　　　　    I wanted to study international trading and keep my job options open to 

international issues. This area is not major in Japan. It’s practical and 
applicable... so it’s not adequately developed in Japan yet. In the U.S. 
there are many university instructors while working as a lawyer and bring 
practical viewpoints that are not enough in Japan. The reason I chose the 
U.S. was that I thought the U.S. was more advanced in the fields I wanted 
to study both quantitatively and qualitatively in education and research. 
Well, the U.S. is also advanced in the fields and thought about Europe, but 
I had a language issue,, it was challenging to start learning French or 
German, so, I limited English-speaking countries, either the U.S. or U.K., 
there are more variable universities in the U.S., and the U.S. has stronger 
relationship with Japan, so I chose the U.S. The CPE program system 
didn’t allow me to apply for schools in both countries at the same time, so 
I needed to choose one country. (CPE P5: U.S.)
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Common themes were provided in the interviews. Six themes emerged: (a) 

improvement of English skills, (b) the U.S. is viewed as the center of academic in the 

world, (c) availability and variety of graduate courses, (d) integration of theory and 

practice in curriculum, (e) U.S.-Japan strong relationships in law, politics, military, 

economy, culture, and academy, and (f) developing social network (Table 11).

Table 11 

Motivation Factors of Choosing U.S. Graduate and Professional Schools 

(a) Improvement of English skills
(b) The U.S. is viewed as the center of academic in the world
(c) Availability and variety of graduate courses,
(d) Integration of theory and practice in curriculum
(e) U.S.-Japan strong relationships in law, politics, military, economy,  
   culture, and academy
(f) Developing social network

Improvement of English skills. Improvement of English skills was the 

predominant reason for CPE participants to choose the U.S. for their graduate study. The 

majority of the CPE participants responded that they needed to enhance their English 

skills to be able to communicate with foreign counterparts or keep their job opportunities 

within the government more open. Some of them desired to be involved in international 

departments or projects in the future.

The U.S. is viewed as the center of academic in the world. The second frequent 

reason for the CPE participants in the U.S. was that the U.S. graduate and professional 

schools offer most advanced academic programs in the world. It seems that the U.S. 

higher education has been successful in demonstrating the image of “the Center of the 

Academic in the World”. The majority of the CPE participants who chose the U.S. 
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graduate and professional schools for further study believed that the U.S. graduate 

education offers the most advanced and unique curriculum in the world so that they have 

attracted students and professors with high quality from all over the world. 

Availability and variety of academic programs. The CPE participants also 

believed that the U.S. graduate and professional schools would offer a wide range of 

academic programs that are not available in other countries such as Japan and U.K. 

Integration of theory and practice in curriculum. In addition to the availability 

and variety of academic programs, integration of theory and practice in graduate program 

curricula is another characteristic of the image of U.S. graduate and professional schools. 

The interviewees stated that the U.S. graduate and professional schools offer programs 

that are not only theory-based, but also practical. As government administrators, the CPE 

participants desired to obtain more useful and practical knowledge and skills that they 

could apply for their job. They do not necessarily want to be academic professionals.

U.S.-Japan strong relationship in law, politics, military, economics, culture, and 

academy. Japan has been influenced by the U.S. system over the decades in terms of 

politics, economics, military, culture, and academy. The CPE participants, who are 

particularly from the Ministry of Defense and Ministry of Law, more often interact with 

American counterparts. Therefore, experiencing U.S. life as well as studying at U.S. 

graduate and professional schools have been beneficial for them.

Developing social network. Developing social network with government officials 

in the U.S. or other VIP, classmates from other fields as well as professors was one of 

major factors to motivate the CPE participants to decide to go to the U.S. for further 

study. Table 12 demonstrates how the interviewees made comments for each factor.
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Table 12 

The Reasons for Choosing the U.S. Graduate and Professional Schools: Reduction 

Process 

Reason Factors Textual Data from the CPE Participants in the U.S.

(a) Improvement of 
English Skills

CPE P14: It was most important for me to improve English skills. I 
expected to enhance my English skills by studying so hard. I 
hoped it even before I joined the Ministry.

CPE P3: I needed to brush up my English. We have guests from foreign 
countries… such as officials from U.S. Pentagon or U.K. 
Ministry of Defense. It would be an advantage to be able to 
speak English.

CPE P1: I expected to improve my English.
CPE P5: I needed to improve my English skills for my job. English 

skills were required to communicate with foreign counterparts 
at work.

CPE P4: I wanted to get used to English and foreign people and would 
like to be involved in international jobs later on.

CPE P11: I didn’t include Japan as an option because I wanted to learn 
English. It took granted that everybody wants to study abroad.

CPE P13: Adequate English was required to do what I wanted to do for 
my job. 

CPE P12: I thought I would have more opportunities to use English in 
the future. English is a common language.

CPE P17: I also needed to improve my English skills to have deeper 
understanding for my job. English is essential to find evidence 
in inquiry. I needed to communicate with American 
counterparts without interpreters, but I was too busy to have 
time for studying English as well as antitrust.

(b) The U.S. is the 
Center of Academic 
in the World

CPE P1: I think the U.S. is the most influential nation in the world. I’m 
working for security. I think the research level in the U.S. is 
the best. I wanted to study the diplomacy and security issues 
in such an environment.

CPE P5: I believed that the U.S. has shown good practices and 
strategies in diplomatic policy and security. I wanted to obtain 
a big picture about diplomacy, security assurance, 
environment issues, and M&A in the U.S. I thought that the 
U.S. would have a great impact on the world in many ways. 

CPE P14: I wanted to study political sciences and I thought U.S. 
graduate programs offer most advanced education in the 
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world.
CPE P12: Learning at a Japanese graduate school was an option, but I 

had an image that U.S. schools would provide more advanced 
academic programs. Also, U.S. schools attract many excellent 
students from all over the world.

CPE P19: I believed the U.S. is the center of academics in western 
world.

CPE P15: Education functions like business in the U.S. The U.S. is the 
center of academics in the world. That attracts high quality 
students.

(c)Availability and 
Variety of Academic 
Programs

CPE P16: I knew there are a lot of graduate schools that offer public 
policy programs in the U.S. I thought I could use what I would 
gain in these schools for my job. 

(d) Integration of 
Theory and 
Practice in 
Curriculum 

CPE P10: Professional schools generally offer not only theory-based 
academic courses but also practical courses from where I 
could apply for my job. 

CPE P5: In Washington, DC, the lawyers in the field of trading teach at 
professional schools. These classes offer practical curricula.

CPE P1: Before going to the U.S., I had information from my seniors or 
books that American professors had practical experiences 
other than academic work. I heard that some professors 
experienced policy making at the government and also 
American professional schools emphasize integration of 
theory and practice. I expected to learn how American 
government functions and how the officials are working.

 

(e) U.S.-Japan 
Strong Relationship 
in Law, Politics, 
Military, 
Economics, 
Culture, and 
Academy

CPE P18: Japanese financial law borrowed U.S. model. We have always 
looked at U.S. financial law and applied it into Japanese 
context. I needed to learn the current issues regarding U.S. 
financial law.

CPE P2: Japan-U.S. relationship is essential for the Ministry of 
Defense. The Ministry is working with other counties as well, 
but we most frequently interact with the U.S. So, the U.S. is 
the core country for Japan.

CPE P1: My Ministry [of Defense] often interacts with U.S. military. 
Improving English skills is indispensable.

CPE P17: I really needed to study antitrust especially when I worked 
with American companies in Japan. Japanese law sometimes 
cannot be applied to these foreign countries’ cases. The 
American companies have experienced many cases. I heard 
European antitrust is also advanced, but Japanese antitrust 
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came from U.S. model.

(f) Developing 
Social Network

CPE P1: I expected to develop social network with government people 
or people from other fields.

CPE P12: Building a social network was one of the reasons to study at 
graduate school in the U.S., particularly in Washington, DC.

Reasons for Not Choosing Other Countries for CPE Training 

 Additionally, the reasons were asked why the CPE participants in the U.S. did not 

choose graduate and professional schools in other countries, such as Japan, U.K., France, 

Germany, Korea, and China. The following table shows that there were three groups that 

the CPE participants did not choose particular countries for particular reasons. These 

include: (1) reasons for not choosing Japan, (2) reasons for not choosing Germany, 

France, China or South Korea, and (3) reasons for not choosing the U.K.  

Table 13 

Reasons for Not Choosing Particular Countries for CPE Training

Countries Descriptions
Reason for not choosing Japan •Lack of adequate English learning 

opportunities
•Lack of course availability

Reasons for not choosing Germany, 
France, China or Korea

•Language barrier

Reasons for not choosing the U.K. • Academic program quality
• Admission system
• Length of the graduate program:
curriculum structure

Reasons for not choosing Japan. The reasons for not choosing Japan were also asked. 

The majority of the CPE participants provided two major reasons: (a) lack of adequate 
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English learning opportunities and (b) lack of course availability. The major reasons for 

the CPE participants to choose the U.S. schools focused on learning English as well as 

study at particular programs that are available only in U.S. schools.

Reasons for not choosing Germany, France, China or Korea. Germany, France, 

China, Korea and other non English-speaking countries are options for CPE training, 

however, there are few CPE participants choosing these countries for study. CPE 

participants are required to obtain graduate or professional degrees through the CPE 

program. Therefore, language ability is indispensable to achieve this goal. The language 

barrier is a predominant reason why non English-speaking countries such as Germany, 

France, and China are not considered as destination for CPE training. CPE P15, who 

attended graduate school in the U.S. stated that he didn’t have enough motivation to start 

learning unfamiliar foreign languages such as French or German as follows:

結果として、アメリカは教育を産業として意識していますよね。世界から優秀な

人を集めようとしている。フランス、ドイツだと語学を自分でやる余力がなかっ

たですね。私が応募した時は中国は人事院の制度の中では行ってる人はいなかっ

たので…それでアメリカが一番行きやすいなと思って出しましたね。
The U.S. views education as business. It tries to attract competent people from 
all over the world. I didn’t have enough energy to study French or German. 
Nobody went to China through the National Personnel Authority CPE 
program when I applied.. so I thought the U.S. was the most comfortable to go 
and decided to apply. (CPE P15:U.S.)

Reasons for not choosing U.K. As shown in Figure 2 in Chapter 2, the 

government document presents that The U.K. sends the second highest number of CPE 

participants, but the scale is much smaller than participants in the U.S. This fact 

indicates that U.S. graduate and professional schools are the most popular destination 

for the officials’ professional development. As English speaking countries, however, the 

reasons why the CPE participants choose U.S. graduate and professional schools over 
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U.K. schools have not yet been identified.

Considering obtaining a graduate or professional degree in a foreign country, 

adequate foreign language ability is indispensable. The findings show that many CPE 

participants see English-speaking counties as realistic destinations for their CPE 

training. Either the U.S. or the U.K is as an option, but it is likely that much more CPE 

participants choose the U.S. over the U.K. The CPE participants demonstrated reasons 

why they chose U.S. graduate programs over U.K. programs. The reasons include more 

positive images of U.S. graduate and professional schools that they offer more advanced 

and practical programs than U.K. schools, decent length of academic programs, and 

more flexible admission system. 

(a) Academic Program Quality

The most frequent response from the interviewees referred to the academic program 

quality. The reason is highly related to the reason for choosing the U.S. graduate 

program. That is, the participants believe that the U.S. programs offer more advanced and 

practical curriculum. Particularly, there has been an image that the U.K. graduate schools 

offer theory-based or academic-oriented programs, while U.S. schools provide more 

practical programs. 

(b) Admission System

Admission system to graduate and professional schools is other technical reasons for 

some participants to choose the U.S. over the U.K. for their further study. Generally, the 

U.S. graduate schools require foreign applicants to submit TOEFL scores in addition to 

GRE, GMAT, or LSAT. These exams were generally offered every month at the time 

when the interviewees took the tests. On the other hand, IELTS required by most 
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graduate schools in the U.K. were only allowed to take every three months. CPE P1 and 

CPE P7 stated that the IELT was more challenging than taking TOEFL in terms of test 

taking chances. Therefore, this is an opportunity issue for test-takers, who are usually 

very busy with daily jobs. 

(c) Length of the Graduate Program: Curriculum Structure

    Additionally, the length of graduate program curriculum was an influential factor for 

choosing the U.S. graduate and professional schools. Since the government CPE program 

requires two-year long study, the U.K. one-year long graduate program system was one 

of the reasons that CPE participants did not choose U.K. schools. 

The Table 14 presents the reduction process of reasons for not choosing particular 

countries for CPE training. 

Table 14 

Reasons for Not Choosing Particular Countries for CPE Training: Reduction Process:  

Reduction Process

Reasons for Not Choosing Japan

Lack of Adequate 
English Learning 
Opportunities  

CPE P11: I wanted to learn English and also to go abroad. So, going to 
Japanese graduate school was not an option.

CPE P3: I needed to brush up on my English. We have guests from 
foreign countries… such as officials from U.S. Pentagon or 
U.K. Ministry of Defense. It would be an advantage to be able 
to speak English. It was not required, but it was better to be 
fluent in English. 

Lack of Course 
Availability

CPE P3: There are few universities in Japan that offer academic 
programs in security. There would be few students who study the 
security issues and also there are few professors who teach the 
issues. 

CPE P5: I thought that Japanese graduate schools don’t offer practical 
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courses as many as U.S. schools do. There are more schools in 
the U.S. that offer more practical programs. 

CPE P4: I think the Japanese in the fields of international relations, 
particularly, security issues. 

Reasons for not Choosing Germany, France, China or Korea

Language Barrier CPE P19: I was attracted to going to Europe, but I could not speak 
German nor French. 

CPE P7: I like Europe but couldn’t speak any European languages other 
than English.

Reasons for Not Choosing U.K.
Academic 
Program Quality CPE P9: I studied finance and security to enhance my knowledge and 

skills. I thought the U.S. offers more advanced graduate 
programs in these fields than U.K. or Japan.

CPE P1: I think U.K. graduate schools also offer good quality of 
education and they are generally academic-oriented. But I 
thought U.S. professional schools would more satisfy me as a 
government administrator. As a practitioner, I thought a U.S. 
professional school would help me to more improve my 
professional skills.

CPE P3: I wanted to learn the security issues. I imagined that graduate 
programs in the U.K. more focused on theories while graduate 
schools in the U.S. offer more practical courses. I am a 
government administrator, not a scholar. So, I thought that U.S. 
graduate schools that emphasize training practitioners would be 
more beneficial for me.

CP  CPE P11: I considered U.S. and U.K. for my CPE training. I had more 
positive image toward U.S. graduate programs in the field of 
International Relations that I wanted to study. 

CPE P5: U.S. higher education shows most advanced research…. I 
considered U.K as another option, but I found in the U.S. there 
were more graduate and professional programs that I was 
interested in. Also, Japan has stronger relationships with U.S. 
than U.K.

CPE P12: About 80 % of my colleagues study abroad in my Ministry 
[finance]. I assume about 70% go to the U.S, 20% go to the 
U.K. and the rest of them go to France, Germany, or China. My 
priority was to be able to speak English. As I cannot speak 
either German or French, either U.S. or U.K. was an option for 
CPE training. I thought the U.S. would offer more advanced 
academic programs. Additionally, U.K. was more competitive 
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since the limited number of officials can go. So, I chose the 
U.S. I also wanted to be involved with people at World Bank or 
IMF… so, I picked Washington, DC.

Admission 
System

CPE P19: I was thinking either U.S. or U.K., but chose U.S. for a passive 
reason. I needed to take an English test between February and 
April, but U.K. English test, IELTS, allowed me to take every 
three month. That means, I could only take the test once 
during the limited time period while I could take TOEFL three 
times. I had to decide which country I would go even before 
taking the test.

CPE P8:  I considered the U.K. for study abroad, but the English test was 
offered every three months and I didn’t have time.. so I 
decided to go to the U.S.

Length of the 
Graduate 
Program: 
Curriculum 
Structure

CPE P4: Most U.K masters’ programs offer one year curriculum. 
I wanted to study at least for 2 years.

CPE P2: I wanted to improve my English skills, so either the U.S. or 
U.K. was an option for me. I thought the U.K. was also 
interesting, but the CPE program allowed me to stay in a foreign 
country in 2 years, so I wanted to take more time for my further 
study.

CPE P8: I wanted to take more time to study at graduate school, so one 
year stay in the U.K. was not enough for me.

Reasons for Participating in the CPE Program By Participants in Japan 

This section presents findings regarding reasons for CPE participants in Japan to 

have decided to study at graduate and professional schools, and to have chosen the 

Japanese school for further continuing professional education. 

Textural Narrative

Like the CPE participants in the U.S., some participants in the CPE program in 

Japan decided to attend graduate school by external pressures. CPE P27, who belongs to 

Ministry of Economy, Trade and Industry and studied public law and administration, 

stated that he was told by human resource department of his Ministry to apply for a 
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particular program [Public Law Program at School of International and Public Policy] at 

particular university. He was not allowed to apply for other programs and schools.

実は僕は希望はしていませんでした。秘書課に…いわゆる人事課です、平成 19 年

の時に呼ばれまして、受けてみろ、と言われまして。一橋大学のパンフレッドをポ

ンと渡されてっていうのが始まりでした。人材育成のレベルアップをいかに図る

かということを考えていると。一生懸命仕事をやっている者、将来の嘱望のある者

を選定しまして、その人に行く気があるのか確認したうえで、派遣するというスト

ーリーになっています。自分としては、希望調書に書いたわけでもないですし、晴

天の霹靂でした。驚きました。
　　　To tell you the truth, I didn’t desire to go to graduate school at the beginning. 

I was told by human resource department to apply for the program in 2007. I 
was given broachers of Hitotsubashi University. That was the beginning. HR 
people intended to enhance human resources. Here is a story that they 
identify those who work hard and are promising and ask them whether they 
are interested in, and then send them to graduate school. I didn’t write down 
my desire on a deed, so it was out of blue. I was surprised. (CPE P27: Japan)

CPE P21, another CPE participant from Ministry of Finance, was also told to apply 

for a particular program [Intellectual Property] at a particular university. He was 

originally interested in going to graduate school to study economics development, 

however, he was told by human resources to study intellectual property. As he expressed, 

“I thought such a chance wouldn’t come up to me often,” he decided to take it as follows. 

内定もらった時から意識はしていて、よく留学したとか、国内の大学院に行ったと

いう話は聞いていて、専門性を高めたいなっていうのがあって、何をしたいってい

うよりは漠然と勉強したいっていう思いが一つあって、本音のところでは、もとも

とは開発経済に興味があって、GRIPS の ID プログラムっていうのは知っていて、大

学院に行きたいっていうことは伝えてありました。そんな時に突然話がきて、「受け

てみる？」というよりも「受けろ」に近かったですけど、「プログラム選んでいいです

か？」って聞いたら、「知財に」と言われて、知財はうちの税関ではこれから来る２大

テーマの一つで、一つ上の先輩に聞いたら、GRIPS よかったって言ってたし、まぁ、

組織的なところから言ったら、上から言われたところも大きいんですが、チャンス

ってなかなか巡ってこないなと思いますし、いいチャンスだと思って GRIPS に決

めました。やっぱり、行けるときにいかないとこういうチャンスってなかなかない

と思いますし、まぁ、押してくれるっていうのは、ま、GRIPS のパンフレッドを頂い

たら、いろいろやれそうな学校だなって思ったので、よさそうだなっていうのは思

いがありました。
     I was aware of the [CPE] program when I got the job offer. I often heard that 

[my seniors] studied abroad or studied at graduate schools in Japan. I wanted 
to enhance my specialties. I just wanted to vaguely study, rather than I had 
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specific things I wanted to learn. To be honest, I was originally interested in 
development economics and I knew the GRIPS has ID [International 
Development] program and let [HP people] know I wanted to graduate school. 
I got an offer all of sudden and was told “are you interested in applying for the 
program?,”..or it was more like “you should apply for it,” and then I asked 
them, “can I choose a program?” and I was told, “intellectual property.” 
Intellectual property is one of two major themes forthcoming to our customs. 
My senior who is one year ahead told me GRIPS was good, and from an 
organizational point of view, requirement from bosses was significant [reason], 
but I thought such chance wouldn’t come often. I thought it was a good chance 
and decided to go to GRIPS. I was given broachers about GRIPS, it seemed 
good. (CPE P21: Japan)

 
Both participants were given broachers of a particular program at particular graduate 

school by their human resource people. Such phenomenon was not found from the CPE 

participants in the U.S. With this regard, the CPE program in Japan more limits and 

specifies places and disciplines for participants’ further study than the program in the 

U.S. In other words, participants in the U.S. have more freedom in their school choice.

For further data analysis, the same procedure was followed as CPE participants in 

the U.S. Four motivation factors emerged for CPE participants in Japan as shown in Table 

15.

Table 15 

Motivation Factors of CPE Participants in Japan

1. Professional advancement
2. External expectations
3. Cognitive interest
4. CPE itself is a reward/benefit  

Unlike the CPE participants in the U.S., the factor of “escape and stimulation” in 

Boshier’s Motivational Orientation Model was not a visible reason for the CPE 

participants in Japan to have decided to attend graduate and professional schools. 

“Professional advancement” as well as “external expectations” were predominant factors 
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drawn from the interviews with the CPE participants in Japan. Like the U.S. cohort, 

social welfare was not a visible factor that the CPE participants in Japan raised. 

Regarding “external expectations,” it is important to note that the NPA as well as HR 

people at individual Ministries limit the academic areas for CPE participants for further 

study. It is likely that the HR personnel are afraid that the CPE participants may quit and 

find other better jobs outside the government after obtaining professional degrees through 

the CPE programs. So, the government HR is not willing to send their employees to 

graduate programs in the fields of law or business administration. In fact, CPE 

participants obtained the LLM or MBA degrees quit the government in the past after the 

CPE experiences. Therefore, the Japanese government specifies the academic fields 

which are close to the government jobs, such as public policy or public administration, or 

other relevant fields.  
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Table 16 

Motivational Orientation Factors of Japanese CPE Learners in Japan: Reduction 

Process

Factors Textual Data from the CPE Participants in Japan
1. Professional 

advancement
This factor more properly should be termed “occupational 
advancement” in that the items comprising it refer to work or jobs of 
any kind. It is strongly associated with improving one’s occupational 
performance or status, reflecting a concern for acquiring useful 
knowledge, credentials, and job-related skills. 

CPE P28: I wanted to study the art management for my job. I wanted 
to study practical approach of public support toward 
cultures and arts and the evaluation system. And I needed to 
bring back what I learned to the government.

CPE P27: The main concern was that I didn’t understand the 
econometric at work. I needed to learn this field to catch up 
for my job.  I didn’t expect to gain other than that. 

CPE P29: I wanted to be able to bridge the gap between 
administrators and researchers in culture. I wanted to 
integrate my work experiences with theories learned at 
graduate school.

CPE P24: I wanted to do research using my knowledge earned in the 
workplace. I thought I obtained expertise during my 
undergraduate studies, but realized it was not enough at 
work. I was too busy to take time to do research and collect 
data about foreign cases while working…so I decided to go 
back to school.

 
2.  External 

expectations
This factor reflects external compulsion or pressure. Participants 
comply with the suggestions or requirements of someone else or 
some agency or organization.

CPE P26:I was not hoping to study at the CPE program at the first 
time, but human resource person at my Ministry suggested 
that I apply to the government CPE program and a 
particular program at the graduate school in Japan. I think 
the CPE program encourages professional development. 
The HR people expected me to study public policy and 
administration and build a social network with people from 
other Ministries as well as business people and professors 
who might be involved in the government policy making 
process. However, the HR is not willing to send the 
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employees to professional schools in the fields of law or 
business administration because the credentials of these 
areas would enhance the employees’ qualification in the 
general labor market. The HR is afraid that the CPE 
participants quit the government to find another job with 
better salary and more importantly, wonders whether or not 
these areas are beneficial for the public jobs. Therefore, the 
HR people limit the academic areas for the CPE participants 
to study at graduate or professional schools.   

CPE P27: HR people specified the academic area [public law] for 
CPE training. They don’t want the CPE participants to quit 
after they finish the CPE program…so, they usually limit 
the study area such as to public policy or administration.

CPE P22: My boss encouraged me to go to graduate school to study 
intellectual property. It seemed interesting to me. I chose the 
graduate school only where I went for my further study. 

CPE P30: Human resource people encouraged me to apply for 
graduate school through the CPE program. I just wanted to 
go outside workplace to broaden my views, so it was a good 
chance.

CPE P24: HR at my Ministry specified the particular program 
[infrastructure policy] at my graduate school to study.

 
3. Cognitive 

interest
Participants have the “inquiring minds” that value knowledge for its 
own sake, not for instrumental purposes. 

CPE P28: I wanted to study art management. That was my own 
interests, but it is still related to my job.

4. Reward/Benefit The CPE opportunity itself brings benefits to participants

CPE P24: It was beneficial to pursue further professional education 
while receiving financial supports from the government as 
well as the salary. I couldn’t miss this benefit. 

CPE P27: During the first three years at my Ministry, I had been 
assigned to some jobs where it was not consistent for my 
career development and I was not willing to work for. I 
talked with the HR people and they allowed me to take 
time off for 2 years for going back to school. It was like a 
“reward” that made up for my lost three years.

Reasons For Choosing Japanese Graduate and Professional Schools

     The most frequent reasons for CPE participants to choose to attend Japanese 
103



graduate or professional schools include: (a) course availability (i.e., they wanted to study 

about Japanese issues), (b) personal convenience (e.g., family condition or school 

location), and (c) lack of confidence in English proficiency to study in a foreign country 

(Table 17). 

Table 17

Motivation Factors of Choosing Japanese Graduate and Professional Schools

(a) Course availability
(b) Personal convenience
(c) Lack of confidence in English proficiency 

(a) Course Availability: Needed to Study about Japanese Issues

Compared to the U.S. cohort, the common reasons for the Japanese cohort to make 

use of the CPE program were more focused on acquiring cognitive skills and knowledge. 

The reasons fall in Bosheir’s motivation orientations factor of professional development 

as well as cognitive interests. Particularly, the participants needed to study domestic 

issues as described as follows:

大学院には前々から行きたいと思っていて、研究するとしたら、日本語でやりた

かったのと、日本の問題に関する研究をしたかったので、海外にいたら資料とか集

めにくいと思って。僕、修士を取らないで就職したんです。で、まず理系だったら、修

士をもっているのが普通で、修士がほしいなっていうのと、ま、なんかの役に立つか

なと。職場では修士あるなしは関係ないので、自分のために箔をつけたいと思いま

した。開発経済プログラムのトップの先生が、大学にいた時の先生で、それを知って

たんで、あの先生にもう一度教えてもらいたいなというのが一つ。それと、大学時代

に研究してて、実際の実務を知らないで研究していることのむなしさがあって、大

学院に行かなかったんですけど、職場に入って、研究したいなって思いました。働い

ていると、あまり時間がなくて、自分の考えをまとめたり、余計に調べたりする時間

がなかったんで、そういうことをしたいなって思いました。
I had already wanted to go to graduate school and I wanted to do research in 
Japanese since I wanted to conduct research regarding Japanese issues. So, it 
would have been difficult to collect literature in overseas. I got [the current] job 
without a master’s degree. It is common to have a master’s degree if you are in 
the field of science. So, I wanted to gain a master’s degree and thought it would 
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be useful. My work does not necessarily value it, so I wanted to add the value 
to myself. I knew my graduate program had a professor who was in my 
undergraduate program and I knew him, so I wanted to take his classes again. 
That was one reason. During my undergraduate, I felt wasted to do research 
without knowing actual practices at work, so I didn’t go to grad school at that 
time, but I started to feel I want to study at grad school once I started working. I 
didn’t have enough time to frame my thoughts or do extra research while 
working. So, I wanted to do so [go to graduate school]. (CPE P23: Japan)

(b) Personal Convenience: Family Condition or School Location

Personal conditions that include family condition or location convenience are also a 

major factor that the participants decided to attend graduate schools in Japan. 

Particularly, the family condition could be a barrier when the CPE participants have 

family members with health problems or little children whom it would be difficult to 

take to a foreign country, or when their wives were not willing to live in a foreign 

country. 

(c) Lack of Confidence in English Proficiency to Study in a Foreign Country

Foreign language ability is also an important reason that the CPE participants did not 

choose to go abroad for further study. As a practical tool, the language controls the 

participants’ motivation to decide to study in a foreign country. The textual data is 

provided in the Table 18. With these reasons, the CPE participants in Japan did not 

consider the U.S. for a destination for further study, let alone other countries. 
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Table 18 

Reasons for Choosing Japanese Graduate and Professional Schools: Reduction Process 
   

Reason Factors Textual Data from the CPE Participants in Japan

a) Course Availability: Needed to 
Study about Japanese Issues

CPE P29: I originally wanted to study at graduate 
school. I wanted to study Japanese cultural 
property policy, which was not available in 
graduate schools in foreign countries. So, I 
even didn’t consider going to foreign countries 
for study. 

CPE P24: I wanted to study about Japanese issues that 
are not available to learn in foreign graduate 
and professional schools. I also wanted to 
study in Japanese. I thought it was difficult to 
get access to Japanese resources in foreign 
country. 

CPE P27: I’m not a researcher. So, I didn’t need to study 
the most advanced issues. I thought I just 
needed to study issues at the world standard in 
Japan.  

b) Personal Convenience :Family 
Condition or School Location

CPE P22: I was originally living in Tokyo and I thought 
it would be smooth to study at graduate school 
in Tokyo. In addition, I also considered the 
family condition. My mother is living by 
herself. I thought it was better to stay close to 
her. 

CPE P27: I didn’t want to go abroad because I needed to 
take my family member to the hospital in 
Japan. 

CPE P24: My wife didn’t want to go abroad so I chose 
to go to school in Japan.

CPE P23: I have a small child, so it was not good idea to 
go abroad for my child and wife as well. It 
would be a burden for my family. 

c) Lack of Confidence in English 
Proficiency to Study in a 
Foreign Country

CPE P30: I was not confident in my English ability 
CPE P21: I had a language issue. 
CPE P25: Language was one of the reasons why I didn’t 

go abroad. 
CPE P22: I was not good at English. 
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This section discussed the interview findings regarding research question #1: CPE 

participants’ reasons for participating in the CPE programs. The data collected from 

twenty CPE participants in the U.S. and ten CPE participants in Japan provided different 

and common viewpoints about reasons for participating in the CPE program. The 

findings demonstrated that some factors of Japanese CPE learners motivational 

orientation were matched with Boshier’s model: (a) escape and stimulation, (b) 

professional advancement, (c) external expectations, (d) cognitive interests; however, the 

factor of “social welfare” was not a visible reason for both CPE participants in the U.S. 

and Japan. Instead, two other new factors: (e) CPE itself is a reward and (f) upgrading 

personal general market value emerged. The findings suggest that motivation of 

participating in the CPE training can be viewed within and beyond the context of 

Boshier’s motivational orientation model (1977).

The reasons for choosing the U.S. over other countries included the following six 

factors: (1) improvement of English skills, (2) the U.S. is viewed as the center of 

academic in the world, (3) availability and variety of graduate courses, (4) integration of 

theory and practice in curriculum, (5) U.S.-Japan strong relationships in law, politics, 

military, economy, culture, and academy, and (6) developing social net work.

Major reasons presented from interviews with the CPE participants in Japan show 

as follows: (1) course availability (i.e., they wanted to study about Japanese issues), (2) 

personal convenience (e.g., family condition or school location), and (3) lack of 

confidence in English proficiency to study in a foreign country. 
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Research Question #2: What do the CPE participants perceive they gained from the 

CPE programs?

Research Question #2 focused on what the CPE participants perceived they gained 

from graduate and professional schools. First, the interviewees were asked about a 

general question regarding their perceptions of what they gained from graduate school. 

Textural Narrative 

CPE P8 from Ministry of Land, Infrastructure, Transport, and Tourism, who studied 

public policy in U.S. graduate school, perceived that he obtained data analytical skills, 

which are not strong in Japan. Additionally, he believed that his English skills were 

improved. He also stated that he got “guts” by surviving U.S. graduate study. 

まず統計手法、つまり、枠組みはかなり勉強はさせられたので、データを元にどう

いうことがいえて、どういうことがいえないのか、ということは日本が強くない

分野だと思いますけど、政策研究をする時に質量分析をして、で、理屈を立てて、

ステップアップしていくっていうのは…確かに、自分たちが直接分析をして資料

を作るっていうことは恐らく考えられなくて、ってそれは当然違う組織がやって

るので、ただ、それを見てどう解釈するかっていう深みはある程度違ってくるだ

ろうなと…で、その部分で、いわゆる霞が関内部のデータ解析のリテラシーは一

般的に高いとはいえないので、そういう意味では、このプログラムを受けてなか

った自分と比べると違いが出てくるだろうな…とそこは一番学んだ部分だなと、

で、第二としては、英語が少しましになったということです。第三は人前で話すと

いう技術、ま、英語でということですけど、毎学期やらされていたので、プレゼン

能力はある程度第一歩を踏み出したのかなっていうことですかね。あとは、度胸

というか、何もわからないところでストラグルして、サバイバル的な力がついた

ってことですね。他には、学校の机の上ではないですけど、マネージメントのあり

方、組織論のあり方を学びましたね。国土交通省の政策決定で、アメリカの文脈を

導入することはあまりなくて。背景としている経済システムを直輸入できるとは

限らないですね。外に出て、日本と全く違うことを学びましたね。内容というより

かは、役所をどうマネージメントするかという how to系の方がより学びました。

First, statistical approach, my program [public policy] required me to study 
the framework that helps me to judge what we can say and what we cannot 
say based on data. I think this field is not strong in Japan, conducting mass 
analysis and propose logic in policy study. We don’t probably analyze data 
nor create documents, which we depend on other departments, but we now 
know how to interpret the data documents. I don’t think the data analysis 
“literacy” is not strong in Kasumigaseki [National Government]. With this 
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regard, I believe there is a difference if I had not studied at the graduate 
program. That’s what I learned most. Second, my English got better. Third,  I 
was trained to present in public every semester… I mean, in English. And  I 
got gats. I struggled [in a foreign country] where I was not familiar with and I 
got survival skills. In other words, it’s not what I learned at desk, but I 
learned management and organization theory. In policy-making decision in 
the Ministry of Land, Infrastructure, Transport and Tourism, we seldom apply 
American contexts. We cannot necessarily import economy system that we 
see as background. I learned how different system the U.S. has from Japan 
through overseas experience. I learned more how we should manage 
Ministries rather than contents. (CPE P8:U.S.)

CPE P2 who works for Ministry of Defense and studied law and international 

economics at two different schools in the U.S. stated that she came to be more 

comfortable in using English even though she still thought it was challenging to have 

enough presentation skills or academic writing skills in English. She also discovered 

positive aspects of her own country by staying in a foreign country for two years. 

1 年目はスタンフォードの国際政治学で、必修が多くて、経済とかゲーム理論、数

学や統計が多かったんですね。必修に時間がとられたなっていう悔しさというか、

そういう気持ちがありました。2 年目は自分のやりたいことができるところに行

こうと思って、National security law certificate といった安全保障に関する特別コー

スというのを設けていて、ジョージタウンのロースクールでは自分の興味に近い

ものがたくさんとれて勉強になりました。英語に関しては、りーティング…英語

を読むことは苦ではなくなりましたね。英語を読むスピードも上がっただろうし、

ボキャブラリーも増えたでしょうし、でもプレゼンテーション能力はまだまだで

すね。それと、いかに自分の論理を立てて、論理だっていうかというスキルはまだ

まだ難しいですね。アカデミックライティングは、アメリカ人が書くレベルまで

もっていくのは本当に難しいですよね。態度については、そんなに変わらなかっ

たと思います。日本が好きになった、よさがわかるようになったとはいえますね。
I had to spend a lot of time on required classes that include economics, game 
theory, math or statistics at Stanford University during the first year of [the 
CPE program] and felt regretted. For the second year, I wanted to study at 
program that interested me. I found National Security Law Certificate course 
offered by Georgetown Law School. I took many classes I was interested in 
and I learned a lot. Regarding English, I became comfortable in reading.     I 
think my reading speed was improved and I learned more vocabulary, but 
I don’t have enough presentation skills yet. Logical thinking skills are still 
challenging. It’s also difficult to achieve. I came to like Japan. I could say 
I came to understand how good my country is. (CPE P2: U.S.)  
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After recording broad responses from the interviewees, the data were categorized 

in terms of knowledge, skills, and attitudes. The researcher also asked whether the 

participants built more “social network” as a result of the CPE experiences [Interview 

Instrument Question #11]. As with the first research question, coding was used to 

generalize themes or categories under the administrative codes (e.g., knowledge, skills, 

attitudes, and social network). Coding helped to connect different segments or instances 

of data to create categories of data. In other words, the coding links all data fragments to 

a particular concept or idea (Coffey & Atkinson, 1996).

Knowledge

Knowledge includes expertise of disciplines that the CPE participants learned at 

graduate and professional schools. Also, first-hand information from guest speakers and 

practitioners helped them to enhance their knowledge. Table 19 and 20 presents the 

interviewees’ own words regarding their perceptions about knowledge.

Table 19 

Knowledge: Perspectives of CPE Participants in the U.S. 

Textual Data from the CPE Participants in the U.S. [Knowledge]
CPE P5: I acquired knowledge of statistics in addition to public policy.
CPE P1: I acquired knowledge regarding U.S. security policy about Intelligence or space, 

which I could never learn in Japan. 
CPE P17: I learned a lot about law cases systematically. I can describe some of famous 

cases.
CPE P3: Before going to U.S. school, I was too busy to study other than Japanese security 

policy. In the U.S., I believe I acquired a wide range of knowledge including 
history and modern European history. I got a perspective to see issues broadly. I 
realized how important it is to be able to spend time on studying.

CPE P6: I learned about the U.S. government administration system.
CPE P2: I learned theories which helped me to think how things are working, not how the 

things should be. 
CPE P7: It was interesting to invite guest speakers who are well-known in a practical 

world. For example, my professor in a Leadership class invited a former 
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President of Poland. It was a great opportunity to provide students with not only 
knowledge but also first-hand experiences. I could understand issues more 
realistically when I heard these from those who had actually experienced than 
somebody who didn’t have. Guest-speakers’ speeches attracted a lot of students 
and helped them to imagine real issues and stimulate realistic solutions toward a 
matter.

CPE P12: I think it is very good to invite practitioners for speech in a class. Students who 
come to professional schools generally hope to be practitioners afterwards. I 
would be interested in knowing what a person who works for an institution 
where I would like to work [government] is doing. I think it is important to have 
opportunities to talk with practitioners at school and know about the real world 
before starting to work; otherwise, misunderstanding and mismatch would 
happen and he/she would have to change the job. So, I think it is very important 
to give more students opportunities at graduate schools to listen to practitioners’ 
first-hand experiences.

CPE P4: I found it interesting that practitioners come to class for speech and described 
what they were doing at work. I think these opportunities helped to develop 
connections with the real world. When I was in college in Japan, there were few 
opportunities to hear first-hand experiences from government officials. I feel the 
government information in Japan is closed and the connection between 
academics and the government is not strong.

         
Table 20 

Knowledge: Perspectives of CPE Participants in Japan 

Textual Data from the CPE Participants in Japan [Knowledge]]
CPE P21: I learned econometrics and statistics in addition to actual practice system 

(political techniques, how to make decisions). I believe I obtained knowledge 
most.

CPE P22: I acquired knowledge of econometrics and finance policy. 
CPE P25: I learned foundation of law and economics. 
CPE P23: I acquired knowledge of Patent law. I also learned economics so that I came to 

understand economical backgrounds more easily when I read newspapers. 
CPE P27: I learned cultural policy.
CPE P29: I acquired knowledge of public law and administration at my graduate program.
CPE P30: My understanding deepened in the field of policy history.

Skills

Improvement of English skills was predominant response provided by the CPE 

participants in the U.S. as learning outcomes at the CPE program. While some 
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participants stated their English skills were not improved during two-year stay in the U.S. 

as much as they expected, but others said their English skills were dramatically improved 

particularly in terms of speaking, writing, and reading. They stated that they improved 

writing skills for both academic papers and business memos, negotiation skills, research 

skills, but these are in American ways.

Table 21

Skills: Perspectives of CPE Participants in the U.S. 

Textual Data from the CPE Participants in the U.S. [Skills]
English Skills in Speaking, Reading and Academic Writing 

CPE P3: I believe that my English ability was dramatically improved, particularly in 
terms of discussion skills, reading skills, and communication skills. I was 
required to read 500 pages and write 3-5 pages per week. I used to write 10-
page papers three times per semester. I learned the American way of thinking. 
For example, Japanese people put a conclusion at the end of all explanations 
while American people try to summarize main points in a short time. 

CPE P17: I came to be able to respond quickly to impromptu questions in English. I 
learned a lot of usual phrases that English native speakers frequently use. 
While I worked as an intern, I needed to answer the phones and express myself 
in English.

CPE P12: I came to feel more comfortable in using English.
CPE P16: I came to feel more comfortable with English, particularly searching for 

information in English on the internet at work.
CPE P9: My English abilities were improved and that gave me more opportunities for 

work.
Research Skills, Presentation Skills, Negotiation Skills, and Teamwork

CPE P4: I came to pay more attention to how to make people understand my skills and 
knowledge as professionals. It requires not only technical skills, but also 
presentation skills and teamwork. I learned how I can contribute to the team 
with my individual research achievement. 

CPE P10: Some courses focused on role-playing. I wrote paper to President for practice. 
The courses helped students to write memos to institutions where they would 
like to work.
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Table 22 

Skills: Perspectives of CPE Participants in Japan

Textual Data from the CPE Participants in the Japan. [Skills]
CPE P22: I gained quantitative skills through econometric courses. I learned how to 

interpret and analyze the data at work, however, I wanted to gain more 
technical skills that can be used for work, such as writing business memos or 
presentation skills, or summarizing amounts of resources using PowerPoint or 
Excel spreadsheets.

CPE P24: Graduate school offered courses that helped me to improve my critical reading 
and thinking skills. I think my reading skills were dramatically improved. 

CPE P28: My writing skills were improved. Now I learned how to find issues and where 
to start.

Attitudes

Regarding attitudes, the CPE participants in the U.S. provided positive responses. It 

is likely that having spent two years at graduate school in the U.S. helped the participants 

to enhance their confidence. They got, so called, “guts” from the CPE program, 

particularly when they interact with foreign counterparts. Broadening perspectives and 

enhancement of self-confidence are two major outcomes that the CPE participants in the 

U.S. perceived that they acquired through the program.   

Broadened Perspectives

     The majority of the CPE participants in the U.S. responded that the CPE training 

helped them to broaden their perspectives. Living in a foreign country in addition to 

studying in a foreign graduate school enhanced experiences that they seldom experience 

in Japan. Particularly, attending graduate school in the U.S. provided an opportunity to 

meet people (e.g., professors, classmates, or coworkers at internships) from all over the 

world. The participants stated that they learned not only American way of thinking but 

also perceptions of people from other countries, and how they view about Japan. 
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Table 23 

Attitudes [Broadened Perspectives]: Perspectives of CPE Participants in the U.S. 

Textual Data from the CPE Participants in the U.S. [Broadened Perspectives]
CPE P17: I learned how to think about issues strategically and about the big picture. 

Japanese Ministry focuses on how the related laws say or technical issues in 
the field of security, but it’s important to have a “big picture” and “strategic” 
sense in discussion.

CPE P4: Before having experienced CPE training, I was mostly paying attention on how 
to get things through to the Congress in Japan. But when I was in the U.S. I 
learned whatever I wanted regardless of who I am. I think I gained broader 
views.

CPE P16: I was just interested in things in my small world before having been to the U.S. 
But after spending time in the U.S., I came to be interested in other countries. I 
also had chances to talk with people from NGO or other fields, which helped 
me to broaden my perceptions. My views got broadened compared to before I 
went to the U.S. I could learn whatever I wanted, and I could do that regardless 
of what I am doing for a job. I learned what’s going on in the world, and it 
helped me to more enhance my knowledge at work.

CPE P5: I learned the way of thinking of policy makers in the field of security. I 
broadened my perspectives and learned the world trend. I realized it’s important 
to synthesize domestic issues with world trend, timing, and movement.

CPE P9: My views toward life have changed. Before I went to the U.S., I put much 
emphasis on work, not on my own private life. Compared to the lifestyle 
before going to the U.S., I could have time to think about the balance of my 
life and work. I found it important to have a balance of them. Life shouldn’t be 
only work.

CPE P11: The two-year long experience was very precious that I could never experience 
in Japan. It helped me to see things objectively. It helped me broaden 
perspectives and see things for a long run.

CPE P3: The CPE experience was a precious opportunity for me to reflect myself and 
my work life. I often go home at 3AM or 4AM by taxi in the morning. I spend 
much time on revising documents for the Congress. I eventually came to think 
what my original goal was as a government official. The CPE experience 
helped me to think about this job.

   

Table 24

Attitudes [Broadened Perspectives]: Perspectives of CPE Participants in Japan

Textual Data from the CPE Participants in Japan [Broadened Perspectives]
CPE P25: Through the social network, I think my views were broadened. I could gain a 
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wide range of knowledge such as medical health issues, environment, energy 
policy, though the graduate program curricula as well as interactions with my 
classmates.

CPE P27: My perspective got broadened. For example, [I learned] local governing, tax 
system, budget, medial welfare issues. I could say my knowledge was enhanced 
once I heard these issues from each expert. I could get to know a variety of 
fields thinly and broadly. 

Self-Confidence Enhancement  

     Self-confidence was another factor that the CPE participants in the U.S. provided. 

Particularly, the confidence is highly related to comfort in using English and interacting 

with people from other countries (Table 24). The improvement of self-confidence also 

referred to confidence in knowledge in a particular field studied in graduate school and 

confidence in having challenged themselves to survive U.S. graduate school for two 

years. On the other hand, the word of “self-confidence” did not emerge in the interviews 

with the CPE participants in Japan and was found only from the CPE participants’ 

interviews in the U.S. 

Table 25

Attitudes [Self-confidence]: Perspectives of CPE Participants in the U.S.

Textual Data from the CPE Participants in the U.S. [Self-Confidence]
CPE P17: I don’t feel intimidated any more when talking with Americans. I became more 

social. 
CPE P16: I don’t feel fear anymore when I interact with foreign counterparts. I think I got 

guts.
CPE P10: I have confidence now that I overcame two-year long graduate program in the 

U.S.
CPE P12: I got more confident in knowledge obtained through the CPE program, and 

learned how to interact and negotiate with foreign counterparts.

The phenomenon implies that the factors of broadening perspectives and enhancing 

self-confidence provided by the CPE participants in the U.S. emerged not only based on 
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graduate school experiences but also on influence of a foreign life itself they spent.  

Social Network

One question was also added to see if the CPE participants built more social

network as a result of CPE programs. The findings show that the CPE participants in both 

the U.S. and Japan stated that they expanded their social network with people whom they 

would not have met without the CPE program experiences. 

Textural Narrative 

CPE P1, who works for Ministry of Defense and studied international affairs at a 

graduate school in Washington, DC, described the importance of social networking. He 

emphasized that one of the good aspects of professional schools is to provide a meeting 

place for people with various types of career backgrounds. Particularly, the location of 

capital helped him to expand human network.  

       人脈はかなり重要だと思います。例えば、僕、「Space and National Security」っ

て授業取ってたんですよ…[中略]…職場で宇宙関係のことを取り扱った時に、

「アメリカはどうなってるんだ？」って話になりますよね。そういう時に、「僕、

[人を]知ってますよ」と。「必要であれば、アメリカの宇宙関係のシンクタンクと

か講師で来ていたペンタゴンの人をご紹介できますよ」と。プロフェッショナル

スクールなので、アメリカの軍とか情報機関の人とかが学生として来てたんで

すよ。プロフェッショナルスクールのいい点って、そういう人たちの「出会いの

場」を提供しているっていうのが大きいと思うんですよ。
　　　　I think human network is very important. For example, I took “Space and 

National Security” class…[  ]… if our division works on space issues, we 
would think “ how about U.S. cases?” Then, I could say, “I know [someone 
in the U.S.],” and say “if needed, I could introduce somebody from space-
related think tank in the U.S. or a lecturer from Pentagon.” I went to 
professional school, so there were people from American military or 
intelligence agency coming to school as students. A good thing about 
professional schools is that they provide such a “meeting place.” (CPE 
P1:U.S.)

Likewise, CPE P27, who is working for Ministry of Economy, Trade and Industry and

studied public law and administration at graduate school in Tokyo, also stated that one of 
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major things that he obtained from the CPE program was a social network. Several CPE 

participants in Japan stated that the social network with their professors would be 

beneficial when they are involved in the government committee members in policy 

making as an expert in the fields. As described in textual narratives by CPE P27, the 

participants also met government officials from other Ministries and local government in 

Japan as well as people working for NGO, NPO, and business sectors that he is not 

usually able to meet without attending graduate program as a student.   　

 身に付いたと考えられるものの一つは、人脈ですよね。人脈といってもそんな 

 に立派なものじゃないんですけど…やっぱり、いろいろな人と知り合えたこと 

 ですね。例えば、大学の先生とか、公的機関の審議会のメンバーとか、政府に対 

 していろいろ言えるような先生方とかいましたから、そういう人たちの授業を 

 受けたりとか、知り合いになれたってことは、まさに今後、メール一本とか電話 

 一本で連絡が取れる仲になれるっていうのは大きいですね。後は学生の中でも 

 ですね、実は、自分が行った大学院 は一学年 50 人だったんです。そのうち、だ

 いたい 6割くらいは社会人だったんですね。で、しかもその大半は省庁からの 

 派遣で来てる方だったんです。例えば、僕がいた時は国税庁とか、警察庁、後は、 

 衆議院事務局の職員ですね。後は、地方公共団体、秋田県、静岡県、あとは NPO 
 の職員、あとは民間企業の人も来てました。JR とか、IBM のコンサルで働いて 

 いた人たち。やっぱり、仕事で他省庁の人とぶつかった時も、こういった人たち 

 と学生というか、友達というか、同じフィールドでやっていると、「やぁ、うちの 

 事情はこうなんだよ。」とかそういうことが見えてくるわけです。
　　　　One of the things that I obtained was human network. [My] human 

network…it’s not a great thing, but I could meet a wide range of people. 
For example, university professors, government committee members, who 
give their opinions to the government. I took classes of these professors or 
got to know them, and it’s good that I would be able to contact them by 
email or phone aftertime. And among students, we had 50 students per 
grade at my graduate school, and 60% was working people. In addition, the 
majority was from other Ministries. For example, when I was there, there 
was staff from National Tax Agency, National Police Agency, and the 
office of the House of Representatives. And, people came from local public 
body from Akita and Shizuoka prefectures, NPO, and private sectors, such 
as JR and IBM consultants. So, when I faces conflicts with other Ministries 
at work, if they used to be students [at the same grad school], friends, or in 
the same field, we could understand each other such as “well, that’s our 
work place actual contexts.” (CPE P27: Japan)

The CPE participants in both the U.S. and Japan stated that they could learn real 
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situations in each field through conversations with their classmates as well as their 

professors and guest speakers. They would make a phone call or email to make an 

appointment if needed for their work. It is likely that graduate and professional schools in 

both countries function as a social network salon for individuals to share similar goals 

and purposes as learners. In addition, as CPE P17 stated in Table 26, internship 

experiences also helped the participants to build social network.

Table 26

Social Network: Perspectives of CPE Participants in the U.S.

Textual Data from the CPE Participants in the U.S. [Social Network]
CPE P12: I expanded my network after having spent 2 years in the U.S. I could get to 

know people from World Bank or IMF, and also I could develop social network 
with Japanese who are in the other fields.

CPE P9: I don’t think I developed a social network that would work for my job, but I 
could meet Japanese people from other job fields. I could not have met them if I 
had not have been to U.S. professional school.

CPE P1: Military or government people, such as diplomats or government officials from 
other countries came to class as students. Their opinions reflect their 
perspectives and experiences at their institutions. I could learn their thoughts of 
Japan diplomat specialists or Asian division of U.S. government. Government 
officials or diplomats from other countries, who are specialized in Japanese 
division, were particularly interest in talking to me, an official of Japanese 
Ministry of Defense. We could discuss diplomacy. 

CPE P17: I was involved in an internship at FTC which was supposed to be a counterpart
       with my Ministry in Japan. I had an opportunity to work with Americans who
       were involved in the similar jobs that I have. The internship gave me the chance

to be involved in some projects I presented about Japan. I learned how 
Americans make decisions and expand the network with my bosses and 
co-workers.       

         　         
Table 27

Social Network: Perspectives of CPE Participants in Japan

Textual Data from the CPE Participants in Japan [Social Network]
CPE P23: I built a social network at the graduate school. I wouldn’t be able to meet 

general constructors or construct consultants in my daily job life. When we 
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want to know about a particular organization, we could ask each other anytime. 
CPE P22: I met many people at graduate school, but it was unintended. The important 

thing about social network is how we can make use of it in the future…so the 
future will tell how the network is beneficial.

CPE P29: I believe the network with my professor would last for a long time. There are a 
few experts in my field [cultural policy]. It would be difficult to maintain the 
network with my classmates for business, but I would ask the professor for 
cooperation as the government committee member in policy making. 

CPE P24: The social network was not a priority, but I made a social network with 
professors who would be involved in government committee members in policy 
making.  

CPE P26: I don’t think I expanded my social network nor broaden my perspectives at 
graduate school.

 

     It is important to note that knowledge domain as a learning outcome cannot be 

objectively evaluated since the data depended on all self-reflection by the CPE 

participants; however, it is significant to understand how the participants are aware of 

their learning outcomes at graduate and professional schools.    

     With regard to skills, English was the predominant skill for the CPE participants in 

the U.S. The participants in the U.S. also stated writing skills for academic papers, policy 

memos or business memos, negotiation skills, research skills, were other skills they felt 

they gained through graduate study, but in the American way. The CPE participants in 

Japan thought that they acquired critical thinking skills, reading skills, academic writing 

skills, and quantitative skills through the CPE program. 

Regarding attitudes, it is likely that the CPE participants in the U.S. demonstrated 

some changes in their psychological domains; broadening perspectives and enhancing 

self-confidence seemed to come from not only graduate study experiences but also living 

experiences in a foreign country. As shown in the textual data, the most frequent 

responses regarding these two factors were related to using English and communicating 

with people with different languages and cultures. Self-confidence enhancement was not 
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found from the interviews with the CPE participants in Japan.  

     Social network development seemed one of major outcomes for the CPE 

participants in the U.S. and Japan. Graduate or professional schools could be a social  

network salon where people get together for the same purpose, learning as students. The 

CPE participants responded that they met not only classmates from different fields but 

also professors whom they could contact for asking their expertise in government policy 

making later on. 

Research Question #3: How do the participants  of  each CPE program view the 

applicability of  their  training to their  later job performance in Japanese government  

offices?

The previous section discussed what the CPE participants perceived they gained 

from the CPE programs. This section presents how the participants of each CPE program 

view the applicability of their learning outcomes to their later job performance in 

Japanese government offices. This study was conducted under the assumption that what 

the participants gained at graduate or professional schools (i.e., learning outcomes) is 

different from what they actually use the learning outcomes for their job (i.e., 

applicability). To understand the applicability, the researcher emphasized how people at 

CPE participants’ evaluate their CPE experiences. The analysis also focused on how the 

CPE experiences influence the human resource allocation and how upgraded academic 

credentials through the CPE programs are valued. 

Regarding aspects the CPE participants think they can apply their CPE learning 

experiences at graduate/professional schools to their job performance, the majority of 

CPE participants in both the U.S. and Japan stated that their CPE experiences have not 
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been specifically applied to their job for a short-term, however, they believe that the 

experiences might be beneficial for a long run. The following demonstrates the textual 

data drawn from the interviews with the CPE participants. 

Table 28

Aspects of Applicable CPE Learning Outcomes: Perspectives of CPE Participants in the 

U.S.

Textual Data from the CPE Participants in the U.S.
CPE P15: I cannot identify specific benefits for the short-term, but in the long run, the 

CPE experiences might be meaningful. I found that issues Japanese people are 
focused on are not necessarily big issues from a world point of view. I learned 
how Japan is viewed in the world.

CPE P1: While I am young I am overwhelmed with routine work, but I believe the CPE 
experience would be beneficial when I am in a more responsible position in the 
future. I acquired a big picture and strategic perspectives through the CPE. I 
don’t think I can use the CPE experiences immediately, but it will be definitely 
meaningful for a long-run. As a national strategy, I would inform more logical 
ideas to foreign countries. Japanese approach would not work to foreign 
counterparts. 

CPE P11: I don’t have fear any more when I get a phone call from foreign counterparts or 
attend international conferences. I now feel more comfortable using English.

CPE P7: I came to deal with tasks with more flexibility even though I have been assigned 
to a job position or field where I don’t necessarily use CPE experiences. I 
overcame difficulties living in a foreign country. My stress management 
abilities got better.

Table 29

Aspects of Applicable CPE Learning Outcomes: Perspectives of CPE Participants in  

Japan

Textual Data from the CPE Participants in Japan  
CPE P23: My graduate courses mainly focused on theories and these are not necessarily 

applicable to my job. I think it’s not easy to link what I learned at graduate 
school with actual practices at work. My professors were teaching general 
theories… so the courses offered at the school were different from what I 
expected. I cannot use my knowledge directly, but I believe what I learned 
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[statistics, economics, or knowledge about citizen participation] would be 
helpful for my job sometime in the future.

CPE P27: I think I came to think about things more logically after spending time at the 
graduate school [public law program]. Before attending the graduate school, I 
was just too constrained by time, and never had time to sit to think through 
issues logically. Once we received projects or any other tasks from bosses, we 
just focused on how it got done by the deadline without reflecting the issues 
logically. Now, I try to take time to think carefully and do research when 
working on given projects. That way helps me to understand the background of 
the issues, problems, and solutions. There is still a time constrained culture at 
the workplace, but it is important to be aware of it at least.

CPE P24: I have been trained to view issues after drawing a big picture. In designing a 
new policy, for example, I’m trying to think what the negative impacts would 
be and how we could solve the potential problems.

In addition to improvement of logical thinking skills, psychological change is a 

dominant essence that CPE participants in the U.S. provided. It seems that self-

confidence, stress management skills, or flexibility as well as “big picture” perceptions 

have been useful somehow in the participants’ job performance. 

Human Resource Allocation

Not only self-perspective but also the third party’s perception is an important 

indication to understand how the CPE experiences are valued at the workplace. The 

following discusses how CPE participants perceive people in the workplace evaluate their 

experiences in graduate schools. This question is highly related to human resource 

allocation. The question focused on how the bosses assigned CPE participants to a 

position after CPE training. The government’s human resource allocation is an important 

indication that examines how the CPE experiences are valued in the workplace. 

The findings showed that there is a system barrier existing in the government 

that cannot adequately make use of CPE experiences in human resource allocation. After 

they finish the CPE programs, participants are not necessarily assigned to job positions 
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where they could utilize their learning experiences, particularly in the short-term. The 

following textual narratives present how participants perceive the human resource 

allocation in the CPE context. 

Textural Narrative 

CPE P8, who attended graduate school in the U.S., emphasized that human 

resource allocation depends on timing. His phrase, “study abroad experience is 

considered but not reflected,” describes the current situation of human resource system in 

Japanese government.

人事配属は、必ずしも留学経験が活かせる部門に配属されてはないですね。留学経験

は考慮はされているけど、反映はされていないですね。2 年間海外に出て、人とは違っ

たことをやってて、やっぱり磨かれた部分と、衰えた部分があると思うんですね。当然、

国内で仕事をしていた人と比べると仕事の能力は圧倒的に落っこてたと思うんです

ね。そういう意味では、英語を使う部署で、外とのやりとりをするところに配属した方

がいいと思うんですけど、そうなってないですね。たぶん、組織が大きすぎて、そこを

考慮して人事を反映させるっていう余裕がないんだと思います。希望したとしても、

タイミングが全てなんで、留学組が帰ってくる時期に国際部署が空いてなければ、別

にその人をつまはじきにして押し出すこともしないんで。空けば当然優先的にいくん

でしょうけど…必ずしもそういうポストが多いわけではないですね。
With regard to human resource allocation, people are not allocated based on study 
abroad experience. Study abroad experience is considered but not reflected. I 
spent 2 years in a foreign country and did what other people didn’t, so, some parts 
were improved, but other parts got rusty. Naturally, compared to people who had 
worked in Japan, I think my employment skills got dramatically rusty. With this 
regard, I think it is better [for the CPE participants] to be assigned to a division 
where they could use English, but it’s not like that. Probably, I think the 
organization is too large that it doesn’t have enough room to consider and reflect 
[CPE experiences in the U.S.]. Even if we request, timing is everything… so, if 
there is no positions available at the time when overseas CPE experiences return 
to Japan, we cannot kick off the person at the position. If the positions get 
available, the CPE participants would be willing to go there….but there are not 
necessarily many positions. (CPE P8: U.S.)

Similar viewpoints were provided by CPE P19, who also attended graduate school 

in the U.S during 2005-2007 and returned to Japan. He studied economics at graduate 

school in the U.S., however, he has been assigned to a position where he does not use 
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English nor expertise of economics.

今はね…実は…その...全く経済もやってないし、まぁ、とりまとめのところなので、

実際、経済政策の中身に携わってないので、そういった意味では不満ですし、まぁ、

英語もね、せっかく使ってね、まぁ、使わないと鈍ってきてる、それも全く活かすよ

うなポジションじゃないので、短期的にどう活かされてるかというとですね、まぁ、

ゼロです。留学行ったから何？っていうのはありますね。人事はあまり考える余裕

がないっていうか、空いたところに人を埋めるっていうやりくりするっていうのが

ね、僕の印象です。もうちょっと、全体的なね…心の中では留学経験を活かしたいと

思ってる人はいると思うんですけど、全省的には厳しいのかなって…..
Now.. I don’t do economics [that I learned at grad school] and I’m not involved 
in economic policy. In this regard, I’m frustrated. And, English…I used to use 
it, but it’s getting rusty if it’s not used. The current position doesn’t require 
English either. So, if you ask me how [the CPE experience] is applied for a 
short term,   I would say “zero.” You studied abroad, so what? Human resource 
doesn’t have enough room to consider [CPE experiences in the U.S.], or the 
positions are filled in depending on these are available or not. That’s my 
impression. More holistically, I think there are people who wish to make study 
abroad experiences applicable, but it is difficult for all Ministries. (CPE 
P19:U.S.)

 

However, CPE P19 added that his senior was assigned to a position later where he 

could apply CPE experience. For a short term, it is difficult to see the CPE experiences 

are substantially applied. 

My senior seems to use his CPE experience a while after he returned to Japan. 
Right after he returned home, he was not assigned to an appropriate position. 
So, for the long run, the CPE experience might become beneficial. I’m 
frustrated with this system barrier. I would like to use my experiences acquired 
from the CPE training, but it is very hard in the reality. Some officials quiet 
because of the frustrations. (CPE P19:U.S.)

The human resource allocation in the government is controlled based on 

availability in a particular position. As CPE P8 and CPE P19, who received training in the 

U.S. and returned to workplace, emphasized, “[HR] doesn’t have enough room to 

consider study abroad experiences [CPE programs].” It is likely that the government 

hopes to make use of the CPE experiences, but faces the challenges of this HR allocation 
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system barrier. The similar viewpoints were discovered for the CPE participants in Japan 

(Table 31). 

The system barrier also seems to be related to a different perception toward the 

CPE experience. As described as words on Table 30 and Table 31, such as “spent 

enjoyable life”(CPE P7), “just had fun time in a foreign country” (CPE P20), ”sabbatical” 

(CPE P15), or “reward or break from hard work” (CPE P24), some people at the 

government offices view the CPE is as two-year long break or sabbatical. Particularly, the 

tendency is more emphasized for CPE experience in the U.S. than Japan.

Table 30

System Barriers in Human Resource Allocation: Perspectives of CPE Participants in the 

U.S.

Textual Data from the CPE Participants in the U.S.
CPE P10: We are not necessarily assigned to a position where we could use the CPE 

experiences. The human resource allocation doesn’t reflect the CPE 
experiences. Some experiences are helpful, but others are not. The HR system 
is too large to consider CPE participants in human resource allocation. I think 
it’s all up to the timing that we can be assigned to an appropriate position.

CPE P20: I am not currently involved in any work on economic policies that I learned in 
the U.S. The current position does not require any English abilities either. I 
don’t think the CPE experience has shown the effectiveness in terms of the 
short term. The human resources here are usually allocated depending on 
position vacancy. We are assigned to where there are not enough people. 

CPE P19: My CPE experiences have not been used in the current office at all. My current 
job focuses on domestic issues and I never have opportunities to read or speak 
English at the workplace. More than half of my colleagues experienced the 
CPE training, so the experiences are not necessarily viewed as special. If you 
want to study seriously, you have to study at a doctoral program. It would help 
you to deepen your knowledge and strengthen your qualifications for your 
career. Japanese labor market is not yet prepared to accommodate Ph.D. 
holders. It’s a problem at a macro level. Japanese society highly emphasizes 
equality. Extra degrees are not valued because of that. 

CPE P15: After I returned to Japan I was assigned to a position where I never used 
English. I wonder why I was assigned to such a position? However, two years 
later, I was finally assigned to a place where I seem to use the CPE experience. 
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I think, regardless of CPE experiences, we are generally assigned to a position 
which is very busy with few people. I think the two-year long CPE program is 
viewed as a sabbatical. There is no special treatment or favoritism for the 
officials who experienced CPE training. Rather, bosses think that we need to 
make up for the two year loss from work. 

CPE P7: The CPE experience never helps to promote our job positions or salaries. It 
doesn’t provide any visible benefits. Positions are not prepared for all CPE 
participants, but the study abroad itself is enough benefit. It helped me keep my 
job options up. Some people at work see that CPE participants spent enjoyable 
life, staying away from the work for 2 years so that they should work harder. We 
need to show how meaningful it was to spend time in graduate school in the 
U.S.

CPE P4: Unfortunately, I don’t feel I currently have opportunities to use the knowledge 
gained through CPE program at work. It has been 2 years since I returned to 
Japan and now I’m assigned to an international section. I have a chance to use 
English. In this regard, I can say I’m using foreign language skills gained 
through the CPE. 

CPE P1: The bosses or human resource people at my Ministry might value English skills, 
but not academic content I learned from graduate school in the U.S. that much. 

CPE P16: After I returned to Japan, I was assigned to the international department. 
However, I haven’t necessarily used English. I just have opportunities to do 
research on government official systems in the U.S. and U.K. I don’t necessarily 
use knowledge acquired in the U.S., but the CPE experience has helped me to 
find where to start the research. I haven’t noticed any specific changes in terms 
of my bosses and colleagues’ views toward me, but my colleagues who had CPE 
training feel pressured that they need to work harder to make up for the 2 years 
lost from work.

CPE P12: I think that the government emphasizes more political issues than academic 
issues, but I think young people find important to have academic knowledge. 
The CPE programs cost a lot using tremendous amount of public funds, so 
knowledge acquired through the CPE program should match with needs at the 
workplace. 

CPE P20: Some people, who never experienced study abroad, have negative views toward 
CPE participants. Some people might say CPE participants just had a fun time 
in a foreign country. I even think 2 year vacancy from the government job is 
not necessary. It’s very difficult to evaluate what CPE participants have done.
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Table 31

System Barriers in Human Resource Allocation: Perspectives of CPE Participants in  

Japan

Textual Data from the CPE Participants in Japan
CPE P29: Ideally, the government should assign individual CPE participant to niche…but 

it’s not good for the same employees to stay in the same position for a long time 
because others may not know what they are actually doing and there might be 
corruptions happening. Now I accept the reality.

CPE P30: I don’t think the human resource people consider CPE experiences for HR 
allocation.

CPE P24: It has been difficult to be assigned to an appropriate position that I can use the 
knowledge of patent lawsuit no matter how much hard I wrote papers about the 
issue. However, there has been a decline in number of government officials and 
there could be a possibility so that I would be involved in multiple projects. 

CPE P23: I think the HR allocation is considered regardless of the CPE experience.
CPE P26: Originally, I asked HR to allow me to take 2 years off.
CPE P24: People sometimes see the CPE experience as a reward or break from hard work.

Education Credential Upgrade

Next, the data analysis focused on how the upgraded education credentials have 

influenced CPE participants’ jobs. For follow up purposes, the researcher added how the 

CPE participants think people in the workplace view master’s degrees and how CPE 

participants themselves view their master’s degrees in their jobs. The findings are 

categorized into three views: a) internal perspectives (i.e., how the CPE participants 

perceive their supervisors and colleagues view their upgraded education credentials);   b) 

self-perspectives (i.e., how the CPE participants perceive their own education 

credentials); and, c) external perspectives (i.e., how the CPE participants perceive 

Japanese society or foreign counterparts view their upgraded education credentials).

Internal perspectives toward educational credential upgrade. With regard to the 

question about how the CPE participants perceive people at the government (i.e., 
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supervisors and colleagues at the workplace) view their obtained masters’ degrees, most 

interviewees provided the common responses: “the upgraded academic credential is not 

necessarily valued at the workplace.” The advanced degrees do not have any influence on 

the government officials’ job promotion or salary promotion. The human resource 

allocation is decided not based on CPE training, but on other factors such as job 

performance at the workplace, personality, or inherent skills. The CPE participants in the 

U.S and Japan provided similar perspectives regarding this issue. Graduate degrees have 

not changed nor brought any benefits to their job opportunities. However, some 

participants stated that the master’s degrees in the U.S. presented the evidence of English 

proficiency.   

Table 32

Internal Perspectives from CPE Participants in the U.S. toward Educational Credential  

Upgrade 

Textual Data from the CPE Participants in the U.S. [Internal Perspectives]
CPE P11: The master’s degree itself doesn’t have any meaning for the government 

officials. The credential is not influential to job promotion or salary promotion. 
Human resources allocation is considered regardless of whether the person has 
higher degrees or not. We are evaluated based on our job performance, not on 
the academic credentials.

CPE P1: I feel that bachelor’s degrees and master’s degrees are equally valued in Japan. 
People would view foreign master’s degree holders are fluent in English, but 
Japanese people don’t usually care; either it is a bachelor’s or master’s degree.

CPE P17: The academic credential is not special at all in our world [the government]; it 
does not influence the job promotion and salaries promotion at all. 

CPE P7: The government seldom values the upgraded degrees, but I think it just shows 
that the person is fluent in English after having spent two years in the U.S.

CPE P12: Nobody in the government office has asked me which graduate school I 
attended and what I learned, but I think having a master’s degree is better than 
nothing.
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Table 33

Internal Perspectives from CPE Participants in Japan toward Educational Credential  

Upgrade 

Textual Data from the CPE Participants in Japan [Internal Perspectives]

CPE P24: The graduate study experience or the master’s degree has not had any impact on 
my job because some studied hard, but others didn’t. Also, they didn’t 
necessarily bring good feedback to the workplace. Rather, some people at the 
workplace view the 2 year study experience at graduate school is a benefit 
because the participants played around. 

CPE P23: The academic degree hasn’t changed anything at work.

Self-perspectives toward educational credential upgrades. Regarding CPE 

participants’ perspectives toward credential upgrades for themselves, the findings showed 

extreme responses. Some do not care whether or not they have master’s degrees, others 

originally wanted to obtain the credentials for themselves even though they knew the 

degrees would not necessarily bring any benefits to them. 

Table 34

Self- Perspectives from CPE Participants in the U.S. toward Educational Credential  

Upgrade 

Textual Data from the CPE Participants in the U.S. [Self-Perspectives]
CPE P12: Master’s degree itself doesn’t matter. It doesn’t show any meaning for me.
CPE P8: I don’t care whether or not I have a master’s degree.
CPE P15: Holding master’s degree has not changed anything, but I think that American 

society highly emphasizes the academic credentials. I have an impression that 
master’s degrees obtained from less famous schools are more valued than 
bachelor’s degrees from prestigious schools in the U.S. In contrast, Japanese 
society does not encourage master’s degrees much. A number of graduate degree 
seekers would be increasing if Japan changed its view on the academic 
credentials. At this moment, master’s degrees don’t have any impact on salaries 
or promotion.
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Table 35

Self- Perspectives from CPE Participants in Japan toward Educational Credential  

Upgrade 

Textual Data from the CPE Participants in Japan [Self-Perspectives]
CPE P23: I had already wanted to obtain the graduate degree. So, I feel the degree helps 

me to upgrade my qualifications as a professional, but I don’t think the work 
place values the degree.

CPE P28: I wanted to obtain a master’s degree even though I was not sure if my 
workplace would value the degree.

External perspectives toward educational credential upgrade. The findings also 

showed that how the CPE participants perceive the masters’ degrees can be valued to 

external people such as foreign counterparts or Japanese society. The participants in the 

U.S. or Japan stated that the master’s degree does not have any impact on the public 

sector, but could be valuable for private sectors in Japan. A CPE participant said that as 

long as she is in the government office, nobody cares whether or not she has a master’s 

degree. She believed that the degree would be used for career advancement in the U.S., 

but not in Japan. It is important to note that the majority of the CPE participants in the 

U.S. believed that the advanced degree might help to raise their general market value, but 

not in the government.      

With regard to foreign counterparts, participants provided different responses; the 

graduate degrees could be or could not be meaningful. A participant stated that he would 

not necessarily show his degree on business cards and the degree would not offer any 

special meaning for counterparts. He did not think foreign counterparts are interested in it 

unless they went to the same graduate school. On the other hand, some CPE participants 

believed that in showing foreign counterparts their career background in the regime, 
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master’s degrees would be more valued than bachelors’ degrees. 

Table 36

External Perspectives from CPE Participants in the U.S. toward Educational Credential  

Upgrade 

Textual Data from the CPE Participants in the U.S. [External Perspectives]
CPE P9: The CPE experience in the U.S. can be viewed as you are good at English to 

some extent, and it appeals to human resources.
CPE P5: I think some people pursue foreign academic credentials and it might be 

effective when you are talking with people in foreign counties, but I don’t think 
it works with Japanese.

CPE P13: People outside government, such as the business world, might view the study 
abroad valuable. 

CPE P20: I don’t think the degree gives any special meaning for counterparts. I think they 
are not interested in it.

CPE P16: As long as I’m in the government office, nobody cares if or not I have a 
master’s degree. In the U.S., the degree would be used for career advancement.

CPE P2: The advanced degree might help to raise the general market value, but it is not 
the same story in the government. I think the Japanese seldom ask if you have a 
master’s degree or bachelor’s degree.

CPE P7: If I quit the government, the degree [in law] would be valuable in private 
companies, but I don’t plan to quit my job.

Table 37

External Perspectives from CPE Participants in Japan toward Educational Credential  

Upgrade 

Textual Data from the CPE Participants in Japan [External Perspectives]
CPE P26: I think the master’s degree would help to upgrade CPE participants’ value if 

they quit the government. The business fields or the academic world would 
value the advanced degrees.

CPE P27: The degree might be valuable if I quit the government.
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Comparison between the U.S. and Japanese CPE Participants’ Perspectives

This section discusses how the CPE participants in the U.S. and Japan provided 

similar or different responses to the three research questions. After organizing the 

findings of CPE participants in each country, the perceptions of two different cohorts 

were compared in three areas: (1) reasons for participating in the CPE, (2) learning 

outcomes, and (3) applicability for later job performance. 

Research Question #1: Why do the participants choose to participate in the CPE 

programs?

Table 38 shows that a comparison between CPE participants in the U.S. and Japan in 

motivation factors to participate in the CPE programs. Boshier’s original orientation 

model was revised and two other new factors for this study were added as shown in the 

bold.

The factor of “escape and stimulation” was observed only in the responses of CPE 

participants in the U.S. According to Boshier (1977), the factor includes two scopes: a) a 

need to escape from routine, boring, and frustrating situations; and, b) a desire to seek 

intellectual stimulation. The cohort in Japan did not refer this factor as a reason for 

participating in the program. It is assumed that living in a foreign country is an 

opportunity for employees to explore a new world and bring some changes in their daily 

lives, while CPE participants who attended at domestic graduate schools did not expect as 

much stimulation as the cohort in the U.S. Thus, the findings indicated that simply going 

to a foreign country is a significant motivational factor.      
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Table 38

Comparison between CPE participants in the U.S. and Japan in Motivation Factors to 

Participate in the CPE programs 

Motivation Factors CPE Participants in the U.S. CPE Participants in Japan
1. Escape and stimulation Highly emphasized -
2. Professional advancement    Highly emphasized Highly emphasized
3. External expectations Emphasized    Highly emphasized
4. Cognitive interest Emphasized Emphasized
5. CPE itself is a 

reward/benefit  
Highly emphasized Emphasized

6. Upgrading personal 
general market value 

         Emphasized 　　　　　-

The factor of “professional advancement” is strongly associated with improving 

one’s occupational performance or status, reflecting a concern for acquiring useful 

knowledge, credentials, and job-related skills. Findings showed that this factor was the 

common response shared by the majority of CPE participants in the U.S. and Japan, 

raised first in the interviews. They felt a lack of theoretical knowledge or skills when they 

were working for the original positions in the government. Some participants (e.g., CPE 

P3, CPE P4, CPE P12, CPE P24, and CPE P27) described that they started working for the 

Ministries without adequate expertise and they felt it was a necessity to enhance their 

academic knowledge and skills to update their understanding of their tasks and improve 

their job performance. It is likely that professional advancement was an internal drive for 

participants to decide to participate in CPE training.

      The “external expectations” factor reflects external compulsion, pressure, or 

suggestions of someone else or an organization. This factor was found in the interviews 

of the CPE participants in the U.S. and Japan. It is likely, however, that CPE participants 
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in Japan received this pressure by NPA (or human resource people at each Ministry) more 

than those in the U.S., most of whom decided to study at graduate school spontaneously. 

As reflected in the original purpose of the CPE program in Japan (i.e., acquiring expertise 

and skills to cope with the greater sophistication expanding complexities of government 

administration), it seems that the NPA expects participants in Japanese graduate and 

professional schools to acquire specific academic knowledge and skills that are closely 

related to the government administration. As CPE P27 stated, “I didn’t desire to go to 

graduate school at the beginning…[   ]….I was given broachers of Hitotsubashi 

University…I was surprised. HR people specified the academic area [public law] at a 

particular program” and CPE P22 addressed, “my boss encouraged me to go to graduate 

school to study intellectual property,” the NPA as well as HR people at individual 

Ministries limit academic areas for CPE participants in Japan to study than the cohort in 

the U.S. 

Findings also showed that HR representatives are concerned that CPE participants 

may quit and find other jobs outside the government after obtaining a professional 

degree. Particularly, the government HR is not willing to send their employees to 

graduate programs in the fields of business administration. In fact, CPE participants who 

obtained MBA degrees quit the government in the first few years after completing the 

CPE program (NPA, 2006). Therefore, the Japanese government tends to specify the 

academic fields which are close to areas of the government jobs but not necessarily 

applicable to business sector, such as public policy or public administration, economics, 

or other relevant fields.   

The “cognitive interest” factor is defined as inquiring minds that value knowledge 
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for its own sake, not for instrumental purposes. This factor was slightly found in 

interviews of both cohorts. Motives of many participants focused on acquiring knowledge 

and skills for their jobs, but not necessarily for their own sake. Therefore, motives were 

mostly for instrumental purposes. 

The interview findings also indicated that some CPE participants in the U.S. and 

Japan viewed the CPE experience as “rewards” or “benefits” which allow them to stay 

away from work for two years. The findings showed that this tendency was observed 

more clearly in the CPE participants in the U.S. than the participants in Japan. Being sent 

to a graduate/professional school in a foreign country though pubic financial support is 

regarded as a great benefit. In fact, some participants stated that they already knew the 

CPE programs even before starting working and that was a part of their rationale in 

applying for a job position at the Ministries. Other participants got more motivated to 

work at the government after receiving the two-year long CPE training. The findings 

implied that the CPE itself could be a major incentive for the employees to stay in the 

current job and work harder. It is assumed that the NPA designed CPE programs to 

encourage the employees to enhance their job performance after providing two-year long 

study experiences at graduate schools.

The “upgrading personal general market value” factor was newly added. This 

factor was referred to in the responses of the CPE participants in U.S. graduate and 

professional schools, while it was not necessarily emphasized by the participants in 

Japanese graduate and professional schools. This phenomenon implies that U.S. graduate 

or professional school experiences are viewed as helping to upgrade personal general 

market value, while Japanese graduate or professional school experiences are not 

135



necessarily valued as much. Although the majority of CPE participants in both the U.S. 

and Japan stated that their graduate education experiences or master’s degrees are not 

necessarily valued in the public sector, some implied that these experiences and degrees 

could be meaningful outside the public sector. In this regard, the CPE experiences could 

be viewed as a contributor to upgrade the individual’s general market value. 

Generally, CPE is supposed to be offered for employees of the internal 

organization to enhance internal productivity. There has been a dilemma that the 

government expects to enhance employees’ market value by providing CPE programs 

(graduate or professional education), but at the same time needs to limit the academic 

study areas to related fields, particularly to government administration, so that the 

upgraded employees will not quit. 

The findings also showed that more than one motive or mixed motives 

influenced participants’ decisions to participate in CPE programs. The literature review 

discussed that motives of adult learners are comprised of combinations of related and 

unrelated reasons (Darkenward & Merriam, 1982, as cited in Darkenwald, 1984). For 

example, CPE P2 provided multiple reasons stating, “I wanted to have room in my life. I 

wanted to reflect myself by study abroad [Escape and Stimulation],” “there is a culture 

that study abroad is one of processes government officials would experience in the 

Ministry. My seniors are sent to overseas graduate schools every year…[  ]..they 

encouraged me to go abroad [External expectations],” “CPE training could be viewed as 

good opportunities to take a break or rewards [Reward/Benefits],” and “I think the CPE 

experience would help to upgrade my personal market value, especially when I consider 

changing the job [Upgrading personal general market value].” Her motives are mixed and 
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both related and unrelated to the original purpose of the CPE program. 

Table 39 shows a comparison of reasons for choosing graduate and professional 

schools in the U.S. as opposed to schools in Japan between CPE participants in the U.S. 

and Japan. The reasons for choosing the U.S. over other countries included the following 

six factors: 1) improvement of English skills; 2) the U.S. is viewed as the center of 

academics in the world; 3) availability and variety of graduate courses; 4) integration of 

theory and practice in curriculum; 5) U.S.-Japan strong relationships in law, politics, 

military, economy, culture, and academy; and, 6) developing social network. According 

to the findings of the study, the reason CPE participants predominantly chose the U.S. 

included that U.S. graduate and professional schools have been successful in presenting 

the positive image that they offer advanced and practical programs. As a result, the U.S. 

has been successful in attracting overseas professionals to graduate programs. 

Further reasons for not choosing Japanese graduate and professional schools were 

also solicited. The majority of the CPE participants provided two major reasons: (a) lack 

of adequate English learning opportunities and (b) lack of course availability. The reasons 

for the CPE participants to choose the U.S. schools focused on improving English skills 

as well as studying at a particular program that is available only in U.S. schools. In this 

regard, the findings implied that Japanese graduate programs have not been able to meet 

these demands yet.       

In contrast, reasons the CPE participants in Japan to choose domestic graduate 

programs for their further study included: 1) obtaining expertise about Japanese issues, 2) 

access to Japanese resources for research, 3) family condition, 4) school location, and, 5) 

a lack of confidence in English proficiency to obtain an academic degree in a foreign 
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country. The findings indicated that the reasons for choosing U.S. graduate and 

professional schools were very positive while the reasons participants in Japan chose the 

domestic graduate and professional education were passive. 

Table 39

Comparison between CPE participants in the U.S. and Japan in reasons for choosing to 

study in graduate and professional schools in the U.S. (or Japan) as opposed to schools  

in Japan (or the U.S.).

CPE participants in the U.S. CPE participants in Japan
• Improvement of English Skills
• The U.S. is the “Center of Academic in the   
  World”
• Availability and Variety of academic programs
• Integration of theory and practice in  
  curriculum 
• U.S.-Japan strong relationship in law, politics,
  economy, military, culture, and academy 
• Social networking

• Obtaining expertise about Japanese issues
• Access to Japanese resources for research
• Family condition
• School location
• Lack of confidence in English proficiency

Research Question #2: What do the CPE participants perceive they gained from 

the CPE programs?

Regarding knowledge, the majority of CPE participants in both the U.S. and Japan 

stated that they acquired discipline expertise at graduate and professional schools. The 

data also indicated that CPE participants in the U.S. and Japan perceived their acquired 

skills differently. Improvement of English skills was a frequent response from CPE 

participants in the U.S. It was also the predominant reason CPE participants chose the 

U.S. for further study. Some participants desired to be involved in international task using 
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a foreign language, others needed to enhance their English skills to be able to 

communicate with foreign counterparts. In this regard, the intended learning outcomes 

were achieved to some extent. Participants in the U.S. also stated negotiation, research, 

and writing skills for academic papers and business memos, were other skills they felt 

they gained through graduate study, but in an American way. CPE participants in Japan 

thought that they acquired critical thinking, reading, academic writing, and quantitative 

skills through the CPE program. 

With regard to attitudes, it is likely that CPE participants in the U.S. demonstrated 

some changes in their psychological domains. Reflecting work and life balance in Japan, 

broadening perspectives, becoming more social, and enhancing self-confidence seemed 

to come from not only graduate study experiences but also the experience of living in a 

foreign country. As CPE P11 said, “it [two-year long experience in the U.S.] helped me to 

see things objectively,” and CPE P17 addressed, “I learned how to think issues 

strategically and with a big picture perspective,” the CPE experiences seemed to help the 

participants to have broadened perspectives toward work. Findings also showed that the 

CPE experience helped participants to reflect upon their lives and a work and life balance 

as described in words by CPE P9,“my views toward life have changed…[  ].. I found it 

important to have a balance of them [life and work],” or words by CPE P3, such as, “the 

CPE experience was a precious opportunity for me to reflect myself and my work life.” 

Self-confidence enhancement was a major outcome in attitude domains for CPE 

participants in the U.S. CPE P 8 stated, “I got guts. I struggled [in a foreign country] 

where I was not familiar with and I got survival skills,” and CPE P12 said, “I have 

confidence now that I overcame two-year long graduate program in the U.S.” CPE P16 
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and CPE P17 stated that they do not feel intimated anymore when talking with foreign 

counterparts in English. CPE P10 said, “I got more confident in knowledge obtained 

through the CPE program.” Thus, self-confidence enhancement includes multiple 

domains such as in using English, interacting with foreign counterparts, obtained 

knowledge, and enduring a two-year long graduate program in a foreign country.  

Hence, reflecting work and life balance in Japan, broadening perspectives, becoming 

more social, and enhancing self-confidence were related to using English and 

communicating with people with different languages and cultures. In contrast, CPE 

participants in Japan did not show major changes in their attitudes. Particularly, self-

confidence enhancement was not found from interviews with CPE participants in Japan. 

A few participants stated their perspectives were broadened by learning various fields at 

graduate schools (CPE P25 and CPE P27). Yet, major changes were not necessarily 

observed in CPE participants in Japan as much as the cohort in the U.S.   

     Social network development seemed one of major outcomes for the CPE 

participants in the U.S. and Japan. Graduate or professional schools could be a “social 

network salon” (CPE P1) where people get together for the same purpose, learning as 

students. CPE participants in the U.S. (CPE P1, CPE P12, and CPE P17) said they met 

practitioners in such locations as the Pentagon, Fair Trade Commission (FTC), World 

Bank, International Monetary Fund (IMF), government and other professional 

organizations and were able to contact them in the future. Other participants (CPE P9 and 

CPE P27) stated that they met Japanese government officials from other Ministries and 

local government in Japan as well as people working for NGO, NPO, and business 

sectors whom they are not usually able to meet without attending graduate program as a 
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student. Some CPE participants in Japan (CPE P24 and CPE P29) responded that they met 

not only classmates from different fields but also professors whom they could contact 

later for their expertise in government policy making.

Literature reviews indicated that few studies have explored learning outcomes 

across fields at graduate programs. Past studies discussed that outcome assessment in 

graduate and professional schools is uniquely linked to individual disciplines and 

department characteristics (Bowen & Rudenstine, 1992; Kolman, Gallagher, Hossler, & 

Cataniam, 1987; Stark, Lowther, & Hagerty, 1986, as cited in Bilder & Conrad, 1996). 

One of this researcher’s goals was to explore learning outcomes for CPE participants 

from graduate and professional education across disciplines; therefore, it was expected 

that the emerging outcomes were not only knowledge in a particular discipline, but also 

generic skills or attitudes that were acquired throughout the graduate study.

Table 40 

Comparison between U.S. and Japanese CPE Participants’ Perspectives about Outcomes

Categories CPE Participants in the U.S. CPE Participants in Japan
Knowledge •Statistics

•Disciplines in
-Economics
-Strategic planning
-Public policy
-Security 
-Econometrics
-Finance Policy
-Law
• First-hand experiences of 
practitioners (guest speakers)

•Statistics
•Disciplines in
-Economics 
-Cultural policy
-Intelligence property
-Econometrics
-Finance Policy
-Law
-Public law and administration 

Skills •English skills
-Academic writing skills

•Logical thinking skills
•Quantitative skills
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-Speaking skills
-Reading skills

•Writing skills for academic 
papers and business memos
•Data Analysis
•Presentation skills
•Research skills
•Negotiation Skills
•Teamwork

•Analytical skills
•Research skills

Attitudes •Self-confidence in
-Knowledge of discipline
-Communicating with people
from other cultures

•Reflected work and life balance 
•Became social
•Broadened perspectives: 

-Obtained a “big picture”

• Broadened perspectives

Social Network •Professors 
•Government officials in other
countries (e.g., diplomats, policy 
makers, and military) 
•Government officials from 
other Ministries in Japan
•NGO
•Business

•Professors who would work with 
the Japanese government as 
committee members
•Government officials from other 
Ministries or local government 
in Japan 
•NGO
•Business

Research Question #3: How do the participants of each CPE program view the

applicability of their training to their later job performance in Japanese government 

offices?

The CPE participants in both the U.S. and Japan stated that the learning outcomes 

are not substantially utilized at their jobs at the government offices in the short term, but 

they believed that these outcomes should be beneficial in the long run, particularly when 

they are in more responsible positions later on, such as senior supervisors. The majority 

of the CPE participants in both the U.S. and Japan presented that they are not allocated to 
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a position where they can apply their knowledge or skills gained through the CPE 

programs. There is a system barrier existing that the human resource allocation is 

functioning based on position vacancies and does not consider employees’ CPE 

experiences as a decision factor, therefore, the CPE participants cannot control the HR 

allocation based on their experiences.  

The findings indicate that the CPE experiences do not help promote job positions 

or salaries at the government offices. The government does not necessarily value 

academic knowledge or skills gained through the CPE programs. They consider English 

skills for some occasions for U.S. masters’ degree holders. English proficiency is more 

important than knowledge or skills as learning outcomes of graduate and professional 

schools in the U.S. However, it is likely that CPE participants view that receiving CPE 

training with financial supports in a foreign country itself is a reward. 

Upgrading academic degrees does not necessarily link with professional 

development. While the U.S. identifies upgrading the advanced degrees could be an 

essence of upgrading individual qualification as professional, the Japanese government 

still less emphasizes graduate or professional degrees for professional development. 

Although the government has attempted to expand and improve graduate and 

professional school education, as the HR allocation reflects, the outcomes or the 

academic credentials are not valued at the government as much as expected.  

U.S. degrees might be meaningful in the general labor market, but not in the government. 

Particularly, the U.S. degree is viewed as an evidence of English proficiency. In this 

regard, the U.S. degrees have more advantages than Japanese degrees to demonstrate job 

qualification in terms of language skills. 
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Summary

This section presented the comparative analysis in three areas: (1) reasons for 

participating in the CPE programs, (2) learning outcomes, and (3) applicability for later 

job performance. The findings showed that more than one motive or mixed motives 

influence participants’ decisions to participate in CPE programs in both the U.S. and 

Japan. The comparative analysis also found that some reasons for participating in the 

CPE programs are common but others are largely different between the participants in the 

U.S. and the participants in Japan. 

It was originally assumed that CPE experiences affect job performance differently 

between participants in U.S. graduate schools and Japanese graduate schools; however, 

the finding indicated that CPE experiences in both countries are treated similarly. That is, 

these experiences are not necessarily specially treated for human resource allocation, job 

promotion, or salary raises at government offices.
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           Chapter 5: Discussion, Recommendations, and Conclusion
 

The study examined the perceived benefits and outcomes of the Japanese 

government Continuing Professional Education (CPE) program participants. In particular, 

it compared two groups of CPE program participants, those who attended U.S. 

graduate/professional schools and others trained in Japanese graduate and professional 

schools. The research questions included: (1) the reasons why participants choose to 

study in U.S. graduate schools as opposed to Japanese graduate schools, (2) what 

participants perceive they gained from U.S. graduate schools as opposed to Japanese 

graduate schools, and (3) how applicable CPE training in the U.S. is to professional 

performance in Japanese government offices as opposed to CPE training in Japan. This 

chapter presents: (a) discussion of the findings, (b) limitations, (c) recommendations, (d) 

implications for future study, and (e) conclusions.

Discussion of the Findings

Research question #1 focused on participants’ reasons for participating in the CPE 

programs. The data collected from twenty CPE participants in the U.S. and ten CPE 

participants in Japan provided different and common viewpoints on their rationale for 

participating in CPE programs. The findings suggested that the motivation to participate 

in the CPE training can be viewed within and beyond the context of Boshier’s 

motivational orientation model. The four factors (escape and stimulation; professional 

advancement; external expectations; and cognitive interests) are overlapped with 

Boshier’s original motivational orientation. However, the factor of “social welfare” was 

not a visible reason for both CPE participants in the U.S. and Japan. Instead, two other 

new factors (CPE itself is a reward/benefit and upgrading personal general market value) 
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emerged. The factor of “professional advancement” was the most common reason for 

CPE participation in both the U.S. and Japan. The factors of “escape and stimulation,” 

“reward and benefit,” and “upgrading personal general market value” were particularly 

emphasized by the cohort in the U.S. On the other hand, the upgrading personal general 

market value factor was not observed in the responses of CPE participants in Japan. 

Rather, the factor of “external expectations” was emphasized for them. The purpose of 

the CPE program in Japan focuses on improving the government administrators’ 

expertise and skills to cope with the greater sophistication and expanding complexities of 

the government administration (NPA, 2006). As already discussed, the HR people in 

individual Ministry expect CPE program participants in Japan to study particular 

disciplines and obtain job-related knowledge and skills. For these reasons, motivational 

factors of professional advancement and external expectations were predominant motives 

for CPE participants in Japan. 

Therefore, it is likely that the reasons for Japanese government CPE participants to 

predominantly choose U.S. graduate and professional schools are attributable to the 

positive images that U.S. higher education is offering that are not necessarily available in 

Japanese or other countries’ schools. Furthermore, the findings showed that participants 

had mixed motives when they decided to participate in CPE programs. 

In addition, it was this researcher’s expectation that examining participants’ reasons 

for participating in CPE programs would help to explain whether CPE program goals and 

participants’ motives match. The original goal of the CPE program in the U.S. (i.e., the 

Japanese government officials’ long-term overseas fellowship program) is defined as 

follows: “along with the internationalization of government administration, the program 

146



sends government officials of each Ministry to foreign graduate schools and to 

encourages them to be engaged in research on the purpose of training them to have 

international perspectives and cope with the expanding dynamic complexities and 

diversity of international environments” (NPA, 2006, p. 1). Having “international 

perspectives” is not clearly defined and does not seem to be directly related to the job; 

however, the findings might help to examine how the participants’ multiple motives for 

CPE training (e.g., improvement of English skills, acquiring knowledge at advanced 

graduate program, and U.S.-Japan strong relationships) could help to build more concrete 

definitions of the purpose or mission of the program.

 In contrast, the CPE program in Japan (i.e., the Japanese government officials’ 

domestic fellowship program) aims to improve the government officials’ expertise and 

skills to cope with the greater sophistication and expanding complexities of the 

government administration (NPA, 2006). The official aims of both programs sound fairly 

broad and do not necessarily have a particular mission related to program participants; 

yet, the CPE program in Japan seems to expect participants to acquire job-related 

knowledge and skills through graduate study, more than the CPE program in the U.S. The 

findings implied that CPE participants in Japan received more external pressures than the 

cohort in the U.S. to study at a particular graduate program to improve their expertise and 

skills. In this regard, the goal of the CPE program in Japan is consistent to some extent 

with the incentives for participants in Japan to participate in CPE training.   

Regarding research question #2, the findings of the study discovered positive 

aspects of interviewees’ learning outcomes. Kolman and her colleagues (1987) identified 

three outcomes of graduate study: career development, values and behavior, and 
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scholarship. Smart and Hagedorn (1994) defined human relations, reflective thinking, and 

research competencies as three major learning outcomes. As reflected in social 

networking, human relations are significant outcomes that might be eventually connected 

to career development. It is likely that the findings are similar to those of Conrad, 

Haworth, and Millar’s (1993) qualitative research with open-ended interview methods. 

They investigated how interviewees experienced their master’s program. The positive 

aspects of the responses included the ability to integrate theory and practice and develop 

a broader view, or big picture perspectives, development of analytical skills, oral and 

written communication skills, and professional practice skills. Each participant provided 

positive aspects of learning outcomes of the CPE programs in different ways. 

Research question #3 examined how the participants of each CPE program viewed 

the applicability of their training to their later job performance in Japanese government 

offices. The findings showed that the majority of CPE participants in both the U.S. and 

Japan believed that their CPE experiences have not been specifically applied to their job 

in the short-term, however, they thought that the experiences might be beneficial in the 

long run. The data also indicated that the CPE experiences seldom influence job 

promotions or salary raises after the CPE participants returned to the government offices. 

The findings implied that the Japanese government does not necessarily value 

academic knowledge or skills gained through the CPE programs. The government might 

expect the CPE participants have English proficiency for some occasions when they have 

U.S. graduate degrees, but all positions do not necessarily match with what the CPE 

participants learned at graduate and professional schools. Human resource allocation is 

not a simple issue in the Japanese government. Some CPE participants see that receiving 
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CPE training with financial supports in a foreign country itself is a reward or a benefit, 

but others are disappointed with the HR system barrier and have a question of how the 

tremendous amounts of public funds should be effectively invested. 

In terms of a linkage of theoretical framework, the findings are highly related to 

human capital theory as well as Ottoson’s Situated Evaluation Framework. Human capital 

theory was considered as an umbrella framework of the study. This theory assumes that 

government CPE programs involving graduate and professional schools are viewed as an 

investment in people. The definition of this theory articulates that high educational 

credentials ensure that workers have high skill levels and high labor productivity.      In 

other words, the human capital theory addresses that schooling raises earnings and 

productivity mainly by providing knowledge, skills, and a way of analyzing problems 

(Becker, 1964). The findings of the dissertation study, however, demonstrated that CPE 

participants’ upgraded academic credentials are not highly valued at the government 

workplace, nor influence CPE participants’ job promotion or salary raises. The findings 

also implied that it is difficult to demonstrate evidence regarding how the CPE learning 

experiences are substantially used for job performance, that is, the improvement of labor 

productivity. Instead of human capital theory, it is likely that the findings is closely 

related to “credentialism” that does not accept the assumption that schooling improves 

productivity, but degrees and education provide information about other valuable traits of 

people such as persistence and potential abilities (Becker, 1964). Particularly, the CPE 

participants in the U.S. discussed that the government (e.g., human resource people) 

expects that U.S. graduate or professional degree holders have English proficiency, but 

their academic knowledge or skills obtained from graduate and professional school are 
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not necessarily valued for job. The CPE participants in Japan provided the similar 

responses that their knowledge and skills acquired at graduate and professional schools 

are not important factors in deciding human resource allocation at the government 

offices. Rather, the CPE participants in both the U.S. and Japan stated that the CPE 

opportunity itself is viewed as a “benefit” or “reward” for the participants that allows 

them to be away from work for two years and eventually motivates them to work harder 

after returning to the workplace. Moreover, the CPE program could be an incentive for 

the government job applicants to join in the Ministry. It is assumed that the reward might 

eventually increase the workers’ job productivity.   

As Randall Collins (1979) discussed in the Credential Society, the academic 

credential reflects a lack of linkage between school curriculum and the labor market. As 

Becker (1964) discussed, the main problem with the credentialism is that the employers 

are not interested in information on success on schoolwork, but on abilities and 

performance in the context of working life. In this definition, the employers (e.g., 

Japanese government human resource) do not emphasize what the CPE participants 

learned at graduate and professional schools, but rather evaluate their job performance 

and abilities in the context of work. This phenomenon exactly describes the definition of 

credentialism. 

Regarding the CPE participants’ perceived learning outcomes and the application 

to professional performance in government offices, Ottoson’s (2000) Situated Evaluation  

Framework (SEF) was applied. In the SEF model, learners and their acquired knowledge 

are situated at the intersection of the CPE educational context, the participants’ practice 

context, and the evaluation context. Ottoson illustrated that knowledge is used by the 
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learners between the educational and practice contexts.

With regard to the CPE educational and practice context, the CPE participants’ 

perceptions presented that their acquired knowledge and skills at graduate and 

professional schools are not necessarily linked with job performance. Therefore, the 

Ottoson’s SEF model cannot be clearly applied to the context of the study. With regard to 

the CPE evaluation context, human resource allocation system would reflect how the 

CPE experiences are valued at Japanese government. As already discussed, the findings 

indicated that the CPE experiences seldom influence job promotions or salary promotion 

after the CPE participants returned to the government offices. The CPE participants are 

not necessarily assigned to job positions where they could apply their CPE experiences 

due to the system barrier of human resource allocation after returning to the workplace. 

Figure 9 was created based on the findings. The system barrier in human resource 

allocation seems to block a direct linkage between CPE outcomes and later job 

performance at the practice context. All positions do not necessarily match with what the 

CPE participants learned at graduate and professional schools. It is likely that the 

government does not necessarily directly value academic knowledge or skills gained 

through the CPE program, or CPE experiences are “considered but not reflected” (CPE 

P8) for human resource assignment. That means, CPE learners and their acquired 

knowledge and skills are not situated at the intersection of the CPE educational and 

practice contexts. 

As Figure 9 describes, Japanese government CPE programs do not have a formal 

evaluation system regarding what the CPE participants learned through the programs. 

The issue is related to accountability.

151



Figure 9. Japanese Government CPE Learning Model: Situated Evaluation Framework

 As several CPE participants described as “the National Personnel Authority didn’t 

conduct any particular evaluation after I returned to Japan” (CPE P1), “I just needed to 

write some simple reports….such as what classes I took at my graduate school and also 

experiences of grad school application process” (CPE P8), “nobody checked nor did any 

evaluation regarding what I studied at graduate school” (CPE P16), “I feel like the NPA 

allowed me much freedom. I could choose whatever classes I wanted to take according to 

my interests, but nobody checked in detail during my study and even after I returned to 

Japan” (CPE P18), the NPA does not prepare a systematic evaluation system to examine 

the CPE program effects. Further, government human resource staff do not necessarily 
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make decisions of HR allocations based on CPE experiences. In addition, the NPA that 

has sent government officials to graduate and professional schools does not trace CPE 

participants’ later career paths or job performance at the government offices. The only 

NPA requirement of returning CPE participants is a simple, written report regarding the 

graduate/professional school application process as well as graduate study experiences as 

reference to the following CPE program applicants. This fact implies that the evaluation 

context is missing. As an informal evaluation, however, the government HR tends to at 

least consider CPE experience in U.S. graduate or professional education could assure the 

participants’ English proficiency to some extent. 

Upgrading academic degrees does not necessarily translate into professional 

development. While the U.S. identifies the advanced degrees could be an essence of 

upgrading individual qualification as professional, Japanese government still less 

emphasizes graduate or professional degrees for professional advancement. In this 

researcher’s opinion, despite the government’ attempts to expand and improve graduate 

and professional school education, as the government HR allocation reflects, the 

outcomes or the academic credentials are not valued as much as they are expected. 

Rather, it is likely that CPE participants see that receiving CPE training with financial 

supports in a foreign country itself is a reward which might motivate the CPE participants 

to work harder. On the other hand, some participants are disappointed with the system 

barrier and question how the tremendous amounts of public funds should be effectively 

invested. 
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                               Limitations

This research had three limitations, particularly in its research methodology and 

analysis. First, this study relied on participants’ perceptions of reasons for participating in 

the CPE programs, learning outcomes of graduate/professional education, and 

applicability of the CPE programs for the job performance after returning to the 

workplace. The reliance on self-reports does not allow for generalization and the 

respondents may not be equally open and accurate.     

Second, the sample accessibility was a major limitation. The participants were not 

able to be randomly drawn from the population due to the small number of participants 

involved in CPE programs and a lack of accessibility to these participants for the 

research. Particularly, it was difficult to get access to CPE participants in senior positions 

who experienced the CPE decades ago. Therefore, the sampling target focused on recent 

CPE participants who returned to Japan a few years ago. The study needed to depend on 

snowball sampling through the personal connection although purposeful sampling guided 

the participant selection criteria. Therefore, this study was not able to generalize the 

findings; it was challenging to draw comprehensive conclusions about the research 

questions. 

Finally, the study interviews were all conducted in Japanese and the interview 

narratives needed to be translated from Japanese to English. The translations might not be 

able to present accurate texts word by word nor catch all the nuances and culture of 

Japanese participants.   
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                           Recommendations

The findings of this study brought public policy and educational implications. With 

regard to public policy aspects, the study discovered a lack of connection between 

continuing professional education (CPE) through graduate or professional schools and 

effects of human resource investment at the government. There is a need to consider 

implementing a formal evaluation system for CPE programs within the workplace. In 

terms of educational implications, the findings also imply a lack of clear linkage between 

the government job qualification and what graduate/professional education offers. This 

will be needed to examine alignment between what the labor market needs and 

graduate/professional school curriculum offers, particularly in public sectors. As 

recommendations, the section focuses on the following three issues: (a) implementing a 

formal evaluation system for CPE programs, (b) enhancing dialogue between the labor 

market and graduate/professional schools, and (c) development of CPE learning 

outcomes indicators.

Implementing a Formal Evaluation System for CPE Programs

      First, implementing a formal evaluation system at the NPA regarding CPE 

program effects needs to be considered in Japanese government as a public policy. The 

evaluation system in the labor market is relevant to the accountability and also would 

enhance efficiency of investment on human resources. This study showed that there is not 

a clear evaluation system in Japanese government to assess CPE programs including 

participants’ learning outcomes at graduate and professional schools and human resource 

allocation. As a sender, NPA does not necessarily evaluate nor trace the CPE participants 

later job performance. In spite of sending the employees to graduate and professional 
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schools through public funds, the learning outcomes were not necessarily evaluated nor 

applied in the job context. Rather, the CPE opportunity could be regarded as benefits or 

rewards for the employees to be more motivated to work harder after returning home, or 

could be incentives for job applicants to apply for the positions. Particularly, the 

government CPE programs are run by public funds, therefore, learning outcomes of the 

government CPE programs and the applicability of the programs to the job performance 

in government offices need to be released in the public as public policy. In this way, 

investment on human resources would be more effectively managed. 

Enhancing Dialogue between the Labor Market and Graduate/Professional Schools

     Second, more interactions between the labor market and graduate schools will be

needed to improve graduate education quality. It is important for the labor market to 

evaluate the quality of graduate programs and enhance interactions between the two 

sides. On the graduate/professional school side, CPE P23 indicated in his interview that 

his graduate courses mainly focused on theories and these are not necessarily applicable 

to his job. He added that his professors were teaching general theories, so the courses 

offered at the school were different from what he expected. He thought it was challenging 

to link what he learned at graduate school with actual practices at work. On the labor 

market side (that is Japanese government offices), CPE P4 described that he did not feel 

he currently had opportunities to use the knowledge gained through the CPE program at 

work. The bosses or human resource people at his Ministry might value English skills, 

but not the academic content he learned from graduate school in the U.S. that much. This 

study found that the knowledge and skills are not substantially evaluated at Japanese 

government offices despite having been sending hundreds of employees to graduate and 
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professional schools with public funds over decades. At best, U.S. graduate degrees could 

be a part of the evidence of English proficiency, however, the academic disciplines are 

not necessarily emphasized at government offices. That is, Japanese CPE senders do not 

necessarily relate the quality of graduate and professional education to employment 

skills, attitudes, and knowledge. 

The graduate and professional schools also could be more responsive to labor 

market demands to some extents and revise or improve the curriculum contents according 

to the needs. In particular, Japanese professional educational programs except the fields 

of law, accounting, and business administration have not received an official evaluation 

by the third party. The Japanese government has not established a formal evaluation 

system toward newly established graduate schools in public policy areas. Not only 

establishing a formal evaluation system by public sectors, but also more dialogue, would 

be needed among graduate/professional schools, the labor market (e.g., professional 

groups in public sectors), and graduates/the current students of the graduate and 

professional programs. Graduate and professional schools that train professionals in non-

academia are supposed to be developed based on social needs. The advanced schools 

should be expanded along with social foundations and accommodations. Thus, as Figure 

10 indicates, alignment among the labor market (the government), CPE programs, and 

graduate and professional education curriculum could be needed to enhance the 

effectiveness of the CPE training.
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Figure 10. The Labor Market-CPE Programs-Graduate/Professional Education Alignment 

Model.

Development of CPE Learning Outcomes Indicators

Finally, this study provided some aspects of learning outcomes indicators regarding 

continuing professional education (CPE) at graduate and professional schools. The 

literature reviews in the U.S. argue that little research has been conducted on student 

learning outcomes in master’s programs (Baird, 1980; Bilder, Conrad, & Haworth, 1993; 

as cited in Haworth, 1996). Particularly, few studies have explored learning outcomes 

across fields in graduate and professional education. Little research has been conducted 

in Japan regarding learning outcomes at graduate and professional schools either. As 

there were no clear indicators that could be used for measure learning outcomes at 

graduate and professional schools, this study focused on exploring individual perceptions 

about their learning experiences. In particular, this study discovered learning outcomes of 
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CPE participants in public sectors based on their subjective viewpoints and these were 

very broad, however, they brought insights to help develop more indicators of graduate 

education learning outcomes for professionals. In order to provide more objective 

analysis, quantitative research could be paired with a qualitative study employing a mix-

methods methodology in a future endeavor.  

Hence, it is recommended to consider implementing evaluation systems in two 

layers: (1) internal evaluation system for CPE program at the NPA, and (2) evaluation 

system by the third party (e.g., professional groups in public sectors) for graduate and 

professional schools in public policy areas. Along with the evaluation systems, the 

development of learning outcomes of graduate and professional schools will be needed to 

assure the quality of graduate programs. 

Implications for Future Study

Implications for future study include five issues. First, a longitudinal study would be 

necessary to see how CPE participants’ perceptions would change over time. Future 

research would trace the same cohorts later on such as three, five, or ten years later and 

ask the same questions to see how their perceptions would change for longer periods of 

time. Particularly, the question of job applicability would take time to fully explore.

Second, in addition to CPE participants, it would be beneficial to ask the perceptions 

of supervisors and human resource staff at each Ministry regarding CPE participants’ 

outcomes and job applicability. In addition, future research would also need to ask 

perceptions of professors at graduate and professional schools toward the CPE 

participants. Particularly, the multiple perceptions would be helpful to understand the 

applicability of the CPE learning outcomes to the job performance. 
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Third, this study employed the qualitative method to explore participants’ 

perspectives focusing on “why” or “how” questions that quantitative research could not 

investigate deeply. Therefore, qualitative research was most suitable to draw individual 

personal experiences of the CPE programs for this study. This study provided some 

aspects or indicators to see professionals’ motives to participants in CPE programs, CPE 

program learning outcomes, and job applicability. Future study would expect to develop 

more indicators and then might consider using quantitative research method to explore 

more objective and a broader range of samples.   

Fourth, this study focused on Continuing Professional Education (CPE) of Japanese 

government officials at graduate and professional schools. Public sectors might provide 

unique perceptions or contexts toward the CPE issues. Future research should look at 

CPE training by private sectors with wider range of professionals, and see how different 

and common perceptions would emerge from that inquiry. 

     Lastly, future research would be expected to keep examining how the advanced 

academic credentials would be evaluated in the Japanese government along with the 

expansion of graduate and professional schools. Despite an increasing number of 

graduate and professional schools in Japan, the study indicated that the current system 

does not necessarily value graduate or professional degrees as an important qualification 

for professionals. Future research may explore whether improvement of graduate or 

professional education quality may help enhance the degree values or enhanced values of 

advanced academic credentials would contribute to improvement of quality of graduate 

programs. 
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                               Conclusions

      The study examined the perceived benefits and outcomes of the Japanese 

government CPE program participants. In particular, it compared two groups of CPE 

program participants: those who attended U.S. graduate/professional schools and others 

trained in Japanese graduate and professional schools. 

The reasons articulated by CPE participants in the U.S. showed that the learners 

had very positive images toward U.S. graduate and professional schools, as seen in the 

comments such as “the U.S. is the center of academics in the world,” or “U.S. schools 

offer availability and variety of academic programs,” or “U.S. graduate programs have 

been successful in integration of theory and practice.” In this regard, U.S. graduate and 

professional education has successfully demonstrated positive images to attract 

international government officials for further professional study. Improvement of English 

skills and U.S.-Japan strong relationship in politics, economy, and culture were also 

common reasons for participants in the U.S.  Additionally, as described as “rewards,” 

some participants in the U.S. saw living in a foreign country and staying away from the 

routine work in Japan for two years itself was precious experience for them. On the other 

hand, it is likely that the CPE participants in Japan focused more on obtaining particular 

expertise and job-related skills at domestic graduate programs; however, the rationale to 

choose domestic graduate education for further study included relatively passive reasons 

such as external expectations (i.e., bosses’ suggestions or compulsion), family condition, 

and a lack of confidence in English skills.   

  Regarding learning outcomes, perceived acquired skills were different between 

the two cohorts. The CPE participants in Japan thought that they acquired critical 
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thinking, reading, academic writing, and quantitative skills through the CPE program. On 

the other hand, English skills were the predominant outcome for the CPE participants in 

the U.S. Improvement of English skills was also most frequent reason for the participants 

in the U.S. to decide to study at graduate or professional schools in the U.S. In this 

regard, the acquired outcomes were originally intended for the participants in the U.S.; 

however, there is a concern that the purpose of the CPE program in the U.S. seems to 

only focus on improvement of English skills, not necessarily job-related knowledge and 

skills. The government official goal of the CPE program in the U.S. articulates that the 

training encourages participants to have international perspectives to cope with 

international environments. If the “international perspectives” only refer to the 

improvement of English skills, but not necessarily other knowledge or skills, the goal 

might need to be reviewed to consider whether the CPE training should focus on only 

improvement of English skills or if it should be more related to job.   

In terms of attitudes, it is likely that CPE participants in the U.S. demonstrated 

some psychological aspect changes. Reflecting work and life balance in Japan, 

broadening perspectives, becoming more social, and enhancing self-confidence seemed 

to come from not only graduate study experiences but also living experiences in a foreign 

country. Self-confidence enhancement was not necessarily found from the interviews 

with CPE participants in Japan. It is likely that the enhancement of self-confidence was 

related to communicating with people with different languages and cultures. Social 

network development was one of major outcomes for CPE participants in the U.S. and 

Japan. Graduate or professional schools could be a social network salon where people get 

together for the same purpose: learning as students.  
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The findings also indicated that the CPE experiences seldom influence job 

promotions or salary raises after the CPE participants returned to the government offices, 

and that the Japanese government does not necessarily value academic knowledge or 

skills gained through the CPE programs as benefits for government jobs. English ability 

was relatively valued for U.S. graduate degree holders, however, the knowledge obtained 

from both U.S. and Japanese graduate and professional schools were not necessarily 

influential to human resource allocation decision making due to the HR system barrier. 

The data suggested that upgrading academic degrees does not necessarily mean the 

professional development in Japanese government either. It is important to note, however, 

that the CPE programs function as a motivator to enhance the employees’ incentives for 

work after returning to workplace or even applying for the job positions at Ministries. 

Yet, the CPE programs should not be viewed as only rewards, benefits, motivators, but 

need to help to improve participants’ job performance and professional credentials in the 

public sector. 

The findings of the study could impact public policy and education. They 

supported the importance of implementing an official internal evaluation system 

regarding the effects of CPE programs to enhance efficiency of human resource 

investment. As a public policy, the evaluation system could be structured within the NPA 

who has managed the CPE programs. The findings showed that NPA does not necessarily 

evaluate CPE participants’ learning outcomes at graduate and professional schools nor 

trace their later job performance, even though participants desire to contribute to the 

betterment of government administration by applying their CPE experiences. The data 

showed that the majority of participants decided to attend CPE programs with the hope of 
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enhancing their knowledge and skills that could help to improve their job performance. 

The human resource system barrier might deteriorate the participants’ passion and 

motivations. Furthermore, the government CPE programs are managed by public funds; 

implementing a formal evaluation system would enhance accountability to the public as 

well as human resource management in government offices. In this way, investment of 

human resources through CPE training would be more effectively managed and 

eventually more encouraged in many fields.

In addition, another formal evaluation system could be supported by the 

government or another third party to assure the quality of graduate and professional 

education programs in public policy areas in Japan. The data implied that what is offered 

at Japanese graduate and professional schools especially in the fields of public policy is 

not necessarily applicable to CPE participants’ job. It seems that the Japanese government 

CPE senders, recognizing this phenomenon, do not expect to relate the quality of 

graduate and professional schools to employment skills and knowledge. It is likely that 

there is a lack of expectation or positive prospects toward education of Japanese graduate 

and professional schools. In particular, the number of newly established professional 

schools in Japan has been increasing in an aim to produce more professionals that meet 

social demands today. Without adequate interactions between the labor market and the 

graduate programs, however, the original purposes for expanding graduate and 

professional schools would not be achieved. Therefore, more dialogue among graduate 

and professional schools in the fields of public policy, labor market (e.g., professional 

groups in public policy sectors), and graduates/current students of graduate/professional 

schools would help to improve the curriculum of graduate programs. 
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From an academic point of view, the findings helped to bring insights of 

developing learning outcomes indicators of graduate and professional education 

programs. Little research has explored in Japan to discuss learning outcomes of masters’ 

programs, particularly that relate to the labor market. The researcher believes that the data 

provided based on interview-based research methodology could be a first step to explore 

more indicators to measure learning outcomes at the graduate and professional education 

level. 

The notion of the CPE programs depending on graduate and professional education 

itself has not been adequately recognized in Japan. The researcher desires that the study 

will help raise discussion of structuring CPE programs for employees’ professional 

development at graduate and professional schools. It is also this researcher’s hope that 

this study will initiate social, political, and educational dialogue to enhance more 

interactions between graduate /professional schools and the labor market. This would 

eventually help to enhance the effectiveness of CPE programs and also develop the 

quality of graduate programs to meet social needs.
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Appendix A 

A Letter to Participants

Date__________________
Dear__________________

I am conducting a study for my doctoral dissertation at the George Washington 
University on Japanese government officials’ learning experiences in graduate and
professional schools under a concept of “Continuing Professional Education (CPE).” 
Your personal insights regarding your CPE experiences will help me better understand 
professionals’ motivation for learning at graduate/professional schools for further 
professional development, what they think they gained, and how they transfer their 
learning experiences to the job performance. Your own feelings and experiences are the 
most important to the study. Your participation in this study will help improve the current 
government CPE programs as well as the reform of Japanese graduate programs to train 
professionals. 

This project is part of the research phase of my study using interview-based 
qualitative study research method. I would like to request one hour semi-structured 
interview with you to discuss your insights on this topic. I can accommodate your 
schedule and meet you at a convenient location.

Every effort will be made to keep your information confidential. I would use 
pseudonyms or numbers in place of your name and the names of schools you attended. If 
some of the questions I ask you as part of this study may make you feel uncomfortable, 
you may refuse to answer any of the questions. You may take a break at any time during 
the study. You may stop your participation in this study at any time.

Please feel free to reach me by this e-mail at anoda@gwu.edu or by telephone at 090-
8366-2250 (cell) if you have any questions, or you may reach my dissertation chair, Dr. 
Mikyong Minsun Kim, Associate Professor by Email at kimmi@gwu.edu.

Thank you for your participation and support with this study.
Best regards,

Ayaka Noda
Doctoral Candidate, Higher Education Administration
The George Washington University 
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A Letter to Participants
(In Japanese)

＿＿＿＿様                  　　　　　　　　　　　　　　　　　　　 

＿＿月＿＿日

　拝啓

時下ますますご清栄のこととお慶び申し上げます。平素は格別のご高配を賜り、厚くお

礼申し上げます。

米国のジョージワシントン大学の博士課程（高等教育政策）に在籍しております野田文香

と申します。この度、調査のご協力のお願いがありご連絡を差し上げました。

現在私は、大学院における社会人の継続専門教育、大学院と労働市場の接続をテーマに博士

論文を執筆しております。今回の調査は、人事院枠で日米の大学院に留学なさっていた日本人

の国家公務員の方々を対象としております。

突然のメールで大変恐縮ではございますが、米国（国内）留学をされた＿＿様に大学院に

行かれた動機・目的、大学院におけるご経験と、どのような側面が仕事上で応用されているか

等のご見解を直接お聞かせ頂けますでしょうか。インタビューには 1 時間程お時間を頂けま

すと有難く存じます。

この研究は一般化（客観性）を求めておらず、参加者の主観に基づくものですので、ご経験

や思うところをご自由にご回答頂ければと思います。ネガティブなご見解も貴重なリソース

になりますので、どんなご意見でも大歓迎です。個人名、役所名、学校名、プログラム名など個

人が特定できないように匿名性を必ず守秘いたします。インタビューの内容が不快であった

りした場合はお応え頂かなくても結構です。

ご多忙の所大変恐縮ですが、調査の趣旨を理解いただき、協力賜りますようお願い申し

上げます。

野田文香

ジョージワシントン大学

高等教育政策研究科博士課程
anoda@gwu.edu
090-8366-2250
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Appendix B
 

Interview Protocol

Background Information
1. Please tell me about your career background.

a) Which Ministry are you working for?
b) What do you do? 
c) How many years did you work before you participated in the CPE program?

2. When did you attend the graduate/professional school through the CPE program?

3. Please tell me about what graduate school/program (major) you belonged to in the U.S. 
(or in Japan).

Part 1.  Why do the participants choose to participate in the CPE programs? [RQ1]

4. Why did you decide to attend graduate/professional school through the CPE program?

5. Why did you choose U.S. (or Japanese) graduate/professional school for further study? 

6. Why did you choose the particular institution?

7. Why didn’t you choose to attend graduate/professional school in other countries? 

8. What did you expect to gain from the graduate/professional school before attending?
   　　

Part 2.  What do the participants perceive they gained from the CPE programs? [RQ2]

9. What do you think you obtained from graduate/professional school?
     [Follow up with, -in terms of knowledge/skills/attitudes?]

10. What did you like/dislike about your program in the graduate/professional school?

11. Did you gain more social network as a result of CPE training?

Part 3.  How do the participants of each CPE program view the applicability of their  
training to their later job performance in Japanese government offices? [RQ3]

12. In what aspects do you think you can apply your CPE learning experiences in U.S. (or 
Japanese) graduate schools to your job performance? 

      [Follow up with, -in terms of knowledge/skills/attitudes/social network?]
[Follow up with, -in the short term/in the long term?]  

13. How do people in the workplace evaluate your experience in graduate school? 
[Follow up with, how do your bosses assign you to a position after the CPE 
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training, 
a) Immediately after the CPE training, b)after a period of time?]

[Follow up with, -in terms of knowledge/skills/attitudes?]

14. How has your upgraded education credential influenced your job?
[Follow up with, how do people in the workplace view your master’s degree?]
[Follow up with, how do you view your master’s degree at your work?]
[Follow up with, how do people in general view your master’s degree at your 
work?]

15. Is there anything else you would like to tell me? 
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Appendix C 

Research Consent Form

TITLE: Continuing Professional Education for Japanese Government Officials in 

Graduate and Professional Schools: A Comparative Study between the U.S. and Japan. 

GW IRB number: 070817

Principal Investigator: Dr. Mikyong Minsun Kim   Telephone number: 1-(202)994-3205 

Sub-Investigator:  Ayaka Noda            Telephone number: 090-8366-2250  

Sponsor:  N/A

Introduction 

You are invited to participate in a research study under the direction of Dr. MIKYONG 
MINSUN of the Department of Education Leadership, Higher Education Administration 
Program at the George Washington University (GWU).  Taking part in this research is 
entirely voluntary. 

Why is this study being done?

You are being asked to take part in this study because your personal experiences at 
continuing professional education (CPE) training in graduate/professional school make 
you an important source of information. Your personal insights regarding your learning 
experiences at graduate/professional school will help me better understand professionals’ 
perceptions of their motives to participate in CPE training at graduate/professional 
school, learning outcomes, applicability of leaning outcomes to job performance. This 
study is not seeking for generalizability. Your own feelings and experiences are most 
important to the study.  Your participation in this study will help improve the current 
reform of Japanese graduate and professional education. This project is part of the 
research phase of my study using interview-based qualitative study research method. 

This research constitutes partial fulfillment of the requirements for the Doctor of 
Education degree at the George Washington University, Higher Education Administration 
Program. The purpose of the study is to explore the perceived benefits and outcomes of 
the Japanese government CPE program participants. In particular, this study intends to 
compare and contrast two groups of CPE program participants, those who attended U.S. 
graduate/professional schools and others trained in Japanese graduate and professional 
schools. 

The research will be conducted at the following locations: government offices, 
coffee shops or public spaces. A total of 30 participants who experienced CPE training 
through National Personnel Authority (NPA) will be asked to take part in this study. A 
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sample of 20 officials will be drawn from the participants in the U.S. CPE program, and a 
sample of 10 officials will be drawn from the participants in the Japanese CPE program. 
You will be one of approximately 30 participants to be asked to take part in the 
interviews.

1) What is involved in this study?
If you choose to take part in this study, the following will be requested of you:

a. You will be asked a series of 13 interview questions in regards to issues 
that surround your CPE experience at gradate/professional school.  

b. Furthermore, I would like to ascertain a deeper understanding of how your 
perceive reasons of study in graduate/professional schools through 
government CPE program, learning outcomes, and the applicability to job 
your job performance. 

c. During the interviews, I will be tape recording all of your responses as 
well as taking notes.

d. After the interviews, I will have the tapes transcribed.
e. Once the tapes have been transcribed, I will ask you to review the 

transcripts by email for accuracy and any other comments you may have.

The following activities are specifically research related: 

1) Recruitment: CPE participants for this study will be chosen based on snowball 
sampling and purposeful sampling. 

2) Interaction: The interaction for this study will consist of one hour long in-depth 
semi-structured interviews.

3) Follow up: I will have a follow-up interaction with each participant allowing 
the participants to review interview transcripts for accuracy and or to allow them 
to provide any additional information.

The total amount of time you will spend in connection with this study is one hour to 
complete one interview.  

2) What are the risks of participating in this study?

There are no physical risks associated with this study. There is, nonetheless, the 
possible risk of loss of confidentiality. Every effort will be made to keep your information 
confidential; however, this cannot be guaranteed. Some of the questions we will ask you 
as part of this study may make you feel uncomfortable. You may refuse to answer any of 
the questions and you may take a break at any time during the study. You may stop your 
participation in this study at any time.

3) Are there benefits to taking part in this study?

You will not benefit directly from your participation in the study. The benefits to 
science and humankind that might result from this study are: the proposed study will 
examine CPE participants’ perceptions regarding reasons of attending 
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graduate/professional schools, learning outcomes and the applicability to job 
performance. This study also seeks to provide a voice that will give meaning to the recent 
drastic reform of Japanese graduate and professional schools. 

What are my options?

You do not have to participate in this study if you do not want to.  Should you decide to 
participate and later change your mind, you can do so at anytime. 

4) Will I receive payment for being in this study?

You will not be paid for taking part in this study.

5)     Can I be taken off the study?

The investigator can decide to withdraw you from the study at any time. You 
could be taken off the study for reasons related solely to you (for example, not following 
study-related directions from the Investigator) or because the entire study is stopped.

6)     How will my privacy be protected? 

If results of this research study are reported in journals or at scientific meetings, 
the people who participated in this study will not be named or identified. GW will not 
release any information about your research involvement without your written 
permission, unless required by law. 

At no time will this researcher make direct inquiries or references regarding the 
informants' participation in the study.  All documents and data will be destroyed where a 
participant has freely and optionally disclosed specific job-related information and will 
not be published in the analysis of the data. De-identification of the data will be done to 
maintain confidentiality of all participants involved in the study. The raw data with the 
actual names with the pseudonyms will be kept in a secure location in a locked file 
cabinet to protect the data and the identities of the informants.

Paper-based records will be kept in a secure location and only be accessible to 
personnel involved in the study. Computer-based files will only be made available to 
personnel involved in the study through the use of access privileges and passwords. 
Audio recordings will be transcribed immediately after the interviews and then destroyed 
to eliminate audible identification of informants. The colleges used for the study will be 
given pseudonyms. Each informant will be given a code so that all identifiers will be 
removed from the data as soon as the interviews are completed and transcribed.
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7)     Problems or Questions

The Office of Human Research of George Washington University, at telephone 
number (202) 994-2715, can provide further information about your rights as a research 
participant. If you think you have been harmed in this study, you report this to the 
Principal Investigator of this study.  Further information regarding this study may be 
obtained by contacting Dr. Mikyong Minsun Kim (principal investigator and dissertation 
chair), at telephone number 0033-010-1-(202)-994-3205. For problems arising evenings 
or weekends, you may call Ayaka Noda at (090)-8366-2250.

*Please keep a copy of this document in case you want to read it again.
 
If you agree to participate in this study, please sign below: 
 

8)      Documentation of Informed Consent

__________________________________________________     ___________
Subject’s Name (printed) and Signature      Date

__________________________________________________      ___________
Name (printed) and Signature of Person Obtaining Consent      Date

________________________________________________                     ___________
Principal Investigator’s Signature      Date
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