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The child lives in a somewhat narrow world of personal con-
tacts. Things hardly come within his experience unless they
touch, intimately and obviously, his own well-being, or that of
his family and friends. His world is a world of persons with their
personal interests, rather than a realm of facts and laws. Not
truth, in the sense of conformity to external fact, butaffection and
sympathy, is its keynote. As against this, the course of study met
in the school presents material stretching back indefinitely in
time, and extending-outward indefinitely into space. The child is
taken out of his familiar physical environment, hardly more than
a square mile or so in area, into the wide world—yes, and even to
the bounds of the solar system. His little span of personal
memory and tradition is overlaid with the long centuries of the
history of all peoples.

Again, the child’s life is an integral, a total one. He passes
quickly and readily from one topic to another, as from one spot
to another, but is not conscious of transition or break. There is
no conscious isolation, hardly conscious distinction. The things
that occupy him are held together by the unity of the personal

and social interests which his life carries along. Whatever is

uppermost in his mind constitutes to him, for the time being, the
whole universe. That universe is fluid and fluent; its contents
dissolve and re-form with amazing rapidity. But, after all, it is the
child’s own world. It has the unity and completeness of his own
life. He goes to school, and various studies divide and fractionize
the world for him. Geography selects, it abstracts and analyzes
one set of facts, and from one particular point of view. Arith-
metic is another division, grammar another department, and so

on indefinitely.

(John Dewey, The Child and the Curriculum and The School and Society, The
University of Chicago Press, 1956, pp. 5-6.)
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From the points of view of the conceptual structures between Lesson Study
and Curriculum Management, it is necessafy to understand what the concept of
curriculum mana;gement is.

Historically, curriculum management is often discussed within educational
research associations such as Japanese Curriculum Study Association and
Japanese Educational Management Association. (Kuramoto, 2008; Tamura, 2011).

The Ministry of Education, Culture, Sports, Science and '.[bchnology in Japan
(MEXT) officially recognizés the concept of curriculum management nationwide
in documents concerning the local board of education aﬁd schools. There are also
in-service teacher training systems concerning how curriculum management
improves school education for the middle leaders of schools within every
prefecture (Murakawa & Tamura, 2011).

According to Nakatome, a well-known researcher in the field, curriculum
management consists of two aspects: the first is curriculum design as centeni;
development and teaching instruction and the second is the managerial aspects
of fac1htat1ng a school culture that supports the first aspect (Nakatome, 2002,
2005, 2011). Also, Dr. English, an educational researcher in the UBA, mentloned
that curriculum management has two main conceptual factors: one is based on
the theory of Curriculum Development and Instruction, and the other is the
theory of School -_Management (English & Larson,. 1996; English, 2000). The
basic paradigms and the functions of curriculum management are
typicaliy explained as an interactienal theory about School Management and
Curriculum Development used to improve the holistic educational performance
of an educational institution (Kuramoto, 2011a).

A school organization system based on the curriculum management theory
needs to have clear managerial vision, such as how teachers should design the
" school curriculum, share their knowledge and coHaberate with each other to
- cultivate a united school culture. It also encompasses the typical “Plan, Do,

Check, and Action” system, also referred PDCA management cycle (Kuramoto
2009).

(HHsk - Kuraomoto, T. & Associates, Lesson Study and Curriculum Management in Japan’ Focusing

on Action Research (Augmented Edition), Fukuro publishing, 2021, pp. 11-13 & —¥5gkiR)
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When we look at the ways in which educators and educationalists have responded to'the global networked society, we can discern
a number of different approaches. Several of them start from a reading of the global networked society as a society where there is
an abundance of information and where access to this information is generally free. This, as I have mentioned above, raises
questions about the privileged role of the school in handing down knowledge to the next generation. Some have drawn the radical
conclusion that this makes the school obsolete, but the more common response is one that argues for what I suggest calling the
- formalisation of the school curriculum (i.e., it becomes a matter of form, not of content or substance). Here the focus shifts from
the acquisition of knowledge to the acquisition of the skills for acquiring knowledge, now and in the future, Notions such as ‘learning
to learn’ or education as the preparation for lifelong learning fall in this category.
A potential problem with these approaches is that they are not only based on a rather narrow view about the function of schooling
- I will return to this below -- but also on a potentially uncritical view about knowledge, that is that knowledge is ‘there’ and either
the school has the task to transmit this knowledge or, if knowledge is everywhere, it has the task to learn students to access
knowledge themselves. I am therefore more interested in approaches that argue for the need for forms of critical literacy,
-particularly because the abundance of information raises the question how one can properly select from and make judgements
about the information that is available to us. A critical literacy approach can also go one step further by making the very idea of the
global networked society itself a topic for critical scrutiny ~ for example along the lines suggested above. The focus then shifts from
a critical reading of knowledge and information to a critical reading of the world itself (see, for example, Freire & Macedo, 1987).
Such an approach, about which I will say a bit more below, stands in sharp contrast to approaches that uncritically embrace (a
particular representation of) the global networked society and simply see the task of education as that of preparing students for this
reality. One example of this is the idea of 21st century skills which is currently big in the USA and, if my observations are correct,
is also gathing popularity in other countries, On the website of the ‘Partnership for 21st Century Skills’ we can read the following;:

]
The Partnership for 21st Century Skills is a national organization that advocates for 21st century readiness for every student.
As the United States continues to compete in a global economy that demands innovation, P21 and its members provide tools
and resources to help the U.S. education system keep up by fusing the three Rs and four Cs (critical thinking and problem
solving, communication, collaboration, and creativity and innovation).

What worries me about the idea of 21st century skills is not only the fact that it seems to suggest yet another one-size-fits-all
educational solution for all problems, thus burdening teachers and schools again with unrealistic expectations about what they can
and should achieve, but even more so the fact that the ‘framework for 21st century learning’ that 21st century skills purports to
offer, takes the global competitive economy —i.e., global capitalism — as its unquestioned frame of reference. As a result, the purpose
of education becomes (re)defined as making students ready for this ‘reality,” and the phrasmg even suggests that the global economy
simply demands this. We can {ind the economic otientation of 21st century skills also in such claims-as that the “P21’s framework
for learning in the 21st century is based on the essential skills that our children need to succeed as citizens and workers in the 21st
century” and in highly rhetorical statements such as the following:

Every child in America needs to be ready for today’s and tomorrow’s world. A profound gap exists between the knowledge and
skills most students learn in school and the knowledge and skills they need for success in their communities and workplaces. To
successfully face rigorous higher education coursework, career challenges and a globally competitive workforce, U.S. schools
must align classroom environments with real world environments by fusing the three Rs and four Cs.

While I do not wish to deny the importance of work, it is neither the be-all and end-all of education, nor the be-all and end-all of
life. It is, therefore, not only rather narrow-minded to tie up education so strongly with the global economy. It is also ironic that
while critical thinking is very prominently mentioned as a 21st century skill, the whole framework seems to rest on an uncritical
acceptance of the reality of the global networked economy. For me this is therefore an example of a responsive— or perhaps we
should say:.reactive— response to the global networked society that, because it simply seems to accept the global networked society
particular in its economic manifestation, runs the risk of becoming irresponsible. What then, would a more responsible response
look like?

(Source : Gert Biesta(2019), Obstinate Education : Reconnecting School and Socrety , Btill Sense, pp.11-13)

MNR—TTFEBCHBEZIBRE ULTHDFET,
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_ ©Brill, from Obstinate Education: Reconnecting School and
% Society, Gent Biesta, volume 1, 2019; permission conveyed
through Copyright Clearance Center, Inc
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In the apprenticeship era, children were learning from the adults in their local envireniment. Most education
came from their parents or close relatives and friends. Children typically formed close bonds with the people
who wereteaching them. The closeness of the bonds had many significant effects on theirlearning. Children
knew that if they did not try hard, they would disappoint people who were critical to their survival. In times
of poverty and limited opportunity, a child’s failure to learn through apprenticeship had real consequences
for families. Hence, most children learned what they could in order to satisfy the adults who were teaching

them.

Withtheadvent of universal schooling, children and teachers must build their relationships anew atthe
start of each school year. Given that they are strangers at the outset, many-to-one student-teacher ratios
make it difficult to build the same kinds of relationships seen in apprensiceship. The ability to establish

_enduring learning relationships with students usually depends on whether the teacher demonstrates the

(A)| authority to control the classroom. In most middle and high schools, teachers must establishtheitauthority

_ from the outset or they will not survive very long. It is the students who perceive the value of schooling to
their futures who are most likely to recognize the authority of the teacher role as a necessary stepping stone
to make schooling work. When students don’t recognize the authority of the teacher or the school, the class-
room becomes rife with conflict. Thereis a clear power relationship between the giving and receiving of au-

thority in school.
Lifelonglearningrestores some of the relationship characteristics of apprenticeship learning. When

students participate inn web communities or take distance education courses, they interact with teachers and

other students over the Internet based on common irterests. These kinds of virtual interactions #re not as
rich as apprenticeships, but they often are richer than the limited contact that students have with teachers

at school.

Computer-based learning environments affect thelearningrelationship in another way: computer
systems have limited understanding of students as inndividuals and do not provide the warmth and support
of a good human teacher. At the same time, the systems provide regular, targeted feedback in a noncritical,
(B) impartial manner. Much is lostin computer-based learning settings because we learn most naturally by
interacting with people whom we krniow well and respect. But the highly interactive nature of computer
environments may compensate in part for the lack of personal bonds. Given the limitations of computer

environments, it is best if students working in computer-mediated environments are p art of a community,

either offline with friends and family or online with people sharing common interests.

(H{8t : Allan Collins, Richard Halverson, Rethinking Education in the Age of Technology :
Second Edition, Teachers College Press, 2018, pp.95~96.)

MR TFENCHBE B L THENET.

Bl # (A) AZEBEXREBICRLZ X v,
M2 # (B) WEAARBICHRLAEI W,
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FEHIDEVICBNWTABEE OEECRIAINBZ I LICOVTH DR REZRATLZ 3N,

XWEBB&ICBEL., ATOEHSDEMZBLLTEDET,

- From Rethinking Education in the Age of Technology,
W Allan Collins; Richard Halverson. Copyright ©-2018 by
Teachers College, Columbia University.
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< Liberal democracy & HH I DT >

A liberal democratic society is one in which individuals are self-regarding free to pursue their own interests, singly or
jointly. Liberal democracy found its outlet in the nineteenth century through the values of self-help, voluntarism, private
sector initiative and laissez-faire political economy. Liberal democracy stresses the importance of personal merit.
Rewards - scholarships, prizes, fellowships, research grants, honours — are bestowed when deserved. So a good portion

of the story of merit is deciding how exactly they are deserved.

<Social democracy & FHIC 2T >

A liberal democrat is interested in access to knowledge and the freedom to use it. Typically, the social democrat - Halsey
uses the word 'egalitarian’ - is concerned about the 'unequal distribution of skill and knowledge' and assumes that 'unless
there is proof to the contrary, inequality of outcome in the social distribution of knowledge is a measure of de facto
inequality of access'. For the liberal democrat, then, access is both abstract and personal. Can a society be termed 'open',
can it remove barriers to individual striving and does it subsequently refrain from imposing new ones? For the liberal,
the problem is the starting point. For the social democrat, it is the outcome that opens up the inquiry. '’ The positions

can overlap in so far as both would agree that starting points are significant, but the liberal democrat is not particularly

bothered by outcomes if convinced the initial hurdles can be surmounted.

<@mZFOHMM L LT>

The disagreement between liberal and social democracy is that simply removing the obstacles to
educational mobility is insufficient. a Iirst step to be sure, but what thereafter? Origins are indeed
important but so too are destinations. Precisely because removing impediments at the start is never
sufficient to achieve the desirable results, social democrats advocate central guidance, steering or
oversight at every major stage of the educational transition, altering or eliminating policies as appears
necessary. The greater good may well be more important than individual satisfaction. That is an argument
frequently appealed to. Also, fundamental transformations of society may require major alterations in
(hinking. To justily this attitude, social democrats had only (o tum to the metamorphoses produced in
Britain and America by industrialism and urbanism. How could the effects of these be ignored?
Americans could additionally point to the consequences of the massive urban immigration of non-
anglophone speakers ocewrring in the later nineteenth century.  (Hplift)  Adopted measures may even
include providing special advantages to groups regarded as needing particular attention, circumstances
having conspired against them. These may be compensatory - a form of repair not exactly popular. since
those who are being compensated are not generally those who initially suffered; but the policies of

compensation can also include measures to prevent a recurrence of in justice.

(Source: Sheldon Rothblatt (2007) Education's Abiding Moral Dilemma. Symposium Books: Oxford
MR- FENCHEEEBR L THEDET.

L MR (1) R SHOSIRE RN E X CRIBRL &2 & W,

M2, <W@EOFTFE L T>%EEI1C L 22, Liberal democracy & Social democracy D% Z 77 D %37 D FHFE A3
"D X5 BURIC oI DV THAL & S,
Z 12 TBGRE 1 2 TRl /22 TEHAL S XWEBB&ICEL. UTOEBDHBEEBLLTEDFET.

6 From Education’s Abiding Moral Delemma, Sheldon Rothblatt.
Symposium Books, 2007. https://doi.org/10.15730/books.47
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Ditferences between men and women in field of study chosen at the undergraduate level may

represent differences in the skills that these groups bring to the labor market and may partially explain

observes differences in wages. Choice of major, as well as decisions about where to attend coliege, is an

important link in the chain of decisions and events that build human capital for those fortunate enough to go

on to higher education”. Choice of school, choice of major, and academic performance coalesce to influence

options available to students for further education and career development. Choice of major is both an
immediate outcome of the educational process and a determinant of later outcomes of many kinds.
Understanding the factors that influence choice oh major, for men and women, is one part of the large process

of understanding personal as well as societal returns to varied investments in human capital.

In addition to probing preset-day patterns in choice of major. we will investigate whether, and in
what ways, these patterns in choice of majors made by men and women converged? Or have traditional

differences solidified or become even more pronounced in recent years?

Among the many factors that influence men’s and women’s choice of major, and consequently
gender differences in careers and wages, there factors related to gender may be particularly important: a
student’s preparation and achievement at precoliegiate levels of education, especially in mathematics; an
individual's preferences for various courses of study, which may be encouraged by parental ad societal
expectations; and the labor market prospects associated with a given set of skills, which may provide more

encouragement for one sex than the other to pursue certain fields of study. Our focus in this study is on the

first of those factors-—the extent to which differences between men and women in precollegiate achievement

(measured by SAT verbal and math scores) account for differences in choice of major at the college level®.

After examining the national trend in the choice of undergraduate major by men and women, we turn our
attention to the choices made by men and women at a small set of selective research universities and liberal

arts colleges.

Turner, Sarah E. ; Bowen, William G.(1999), Choice of Major: The Changing (Unchanging) Gender Gap,
Industrial & labor relations review, 52 (2), 289-313. X 1 511,
XR—FECHMZIBRL U THDFRT,
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M2 M @) e 50 d e & DOMFEANCH % human capital (2B 2R & MR £ 2
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13 FE (b) owvC, b L. =T 4B (the first of those factors) | OIE DR %
T2 C L IHW R BB A, LD XS T Ta—FaHErE A 5 b, Hx N Ak
AL, [FHEIC 2 DOFEDORBICOVWTH ER LT W,

XWEB#HB&ICFRL. UTOESDHEEZBRUTHNET,

Turner, Sarah E. ; Bowen, William G., "Choice of Major:

The Changing (Unchanging) Gender Gap", Industrial &

labor relations review (Vol. 52 Issue 3). pp.289-290,

copyright © 1999 by Cornell University. Reprinted by
/7 Permission of SAGE Publications
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By the nineteenth century the rural leadership group had
produced its own educational philosophers and cultural leaders, men such as

Ninomiva Sontoku(1) (1781-1856), who developed ideologies of self-help and practical

morality that encouraged the spread of basic literacy among the rural
populace. Sontoku believed that great things grew out of humble beginnings and that
farmers had to rely upon themselves, not on top-down initiatives: “Even if you have
many books, they are useless unless you study them,” he pointed out. “If you intend to
read books, you must begin at the beginning with the ABCs (iroha).If you intend to
bring prosperity to your home, you must begin by accumulating coppers. There 1is
no other way.” The following dictum expresses these sence of Sontoku’s
conviction: “Human morality is not located in nature; it must be cultivated from
within oneself in obedience to the will of heaven(tenri).”

One of the ways to implement this advice was by supporting local writing schools.

Yuyama Gonzaemon(2) from Takenoshita Village in northern Suruga Province (now

Shizuoka  Prefecture)) a man much influenced by Sontoku’s thought,
believed that to restore and maintain prosperity in their villages, farmers
had to acquire a tenacious sense of independence, endure abstinence, and exhibit
self-control. In his view, prosperity depended entirely upon the sacrifices and discipline
of the farmers themselves, not on outside agencies such as assistance from the domains
or bakufu. Yuyama was dismissive of the popular morality espoused by the
Shingaku movement, which was based on the syncretic philosophy of
Ishida Baigan(3) (1685-1744) and aimed to establish a merchant-based ethic
for townsmen. Following Sontoku’s self-help ideas, Gon-zaemon sought to plant
the seeds of future prosperity in the countryside by training the children of
wealthy farmers in basic literacy (shikiji narai),and he opened a writing school in his
village for that purpose.

(Source: Richard Rubinger (2007) , Popular Literacy in Early Modern Japan ,
Honolulu : University of Hawai‘i Press, pp.114-115)

1 (1) OEEFEBBIZONWT, B &,
2  (2) OBBEMEELEHFICET I M VTR AR SV,
I3 (3) OBEAICHONT, B2V,
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Adult education is a key for tackling some of the main challenges in Europe today. Europe faces growing
inequalities, not only between people but also between regions and countries within Europe. More and
more European citizens seem to question European values and liberal democracy by voting for xenophobic

and anti-European parties. It is of high importance to engage people in deliberative democracy through

adult learning®.

Demographic change sees shifting populations in Europe — people get older and therefore want to be
active and healthy for longer. In many regions and countries where there have been significant changes in
employment opportunities and few options to retrain, unemployment is very high, especially among the
youngest and oldest adults. Growing digitalisation demands new skills and competences of employees,
citizens, and consumers. Europe has faced a high level of migration, which poses huge challenges to

European governments and coherence. This has led to a wave of support from European citizens on the one

hand but also to a defensive or hateful reaction by critics, on the other hand ® . Climate change and other

environmental challenges continue to pose threats to (not enly) Europe’s future and to necessitate more
sustainable economies, societies and lifestyles.

Adult education holds the positive answer to many of these issues(® . [t benefits the individual but also

societies and economies. Do we want an innovative, more equal, sustainable Europe in which the citizens
participate democratically and actively, where people have the skills and knowledge to live and work
healthily and productively and take part in cultural and civic activities from a very young age to a very old

age? Below EAEA “! presents arguments, studies, examples and learners’ stories that illustrate our position.
“!European Association for the Education of Adults D #&F

(Source: Gina Ebner and Ricarda Motschilnig (2019), Mansfesto for Adult Learning in the 21st century:
The Power and Joy of Learning: European Association for the Education of Adults: Brussels, p.3)
MR- TFEBCHHMZEERELUTEDET.
M1 THRE (@) OFKRICOWT, BfRaykflxdH i THHL RSV,

M2 FRE (b)) ZMERL X v,

3 MR (o) oFKICOWT, BRI 26% ST THRIL 2T v,

XWEB 18&(CEL. UToEBDHMEBILLTEDET,

Manifesto for Adult Learning in the 21st century, Text by Gina Ebner and
Ricarda Motschilnig, European Association for the Education of Adults -
EAEA, 2019. https://eaea.org/wp-content/uploads/2019/04/

9 eaea_manifesto_final_web_version_290319.pdf
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