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of change in the international education of American children and adolescents,
a broad, cooperative study was undertaken concerning the following questions: (1)
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not the purpose of the study. Rather, it was to selectively survey the thinking of
American educators and social scientists with respect to these questions through
interviews, conferences, and meetings, and hopefully in so doing to lay the
foundation for a continuing and systematic examination of needs, objectives, and
priorities in international education. It was hoped that the conclusions and
recommendations set forth in the study would serve as stimuli and guides to a
continuing dialog and exploration as well as to new research and development
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PREFACE

In its more than fifty years of effort to develop informed and
responsible public opinion on foreign policy, the Foreign Policy
Association has periodically examined the whole range of educational
and informational agencies in order to add new activities where the
needs were greatest and the opportunities most promising. In 1965
FPA committed itself to a major national effort to improve the teaching
of world affairs in the nation's schools. Behind this decision were
the facts that for about half of the student population the last
opportunity to study world affairs in any systematic way comes in
high school; and that increasing research evidence indicates that
attitudes and interests in international matters are frequently well
formed before the end of high school.

Servicing schools, responding to requests, surveying curriculum
guides and instructional materials convinced FPA's School Services
staff that despite some imaginative efforts and a few outstanding
programs in international affairs education, considerable confusion
and a lack of direction existed with respect to this area of study in
the nation's schools. Therefore FPA proposed a broad, cooperative
effort be undertaken to: (1) identify the country's best thinking
with respect to goals, needs, and priorities, and (2) engage the
interest and participation of many able educators and scholars where
efforts are required if substantial progress is to be made in the
international dimensions of the curriculum.

Growing out of the study, this report provides a rationale for
international affairs education, presents a list of objectives, and
outlines some of the implications of this rationale for research,
curriculum development and teacher education.

1
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Among the many changes in American life spawned by the continuing
revolution in world affairs is a growing interest in the international
education of children and young people. This is manifest in many ways,
but perhaps most conspicuously in a number of trends in recent social
studies curriculum development. American schools are putting increased
emphasis upon the study of the non-western world. In recent years afew states have mandated, and several hundred school districts have
established, new courses in non-western studies, and several of the
national curriculum development projects are producing materials for
teaching about Asia, Africa, and Latin America. There is also a growing
interest in cross-national or cross-cultural comparative studies. Mater-ials are commercially available for the comparative study of politics
and economics in the ninth grade, and new materials are forthcoming for
the comparative study of family systems, religions, cities, and nationalhistories, as well as the polity and the economy. Many educators are
stressing the importance of enhancing the objectivity and intellectual
honesty of instruction about the United States, other societies, and
international events. Teachers are evidencing a growing interest in
international relations and foreign policy as textbooks, collections of
readings, films, case studies, and simulations become available for
classroom use. Historians have been joined by anthropologists in efforts
to "globalize" the study of world history as is evidenced in efforts to
improve the quality of instruction about the evolution and early cultural
development of the human species, in attempts to increase the amount oftime and attention students devote to the study of human history in Asia,Africa, and Latin America, and in endeavors to overcome the ethnocentricbiases that characterized many traditional European-centered world his-tories. The emphasis upon the study of man qua man reflected in these
efforts is also manifest in attempts of social scientists to build into
the curriculum more behavioral science-based studies of basic human
behaviors and social activities, including studies that make extensive
use of man-other animal comparisons.1

We believe that a point has been reached in the process of expanding
the international dimension of the social studies curriculum where wecan profitably pause to take stock of what has been done and to look
ahead to some of the tasks that should be undertaken in the course of thenext several years in order to further enhance the quality of the inter-
national education available in American schools. The study by the For-
eign Policy Association that is summarized in this report represents onesuch stock-taking effort.

Assumptions of the Study

The study reflects a set of convictions and assumptions about theneed for and the process of change in the international education of
American children and adolescents. These begin with the highly reasona-
ble assumption that the rapid and extensive change that has characterized



man's condition in the recent decades will not suddenly halt. To the
contrary, one can reasonably expect that the world in which today's and
tomorrow's children will look out upon as adults will be in a great many
respects a very different social landscape than exists today, just as
the shape of the current world is very different from what existed but
a few years ago. Robert Northt'in a paper prepared in connection with
this study, has attempted to portray the range of possible futures in
the form of a pessimistic and optimistic mapping of the shape of the
human condition in the course of the next half century.2

Pessimistic

Cataclysmic nuclear, biological or
radiological war

or
Proliferation of more conventional
and less devastating, but nevertheless
destructive and disruptive, wars on
land, or sea; in the air, and in space;
or generations of cold war; nuclear or
other blackmail from military bases in
space; ideological warfare through con-
trol of communications satellites.

Vast population surpluses coupled with
continuing pollution and exhaustion of
resources - at least in some parts of
the world.

Rich nations getting richer; poor
nations getting poorer, and within
nations the well-to-do majority
gaining while the depressed
minorities become more depressed.
Wars of "liberation" in underdeveloped
areas and endemic guerrilla conflicts
threatening to escalate.

Proliferation of conflicts along a
single or a few lines of cleavage, i.e.,
the richer, securer, advancing,
healthier, longer-living, and less
prolific whites versus the poorer,
less secure, slower developing, less
healthy, shorter-living, more prolific
coloreds.

Cybernetic control of visual and audial
communication networks around the
world by a single autocratic power
or two or three deeply antagonistic
superpowers.

Supergovernments (or superindustries,

4

Optimistic

World-wide, consensual, plura-
listic, but effective, inter-
national control, and institu-
tions for resolving interna-
tional disputes - possibly
with decentralized regional
units for regional conflicts.
Universally sanctioned counter-
vailing measures for heading
off disorders and potentially
dangerous confrontations -
some economic, perhaps others
social, political, or judicial.
National armed forces as out
of date as private armed forces
are today - armies, navies,
and air forces (if they exist
at all) having become a care-
fully controlled and safeguar-
ded monopoly of the interna-
tional peace-keeping institu-
tions for the preservation of
international law, order, and
justice. Today's vast mili-
tary technology will be con-
verted for ocean and space
exploration and colonization
and other constructive enter-
prises on a vast international
scale.

Population levels carefully
regulated by region in accord
with available resources and
levels of productivity. Loos-
ening of national barriers to
allow free flows of travel and
immigration correlated with
inducements to attract popula-
tions where a labor force is
needed, or where the environ-
ment can support larger numbers
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religious, benevolent and protec-
tive associations, or crime syn-
dicates or what not) controlling
- with cybernetic aids - tax

levying and collection, police
surveillance, education and in-
doctrination, political and/or
religious belief without counter-
vailing pressures and protections
available to imlividuals and small
groups; dictatorships with almost
instantly retrievable master files
and dossiers for each of its citi-
zens with vital statistics, intel-
ligence and aptitude quotients,
personality profiles, school cre-
dentials, employment records, tax
status, law violations, record of
memberships, associations, incau-
tious remarks, indiscretions and
so forth; states or professional
bodies with the knowledge and power
to lengthen or shorten life, tam-
per surgically or genetically,
and the like.

Societies in which automation per-
forms most of the functions and
large numbers of human beings are
left with time which they do not
know how to spend. Proliferation
of neuroses and alienations.

Vast cities with vast slums poorly
fed, housed, sanitized and educated.

Societies of the aged,

Disappearance of forests and wild-
life except in a few, inadequate
reserves in favor of vast stret-
ches of tarmac, concrete paving,
and rows of prefabricated dwelling
boxes. Continuing pollution of
rivers, lakes, harbors, bays,
coastal waters, and air.

Clogging of transportation lines
on land, sea, and in the air.
Accumulations of orbiting junk
in near space.

Metropolitan social, economic and
political functions are always a

5

of people.

World-wide opportunities for advan9e-
ment on the basis of inherent
capability and without restriction
to race, creed, or color. Rational,
world-wide, intercontinental, inter-
cultural, and international program
for agricultural, economic, techno-
logical, and scientific development.

Internationally regulated visual
and audial communication networks
serving as a world-wide free and
open market place for news, infor-
mation, knowledge, and culture.
Strict safeguards against possi-
bilities for monolithic control
by a single nation or narrow alli-
ance of nations.

Division and dispersion of govern-
mental decision and control - accor-
ding to function - on local (village,
town, city, locality), provincial,
national, regional, and world-wide
levels. World-wide, international
functions limited to the keeping of
world-wide peace, international
economic, technological, scientific,
and communications regulation and
development, space exploration and
control, and the like. National
autonomy with respect to national
affairs which do not impinge on the
welfare and security of other na-
tions. Considerable provincial
and local autonomy wherever such
autonomy is functional or calcu-
lated as Aesirable to counterba-
ance the power and authority of
the national government. Vastly
increased citizen participation in
local, provincial, and even - to
some extent - national governments.
With more leisure, the citizen can
pattern himself after the citizens
of Athens.

As cybernetics and automation take
over more and more of the repetitive
tasks of society, the educational
system enhances the capacities of
citizenry to participate in the



decade or more behind popula-
tion growth and technological
growth so that industry gives
rise to more slum areas.
Health, educational, and wel-
fare programs are inadequate;
transportation facilities are
a decade or two behind what
the populace requires. Ghettos
expand in many of the world's
vaster and more extensive ci-
ties and urban belts.

Scientific and technological
developments proceed so ra-
pidly that only a narrow
intellectual elite can keep up
with exploding knowledge and
specialized skills. Political,
social, and economic institu-
tions increasingly fail in
making adjustments to the chan-
ging environment, and indivi-
dual human beings find it

increasingly difficult to adapt
psychologically and behaviorally
to the changes that are taking
place so rapidly.
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arts (painting, sculpture, music,
literature, theater, dance, motion
picture making); science (experi-
ment, discovery); self government,
and other creative undertakings.
With time, machines take over la-
bor functions almost entirely and
leave each human being free to
develop a creative talent.

Urban areas carefully planned in
conjunction with open spaces -
mountains, lakes, rivers, beaches,
bays, parks, deserts and other pre-
serves. All wastes - water, air,
food remnants, Scrap metal - collec-
ted and reprocessed. Services and
facilities (hospitals, playgrounds,
churches, school libraries, col-
leges, universities, museums, audi-
toriums, art galleries, theaters,
and so forth) localized in neigh-
borhoods to provide ready access.
Institutions designed to prevent
growth of slum areas by injecting
economic, medical, technical, edu-
cational, social, or cultural
assistance.

Cybernetics,, learning theory, teach-
lug machines, and general systems
conceptual frameworks will speed
the learning process enormously to
develop citizens who can adapt to
the exponential growth of techno-
logy and participate in adapting
his social, economic and political
institutions to a rapidly changing
environment. In addition, the new
learning will foster a renaissance
in art, music, literature, the thea-
ter, and so forth.

From this learning, and as an out-
come of wisdom accumulated from
practical experience, an enligh-
tened citizenry of the world will
discover how to make constructive
use of bio-engineering, the pro-
longation of human life, and the
capacity for creating life. So-
cieties will achieve a stable
equilibrium of age distribution.



North goes on to observe that very likely the high probabilities
lie somewhere between these pessimistic and optimistic extremes, but
that the critical thing to note is that the course of the future is not
wholly determined by forces already in motion. Among the contingencies
that can affect the shape of the future is education. As North writes:

"It will make a significant difference how human beings are edu-
cated all over the world, but especially, perhaps, in the techno-
logically more advanced nations of the world including the United
States. The behaviors of people everywhere will depend crucially
upon the ways in which they are taught to perceive and interpret
the universe, ti.A. _arth and its envelope, the world community,
their own respective nations, themselves and their families, and
their roles, statuses, and functions in these various, more or less
overlapping or nesting organizations, milieu, contexts, or systems."3

These observations point up the first of a series of interrelated
assumptions which underlie the study, assumptions which, for brevity's
sake, can be summarized in propositional form:

The future will be partially shaped by how American children
and young people learn to perceive and interpret the world.

The sophistication of their perception and the adequacy of
their interpretation will be partially shaped by the quality
of the international dimension of the schools' curriculum.

The quality of the international dimension of the schools' curri-
culum in the 1970's and beyond will be partially shaped by the
research and development work undertaken by educators and social
scientists in the course of the next several years.

The kinds of research and development work undertaken will be
partially shaped by how educators and social scientists perceive
the structure and objectives of international education.

This last proposition brings us to a statement of the concerns of
the FPA study.

III. The Concerns of the Study

We hive been concerned in the course of this study with three pri-
mary problems: First, we have attempted to develop a conception of bow
international education might be fruitfully defined for purposes of fu-
ture research and development work in the area, and a conception of the
objectives that ought to be served by the schools. Second, we have tried
to identify some of the major implications of these conceptions of the
structure rid objectives of international education for future curricu-
lum development for basic research on pre-adult socialization, and for
teacher education. Third, we have sought to identify some of the in-
tellectual resources available for undertaking needed research and
development activities, and to explore the problem of how these might

7



be mobilized in effecting change in international education. We shall
examine each of these concerns in somewhat more detail.

The Problem of Defining the Structure and Objectives of International
Education

The first concern of the FPA study can be summarized in the
twin questions:

What is international education? That is, how can interna-
tional education be most fruitfully defined for purposes of
planning and developing futuie curriculum, basic research,
and teacher training programs?

What ought to be the objectives of the international educa-
tion? That is, what contributions can and should the K-12
curriculum make to the international education of American
children and adolescents?

These two issues are clearly basic desiterata in the planning and
development of future programs in international education. Like so much
recent concern with basic issues in education, our interest in these
questions is a by-product of the rapid and extensive socio-cultural
change that has engulfed American society alf-ng with the most of mankind.
American schools are simultaneously experls,,ling many of the first and
second-order consequences of those "revolutions" and "explosions" that
have become modern man's daily companions. The revolution in science
and technology, the moral revolution, the revolution in the behavioral
sciences, the Black revolt, the knowledge explosion - all of these
characterisitc forces of our time touch the operations of the schools.

In principle, the dynamics of this process are simple. Socio-cul-
tural change in the schools' organizational environment breeds new
educational needs and wants as well as re-definitions and new formula-
tions of the school's traditional concerns. Parents, universities, and
citizen groups, as well as educators themselves, transform these into
demands upon the schools. Teachers, administrators, school boards,
and curriculum developers are expected to convert these demands into
decisions that create new courses of study, new teaching-learning mate-
rials, new ways of organiting the time and work of students and teachers,
etc.

Tn considering international education three demands are of parti-
cular relevance: First, the schools are being called upon to expand,
indeed to globalize, the geographical focus of the curriculum, particu-
larly social studies instruction. Traditionally, the schools have been
looked to as organizational environments in which children and young
people acquire many of the concepts, attitudes, values, skills, and in-
formation which adults deem relevant to the task of making sense out of
the physical and social environments students will occupy as adults. To-
day the psychologically salient environment of children and young people
and certainly the sociologically relevant environment of tomorrow's adult
citizens is planet-wide in scope, and in fact is being gradually extended
beyond the planet earth's traditional cosmic boundaries. Thus, in order
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to fulfill their traditional mission in social education of young
people, the schools are expected to develop curriculum whose geographi-
cal focus is the world as a whole rather than just the United States
or, somewhat more broadly, the northwestern region of the planet.

Second, the schools are expected to incorporate into their social
studies programs substantially more of the concepts, analytical problems,
and modes of inquiry characteristic of the new social sciences such as
anthropology, sociology, political science, economics, and social psycho-
logy. This demand, like the call for expanded geographical focus, repre-
sents an effort to adapt the school's traditional organizational mission
to the changing character of man's historic condition. Education and
particularly social education in large measure is a matter of self-iden-
tification. The child brings to the school, albeit in unarticulated
form, the fundamental questions: "Who am I? and "What are we?" The
school along with parents, the mass media, peers, and other agents of
socialization in complex societies, provides a series of answers some
fraction of which the young humans internalize and organize into an ex-
panding self-image of who and what they are. In contemporary society the
cultural sources of our self-conceptions are no longer confined to the
traditional disciplines of history, geography, philosophy, and theology
superimposed upon the folk culture of the society. In recent years the
social, or more broadly and accurately, the behavioral sciences have
become increasingly significant sources of knowledge about man, his
behaviors, and the societies and social institutions his species creates
and destroys. Thus, the development of some understanding of who and
what we are as biological systems, as personality systems, as the crea-
tures and the creators of cultural systems, and as the participants in
systems of social action, requires a curriculum that blends the tradi-
tional concerns of the historian, the geographer,, and the guardians of
the society's heritage with the concerns of sociology, political sci-
ence, economics, anthropology, etc.

Third, the schools are being called upon to evolve conceptions of
the aims of formal education congruent with the realities of rapid and
extensive change in American society and the world at large. As Alfred
North Whitehead points out, we live in a period unique in modern his-
tory in that we can no longer assume, as most men have assumed, that
each generation will live their lives amidst situations substantially
the same as those which "governed its fathers, and will transmit those
conditions to mould with equal force the lives of its children." In
the past, "the time span of important change was considerably longer
than that of a single life." Today, in contrast, this time-span of
change can "be considerably shorter than that of a human life ...."

Some of the implications of this situation for education are ob-
vious although the task of translating these into the "nitty-gritty" of
curriculum reform are not. Childhood and adolescence must be a time when
individuals are trained to "face a novelty of conditions." Pre-adult
education, in large measure, must be aimed at preparing individuals to
anticipate change, and at developing those qualities of heart and mind
which would seem to be functional in coping with continually changing
social and cultural environments.

9
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What kind of contributions can elementary and secondary schools
make to the development of human beings capable of living with conti-
nuous change? Many educators have come to argue that the schools'
primary and most durable contribution to a young person's education
lies in developing within him or her the attitudes and skills requisite
to continuous learning. In a word, it would seem that the schools ought
to be primarily environments in which individuals learn to learn. Elliott
Smith puts the argument well. Ina world of change, students

"must learn much more after graduation than they can possibly learn
in school or college; and for the most part they must be their own
teachers. What is important in any program of general education,
therefore, is less what the student learns at the time than how
well his education fits him to go on learning in the future."5

No ore is sufficiently pretentious to claim to know fully what are the
essential features of a curriculum that equips individuals for a life of
continuous learning, but in the absence of evidence to the contrary, it
is reasonable to assume that the school years should be a time when indi-
viduals cultivate a capacity for conceptual and critical thinking com-
bined with some understanding of and skill in the process of systematic
inquiry.

The task of responding constructively to these demands is, at best,
an arduous organizational enterprise, and for some schools a politically
sensitive venture. In general, the schools' pattern of response is what
a student of complex organizations would predict. Curriculum change, on
the whole, fits very well the social scientist's model of incremental and
disjointed decision-making, for innovptions have tended to come incremen-
tally and change has been disjointed. ° To the traditional academic fare
is added a bit of instruction about foreign policy; at still another time
and place in the curriculum a bit of cultural anthropology; at another
grade level some work in foreign area studies; elsewhere something about
the U.N.; a unit or two on communism; a bit of international relations;
and perhaps a unit or two on "critical thinking."

While this strategy of change cannot be faulted since one cannot
reasonably expect a system as large, as decentralized, and as politi-
eally sensitive as American education to react to demands for change in any
other way, this pattern bears the pveOictable social costs. One of the
more important of these is an accumulation of confusion about what inter-
national education is, and closely related to this, a great deal of un-
certainty about what ought to be happening to individuals as a result of
the schools' efforts to teach about world affairs. Confusion and uncer-
tainty about the structure and objectives of international education in
turn breeds confusion, uncertainty, and non-rationality in the decisions
determining the specifics of curriculum content and organization. Charles
McClelland illustrates the problem in this way:

Should the Pueblos be studied in the fourth grade? The answer needs
to be cast in terms of what it is that would make the factual infor-
mation about Pueblos relevant to some particular learning objective
and it would be conceivable that the Ainus, Todas, or Zulus might
serve the purpose just as well. Is modern history more important
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than ancient history to "know about" in a world history course,
and should Western Europe receive more attention than China? Is
a geographical interpretation more valuable than an economic in-
terpretation? Should the histories of wars be subordinated and
accomplishments of peaceful evolution be stressed? Is it more
important that the content of some social science disciplines be
transferred to the social studies while the content of others is
omitted? Is there some particular body of factual information that
must be taught in the 12 years between kindergarten and collage, no
matter what the order and the form? The argument here is that these
questions and hundreds of others of the same type are not indepen-
dent and that there is no significant answer to them unless further
criteria are provided.?

The criteria to which McClelland refers would seem to include, on
the one hand, adequate conceptions of the nature or structure of inter-
national education and, on the other hand, reasonably detailed state-
ments of the primary objectives of international education. In short,
to adequately plan and develop future programs in international educa-
tion, the questions noted above must be answered. First, how can we
fruitfully conceptualize international education? Second, what should
be considered the primary objectives that the schools ought to seek to
achieve in their efforts to teach children and young people something
about the world into which they have been cast? The fact that these
questions are raised indicates that, in our judgement, adequate answers
are not currently available.

The first of these matters clearly constitutes a problem surrounded
by a great deal of semantic confusion. "International education" is a
term of many usages and hence of multiple meanings. We sometimes use
the phrase in referring to cross-cultural or comparative studies of
educational systems and practices. For example, a comparative study of
Soviet and American education can be classified as a study in interna-
tional education. The phrase is also used in talking about educational
assistance rograms to developing nations, as well as in discussions of
the educational activities of such agencies as UNESCO. We also think
of the international exchange of students and teachers as programs in
international education. Obviously none of these usages paint to what
is meant by international education in the context of elementary and
secondary schools, in which there are few efforts to explicate or ela-
borate the meaning of international education. While we talk and write
a great deal about the importance of such education in a shrinking world,
few have paused long enough to try to specify in a conceptually sophis-
ticated manner the meaning of international education. The lack of
adequate conceptions of what international education is would be of only
academic significance were the curriculum in our schools based on opera-
ting, albeit unarticulated, images of international education congruent
with the educational needs of the time. As is suggested later in this
report, one suspects this is not the case.

In regari to the matter of
situation is somewhat different,
educators are comparable. It is
oral efforts to specify the aims

educational objectives or goals, the
but the problems confronting American
different in that there have been sev-
that ought to be served by the schools

11
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in the area of international education. The most complete collection
of statements about curricular objectives is found in the pages of the
1954 yearbook of the National Council for the Social Studies, Approaches
to an Understanding of World Affairsw9 Many of these are couched in
sufficiently genera]. terms to permit being stated in a few sentences.
Various similar statements issued by various educational bodies share
this characteristic of being very general.

Nor is much assistance forthcoming from those who have written on
the subject of teaching world affairs at the college level. Such stu-
dies as those of Bidwell and of the Wilsons, for example, stress the
importance of teaching for responsible U.S. citizenship and for civic
competence in an age of swift change and frequent crisis, as well as
stressing the inherent educational values of a liberal education whose
content is cosmopolitan:0 While valuable in considering what ought to
be the general outcomes of education, these writings are also too broad
to offer a clear focus for curriculum-building.

There are, moreover, divergent views of objectives which have not
been either faced or reconciled. Statements by Kenworthy and Laves,
among others, are plainly oriented primarily toward the well-being of
the world as a whole, rather than the nation.11 Others, such as Kirk,
build on the premise that the focus must be that of learning to func-
tion intelligently "as a citizen of a great democracy." 12 Educational
planning will be quite different if it is based on supranational pre-
mises, the needs of the nation-state, or some system which in one way
or another reconciles these. Shall teaching be value-free and primarily
analytical and factual, or shall it inculcate values thought to be essen-
tial to world peace? As Becker and Porter have pointed out:

The point here is that our motivations, our concerns, will largely.
determine the nature of the program or curriculum and the instruc-
tional materials used. If we are confused about our purpose or
have ill-defined purposes, then the courses involved and their
goals are also likely to be confused and lacking in direction. An
analysis of curriculum guides, with respect to international under-
standing, reveals in most instances a lack of focus or framework.
Since the term "international understanding" is poorly defined,
the programs themselves seldom contain clear criteria for selec-
ting content and approaches. 13

The Problem of Identifying Implications for Future Research and Devel-
opment Work in International Education

The confusion and uncertainty characteristic of_much of our discourse
and, we suspect, our thinking about the nature and objectives of interna-
tional education hurts no one, at least in the sense that should this
situation miraculously alter over night the change would have little
consequence for the children and young people currently in the nation's
schools. Should by chance we all awake tomorrow our minds pregnant with
clear and detailed conceptions of the structure and objectives of inter-
national education, when 9:00 A.M. came around, life in the nation's
classrooms would go on little changed. But if ideas about the nature of
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things are powerless to affect the past and can only caress the sur-
face of the present, they can have Ilsequences for the future. Thatis, they can have consequences if emeodied in educational planning,
research, and development endeavors. Thus, a second concern of the FPAstudy centers on the problem of working out the implications of concep-tions of the structure and objectives of international education forfuture research and development work in the area. We are concerned
with these implications in each of three areas:

The first of these is social studies curriculum development. Our
concern simply stated is: What can and should be done to strengthen
the international dimension of the curriculum?

The second area of concern is basic research in the development ofinternational orientation during childhood and adolescence. While thereis a growing body of research findings and theory on pre-adult sociali-zation, relatively little work has been done on what can be termed theprocess of international socialization, that is, the induction of younghumans into the international or world system. As a result, we know
very little about what Richard Snyder has aptly termed the "interna-
tional world of the child." In this study we have endeavored to out-line what appear to be some major research needs that must be met if weare to substantially improve our understanding of the content and struc-ture of children and young peoples' internationally relevant images,
attitudes, and information-processing skills, along with our knowledgeof the agents, processes, and developmental sequences of international
socialization.

Third, we have tried to identify some of the implications that ourconception of the structure and objectives of international education
carry for the development of programs in teacher education. We suspect
that, even with the most self-instructive of materials and under the
most congenial of circumstances favoring "independent study", the class-room teacher is an active agent in her or his students' education (or
miseducation), and hence, one cannot consider enhancing the quality of
international education in the schools apart from considering what
must be done to enhance the quality of the teacher's own internationaleducation.

tion:
We can summarize this second concern of the FPA study in the ques-

What are the implications of given conceptions of the structure
and objectives of international education for future (a) curricu-
lum development, (b) basic research on pre-adult international
socialization, and (c) programs in teacher education.

The Problem of Identifying, Mobilizing, and Coordinating Intellectual
Resources

The inventorying of research and development needs in the field of
international education implies two hopes: One of these is that exist-ing within the society are the intellectual resources required to meet

13



these needs, and the other is that these resources can be effectively

mobilized an coordinated in a cumulative attack on major research

and development problems in the field of international education. This

indiCates the third concern of the FPA study:

What intellectual resources are available for undertaking

needed research and development work in international

education, and how can these be mobilized to effect change

in international education?

These then, are the concerns of the FPA study:

1. How can international education be most fruitfully defined?

2. What contribution can and should the schools make to the

international education of children and young people?

3. What needs to be done in respect to future curriculum

development, basic research, and teacher education?

4. What intellectual resources are available for undertaking

needed research and development work, and how can these be

mobilized to effect needed change in international education?

IV. Purposes of the Study

We are not naive enough to believe that universally acceptable,

let alone final and definitive, answers can be given these questions

in the course of a single study or, indeed, in the course of many stu-

dies. However, we do believe It is worthwhile to try to take stock of

where we stand on these issues and in so doing hopefully lay the ground

work for a continuing examination of international education that eli-

cits the collaboration of educators and social scientists. This is the

purpose of the FPA study. On the other hand, we have endeavored to
survey the thinking of American educators and social scientists in re-
gard to the problems outlined above and to summarize what we think we

have learned. We do so in the hope that our conclusions and recommen-
dations will serve as a stimulus to a continuing exploration and analy-

sis of these basic problems.

V. The Procedures of the FPA Study

Our efforts to achieve these purposes have involved us in six primary

kinds of activities:

First, we have consulted the extant literature on international edu-

cation14 and have reviewed current curriculum development efforts. 15

14



Second, we invited several outstanding educators and social scien-
tists to prepare papers dealing with selected aspects of international
education. 16

Third, the School Services Staff of the FPA has consulted with a
large number of educators and social scientists,17 has solicited the
assistance of international studies specialists,18 and outlined and ex-
plored ideas with teachers at several conferences.19

Fourth, we have organized a series of conferences for educators and
social scientists designed to explore ideas and recommendations put
forward in the papers' prepared for and by the FPA, and have distributed
these papers to others unable to attend the conferences.2°

Fifth, we have disseminated some of the ideas emerging from the
study in a special issue of Social Education entitled "International
Education for the Twenty-First Century".21

Sixth, we have endeavored in this report to briefly describe our
efforts to deal with the problems noted above and to summarize the major
conclusions and recommendations that have been reached.
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CHAPTER I

INTERNATIONAL EDUCATION: THE PROBLEM
OF DEFINITION

I. Introduction

.4

The first concern of the FPA study is definitive. It is summarized
in the questions:

What is international education? How can international
education be most fruitfully defined for purposes of
planning and developing future curriculum, basic re-
search, and programs in teacher education?

As the study was initially conceived, this matter was an implicit
but not explicitly formulated problem. The problem of specifying the
objectives which the schools ought to serve in the area of international
education was at first intended to be the starting point of inquiry. In
the words of the initial proposal:

To state the central problem first, despite many imaginative
efforts and some outstanding programs in international affairs
education, there is considerable confusion and pronounced lack
of direction with respect to this area of study in the nation's
schools. No general agreement has yet been reached as to what
the students in our schools ought to learn in the inter-
national field. 1

Shortly after beginning our examination of this problem it became
evident that a serious consideration of the question of "what the students
in our schools ought to learn in the international field," presupposed a
conception or definition of international education. Hence, we found it
necessary to make the problem of definition an explicit point of inquiry.
We began that inquiry realizing that definitions are always in some
measure stipulations. There is obviously no such thing as 'international
education' in the sense of something stored away in the universe await-
ing discovery and hence description; international education, like the
Constitution, is what the judges say it is. In this case the judges are
educators and social scientists joined by countless school boards, citizen
groups, parents, and students who direct and shape the operation of the
schools. Each brings to the problem of definition his own partly
ideocentric images of the world and conceptions of the mission of the

,

schools in educating young humans about the world. Moreover, each of
us hopefully is capable of continuous learning and hence, our concep-
tions of international education, as well as our modes of perceiving and
interpreting the world, are subject to change in response to changes in
the world. All of this means that the job of defining international
education must be viewed as an on-going endeavor in contrast to a task
that can be completed once and for all.
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But the it is probably impossible to arrive at a co cep-
on of international due tion that elicits universal support or

unqualified allegiance does not mean that a search for a conceptually
adeqUate definition is of only academic or esoteric interest. Basic
definitions control the activity that occurs in any field of endeavor;
thus, how international education is viewed or conceived substantially
onditions what happens and does not happen with respect to curriculum

development, basic rese rch, and teacher 'education.

II. I rev Con eptio national du on

Our consideration of the problem of how international education
Might be most fruitfully viewed or defined began with an examination of
the conceptions that appeared to prevail within the field. It was soon
discovered that few schools and not many educators (or for that matter
social scientists) claim a formal theory or developed philosophy of
international education. However, this does not mean that school cur-
ricula.are not grounded in, or conditioned by, operating, albeit unarti-
culated, conceptions of what world affairs education is all about. A
survey of the curriculum guides, teaching materials and approaches used
in many schools suggests the existence of two widely prevailing operating
conceptions of international education. The first (and one that seems
to have traditionally dominated much of elementary education) is the
idea of international education as education about other lands and
peoples. The second (and not unrelated) conception is the perception
of international education as the instruction that occurs in certain
specified courses or domains of traditional academic concern such as
foreIgn area studies, international relations, foreign policy, cross-
national comparative studies, and world history.

While something can be said for each of these views, in our
judgment, neither provides an adequate conceptual foundation on which
to develop future programs in international education. Each seems de-
ficient in certain important respects.

One of the more widely claimed purposes of international studies
in the schools is the reduct,.on of students' ethnocentric perception
of the world; however, by conceiving international education as education
about other lands and peoples a "we-they" distinction is built into the
very heart of the enterprise. Also the dividing of the world into
"things American" and "things non-American" for purposes of their study,
obscures the degree to which studies of American history, society, and
social institutions have important international dimensions which can
serve to either detract from or augment the development of students'
understanding of the world beyond their nation's boundaries.

Moreover, the adequacy of our conceptions of international education
depends i large measure upon the adequacy of our images of what the world
is like. Conceptions of international education as education about other
lands and peoples appear to rest upon an image of the world as a mosaic
of richly varied lands and peoples. An anthropologist examining the
artifacts of American education (particularly curriculum guides and
teaching materials found in many elementary schools) in an effort to
reconstruct the world view of American educators, might well conclude
that we tend to look upon the earth as a large pool table whose surface
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supports an array of scattered and largely self-contained billiard balls
of many different colors. Given this perspective on the world, inter-
national education is then seen as being largely a matter of instructing
young Americans about a few of the world's many colorful lands and
peoples: that is, providing students with some information about the
differeht ecologies, the particular histories, and the unique cultures
of some of the many different balls arrayed about the table's surface.
Clearly this is an excessively simplified picture, but perhaps not an
entirely gross caricature of the international dimension of the curriculum
found in many schools.

There is nothing wrong with our traditional conceptions in the sense
of their being incorrect. The world is in fact a large and varied array
of different civilizations, geographical regions, cultural areas, and
societies with differing histories, cultural systems, and social in-
stitutions. Nor is there any question that international studies must
consist in large measure of transmitting to young Americans some
knowledge of, and hopefully a set of responsible attitudes towardl.the
planet's many other lands and the wide variation that characterizes the
human species' cultural life and social institutions, in the hope that
by learning about others, Americans will also better understand them-
selves.

But our conceptions of things can be correct and at the same time
incomplete or inadequate. Such would seem the case with the notion of
international education as education about other lands and peoples.
Specifically, this approach fails to highlight the fact that contem-
porary children and young people need to develop some understanding of
of the relationships and interactions among the world's national societies
and cultural regions, some understanding of the expanding network of
trans-national organizations and associations that link together all
regions of the planet, as well as an understanding of the similarities
and differences that characterize the world's local societies and
cultural areas. In short, the traditional conception of international
education fails to highlight the growing global interdependence that
characterizes the historical lot of modern man.

In regard to the second prevailing notion of international educa-
tion, we feel two things need to be said. The first of these has been
argued very well by Leonard Kenworthy who points out that international
education is not education bounded, and hence defined, by any particular
set of disciplines or body of subject matter. Any area of academic
concern and every subject matter has actual or potential international
dimensions." Indeed, one of the more exciting innovations in con-
temporary American education are efforts on the part of a few schools
to infuse an international orientation into the total operation of the
school.3

Secondly, a discipline or subject-matter-oriented conception of
international education fails to satisfy a very acute

conceptualizations
in contem-

porary curriculum development. This is the need for onceptualizations
that facilitate the integration of traditionally disparate scholarly
disciplines and fragmented subjects of inquiry. Obviously, a nominal
definition of international education that simply points to the tradi-
tional concerns of particular disciplines or areas of academic interest,
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does not encourage or conceptually facilitate the search for an inte-
grated curriculum,

These criticisms of the two prevailing popular conceptions of inter-
national education point up two criteria we believe it is important for a
definition to meet if it is to be judged an adequate guide to future
research and development efforts in international education. First, an
adequate conception of international education must suggest approaches
to teaching the young about the world that are in fact congruent with
the traditionally professed purpose of reducing ethnocentric perceptions
of the world by substituting, or at least supplementing, such perceptions
with global or "world-minded" frames of reference. This means, among
other things, that an adequate conception of international education must
suggest ways of linking American and international studies. More speci-
fically, it must highlight the fact that the study of American society
has important international dimensions, and that American studies can be
approached in ways that make the American experience both an independent
object of inquiry and also a case study illuminating more general features
of the human condition.

Second, a conception of international education to be judged
satisfactory should suggest approaches to curriculum development that
facilitate the integration of that seemingly disparate body of intel-
lectual concerns traditionally associated with international studies:
area studies, foreign policy, comparative studies, international rela-
tions, etc.

III. Two Attempts at Definition

In an effort to meet these criteria, (and also to reflect the fact
that the "education" in international education is something that takes
place in the total life space of individuals rather than simply in school
classrooms), we developed, in an initial working paper, the following
definition: International or world affairs education, we said, "refers
to the learning experiences which children. and adolescents undergo both
within and outside of the school, that affect or condition the orien-
tation they develop toward the international dimension of the social
environment."

We defined "orientation" as the knowledge individuals possess about
world affairs; the categories in terms of which'they conceptualize their
international environment; the cognitive skills employed in processing
information about this environment; and the manner in which they relate
emotionally to various elements within this international environment.

In turn we said that the term "international environment" could be
conceptualized as being comprised of three major elements:

(1) societies;

(2) social institutions and associations that
cross or span societal boundaries;

(3) interactions among groups and individuals
across societal boundaries and between
societies and cross-societal associations.
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These elements were elaborated in this way:

(1) Societies

Historically human beings have been organized
into territorially based associations which we term
societies. The world's current population is organized
into several thousand societies, of which more than 120
are nation-states. This particular set of societies
constitutes the major actors in the contemporary inter-
national system, and constitutes a major focus or subject
matter of world affairs education.

(2) Cross-societal institutions and associations

Territorial based groups are but one mode of
human social organization. In addition to some 120
nations and a few scattered colonies and protectorates
the contemporary international system is composed of
several thousand institutions and associations which in
membership influence, span or cross national boundaries,
such as the United Nations, the International Postal
Union, the World Bank, the North Atlantic Treaty
Organization, etc. In addition to the several thousand
inter-governmental organizations, there are several
thousand non-governmental groups which span two or
more national boundaries. Examples include many large
business firms, professional associations such as the
International Political Science Association, religious
groups and organizations, youth associations, service
clubs, etc. This myriad of cross-national associations
and institutions constitutes a second major focus or subject
matter of international education.

(3) Interactions among societies and between societies
and cross-national associations.

The international system, we have said, can be
viewed as a system comprised of two kinds of units,
societies, and associations cutting across societal
boundaries. The system's one hundred plus societies
and several thousand cross-national associations do not
exist in isolation. Individuals and groups in one
society interact with individuals and groups in other
societies and in cross-national associations. We use
the term interaction to refer to the flow or exchange
of people, ideas, goods, services, and influence across
national boundaries and between nations and cross-
national associations. Obvious examples of interactions
include international trade, migration, tourism, spying,
communications, investment, cultural exchange and
borrowing.
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Criticisms of the Definition

The reaction of educators and social scientists with whom we explored
the utility of this conception of international education proved to be a
mixture of partial approval and of criticism. To begin with, we were re-
minded that the task we had defined for ourselves was that of seeking out
a way-of thinking about international education that would provide a
solid conceptual foundation on which to plan and develop future curriculum,
research, and teacher training programs in international education. In
relation to this goal, it was pointed out that basic or controlling
definitions in any field of endeavor derive their value from how well
they serve as guides to action or directives for thought appropriate to
the needs and circumstances of the time. This means that in the case
of international education the adequacy of a definition must be judged
by how well it illuminates or highlights the particular educational needs
of children and young people who will live out most of their adult lives
in the twenty-first century and who, in the apt imagery of Paul Todd,
will become "the first settlers to colonize the lunar wastes." 4

Judged by this criterion, our initial conception of international
education was found wanting. It was judged inadequate because it failed
to sufficiently highlight or illuminate the "global" nature of the modern
world, and because of this failure the conception did not pin-point the
particular nature of the educational needs of today's and tomorrow's
children. This was a complex argument that assumed many forms, but its
general and major elements are as follows.

It has become conventional, indeed somewhat: trite, to dub our epoch
of history a revolutionary era, but however passe such characterization
may be, we were reminded time after tiwe in the course of this study that
we must accommodate the fact of change in any serious consideration of
the meaning of international education. Chadwick Alger puts the point
succinctly. "The world is changing rapidly. How we study the world is
also changing rapidly. This sets the context for considering the inter-
national education of children and adolescents,'"

"We are experiencing," observes the historian C. E. Black, "one of
the great revolutionary transformations of mankind."6 He dramatizes,
but one suspects does not exaggerate, the magnitude of this trans-
formation in this way:

The change in human affairs that is now taking place is of a scope
and intensity that mankind has experienced on only two previous
occasions, and its significance cannot be appreciated except
in the context of the entire course of world history. The first
revolutionary transformation was the emergence of human beings,
about a million years ago, after thousands of years of evolu-
tion from primitive life . The second great revolutionary
transformation in human affairs was that from primitive to
civilized societies

While not all historians would agree that these two epochal events exhaust
the periodS of revolutionary transformation in human affairs, most serious
students of man's contemporary condition are likely to concede that they
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serve as useful analogues in our efforts to understand what is happening
in the Twentieth Century. For, as Black goes on to note: "The process
of change in the modern era is of the same order of magnitude as that
from prehuman to human life and from primitive to civilized societies

1,8

With the possible exception of the world's population explosion,
the kind of change that receives the most attention and about which we
are most familiar is scientific and technological change. Statistics on
the exponential growth of scientific and technological innovations have
become in recent years as familiar bits of social accounting as are
figures on rates of economic growth or the level of crime.9 That we
should be particularly sensitive to the unrelenting flow of contemporary
science and technology is as appropriate as it is understandable since
these appear to be the primary dynamic or chief sources of socio-cultural
change within modern societies. perhaps educators and social scientists
should occasicnally pause and, taking a check-list of basic social acti-
vities (such as the one outlined by Paul Hanna as a basis for organizing
elementary social studies curriculum);10 note the multiplicity of ways
in which each of these activities is being continuously transformed by the
labors of scientists and technologists. Such an exercise not only empha-
sizes the obvious point that particular social activities undergo change
as a result of scientific and technological innovations, but also the
important fact that these changes interact and ramify their consequences
throughout the fabric of society. Not only does change come in particular
sectors of social life such as the economy, the polity, or the trans-
portation and communication systemssbut added together it results in the
transformation of the over-all structure of society.

What is true of particular national and local societies is also
true of the world as a whole. Advances in science and technology have
multiplied manifold the destructiveness of weapons, radically increased
the speed of their delivery systems, augmented the rapidity and scope
of transcontinental transportation and communication, magnified rates of
human population growth, and increased the volume and range of trans-
actions among national societies, etc. The cumulative impact of these
particular changes is a.substantial transformation in the social organi-
zation of the human species at the global level.

This transformation perhaps is manifest most visibly in the erosion
of the boundaries that once separated international and domestic affairs.
The late Dr. Martin Luther King is awarded an international peace prize
not because he was a diplomat in the relations among nations, but because
he was a statesman in the relations of racial and ideological groups
within American society. A war in Southeast Asia significantly influences
the history of urban areas in the United States. On the other side of
the coin, the national conventions of the American political parties are
no longer just national affairs but have become events in the inter-
national community receiving press attention and TV coverage from London
to La Paz. "If ever a line could be drawn between domestic and foreign
affairs," writes Senator Fulbright, "it is now wholly erased."11 This
is somewhat of an hyperbole since in some significant respects important
distinctions can be made between domestic and foreign affairs,12 but
the observation emphasizes what ought to be emphasized: the fact that
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Americans relentlessly interject themselves into the lives of the planet's
other inhabitants who, in turn, continuously impinge upon American society.

The changing relationship of the United States to the world beyond
our boundaries is often characterized as the decline of American isola-
tion or the revolution in U. S. foreign policy. While such characteriza-
tions are accurate taken by themselves, they fail to highlight the fact
that America's experience vis-a-vis its world environment is not uniquely
American. To the contrary, ours is a common history shared in varying
degrees with all of mankind in the twentieth century. If American society
has become substantially less isolated from the world around it, the same
is also true of virtually all of the national societies that comprise the
modern world. Raymond Aron and others speak of the coming of "universal
history" signifying the fact that the human species qua species is acquir-
ing a shared history which is more than the sum total of hundreds of
common local histories. Robert Harper makes the same point in noting
that "throughout most of history, mankind did exist in separate, almost
isolated cultural islands now most of humanity is part of a single
world-wide system."13 Raymond Platig illustrates part of what this
means in this way:

Civil disturbances in the Congo and in South Viet Nam have
their repercussions in New York, Moscow, and Peking; crop
failure in India calls forth a response from the American
midwest; nuclear explosive power unites men around the
world in the fear of holocaust and the dread of environ-
mental contamination; physical changes on the surface of
the sun affect man's ability to communicate with his
fellow men; complex sensors located in artificial earth
satellites reveal guarded secrets concerning the capa-
bilities of another group; a desert war east of Suez
threatens to bring the industrial machinery of Europe to
a grinding halt; new ideological notes struck on the taut
strings of Balkan societies set up entirely new patterns
of harmony and disharmony in world affairs.14

In a similar vein, Norman Cousins writes of the emergence of global
community noting:

A new musical comedy erupts into success on Broadway
and within a matter of weeks its tunes are heard all the
way from London to Johannesburg, as though they had pre-
existed and were waiting only for a signal from the
United States to spring to life. Or a new movie about
the Russia of a half-century ago will be made from a

book, and all over the world the theme song from Doctor
Zhivago will be a request favorite of orchestras in far-
off places, from Edmonton to Warsaw.

Few things are more startling to Americans abroad
than to see youngsters affect the same unconvention-
alities in dress and manner, whether in Stockholm
Singapore, or Sydney. The young girls with their
flashing thighs on Carnaby Street in London or on the
Ginza in Tokyo; the young males with their long hair
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and turtleneck sweaters (with or without beads) in
Greenwich Village or the Left Bank or Amsterdam or
Hong Kong--al seem to have been fashioned by the
same stylists of alienation and assertion.

Or a fashion designer in Paris will decide to use
spikes instead of heels on women's shoes, and women
across the world will wobble with the same precarious
gait. Then, almost as suddenly, the designer will
decide to bring women back to earth again, flattening
the heels and producing square or wide toes that only
a few years earlier would have been regarded as ac-
ceptable only for heavy work in the fields--and once
again the world's women will conform.15

The general point they are making is summarized in Barbara Ward's
observation that in many respects the world has "become a single human
community."

Most of the energies of our society tend towards
unity--the energy of science and technological change,
the energy of curiosity and research, of self-interest
and economics, the energy--in many ways the most
violent of them all--the energy of potential aggres-
sion and destruction. We have become neighbors in
terms of inescapable physical proximity and instant
communication. We are neighbors in economic interest
and technological direction. We are neighbors in the
risk of total destruction. 16

Needless to say, no one can forecast with assurance the shape of
the future, but it is reasonable to assume that the global human com-
munity will continue to manifest a high and very likely expanding degree
of interdependence in the decades immediately ahead. (This assumes the
absence of world-wide thermonuclear war whose effect on the social
organization of the surviving fraction of mankind is very uncertain.)
Most observers of world affairs will probably agree with Bruce Russett's
assesMatent of the future world system:

At this time it is too soon to know just what kind of
system will emerge, or even if the situation will, in
the near future, stabilize enough for us even to be
fully aware that we have a new system. But we do know
that it is changing . . .-We can be quite sure that it
will be a world system in which all peoples will be
much more closely involved than ever before . "One
world" has a meaning beyond the understanding even of
those who lived just a generation ago.17

All of this represents, as Kenneth Boulding has observed, a profound
innovation in the historic human condition:

Because of what has happened in the field of technology,
especially of transportation and weaponry, in the past f-
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few decades, the world has become a "spaceship," a

small rather crowded globe hurtling through space to
an unknown destination and bearing on its surface
a very fragile freight of mankind and the"noosphere"
which inhabits men's minds.

This represents a very fundamental change in the
condition of man, a change which furthermor only
a few people have really appreciated. Up till very
recently the human race was expanding on what was
for all practical purposes an illimitable plane. It

may have been "a darkling plain where ignorant armies
clash by night," as Matthew Arnold called it, but it
was for all practical purposes an illimitable, if
rough, plane. As long as there was always somewhere
to go over the horizon, neither ignorance nor armies
nor clashes could be fatal. If one civilization
collapsed another one could always rise a few hundred
miles away. All history, in other words, until very
recently, has been local and has not involved the
concept of the "sociosphere" or the total sphere of
all human activity extending all around the earth.18

Our initial conception of international education would seem to
be a minor example of the "unrealized implications" to which Boulding
refers. It failed by omission, if not by commission, to highlight the
degree to which in the modern era, the world has ceased to be an
"illimitable plane" and has become a "spaceship earth," By failing in
this, the conception also failed to point up the particular character
of the educational needs of the spaceship's younger passengers. We
shall try to spell out what we mean.

In studying any phenomena one has a choice of approaches. One
can focus upon the whole or one can focus upon the parts that make up
the whole. As J. David Singer notes:

Whether in the physical or social sciences, the
observer may choose to focus upon the parts or upon
the whole; upon the components or upon the system.
He may, for example, choose between the flowers or
the garden, the rocks or the quarry, the trees or
the forest, the houses or the neighborhood, the cars
or the traffic jam, the delinquents or the gang ....19

The choice one makes is a function of his purposes. If one's
aim is to understand trees as trees, then he need pay little or no
attention to whether the particular trees he studies are components of
a forest. On the other hand, if one's purpose is to understand forests,
then he will also study trees, but in this case they must be viewed and
examined as components of the larger whole he seeks to understand.

In the case of international education the issues of "the parts
and the whole" was probably pedagogically unimportant, if not downright
irrelevant in a time when the world was characterized by many parts but
evidenced relatively little "wholeness" compared to what is the case
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today and is likely to be even more so tomorrow. But the emergence of
a "spaceship earth" makes the matter of the whole and the parts of
critical importance in our efforts to think about the structure of
international education. It is critical because just as an accumula-
tion of knowledge about trees as trees is not equivalent to an understand-
ing of forests, or an aggregation of knowledge about each of the fifty
American states does not equal an understanding of American society, per
se, so an aggregation of knowledge about the parts that make up the
world is not equivalent to an understanding of the world as a whole.
This means that we confront the hard and complex question of what basic
purposes underlie and guide our efforts to educate young humans about
the world into which they have been cast. Can the underlying purpose
of international education be legitimately restricted to the development
of an aggregated fund of knowledge about the different elements that
make up the world, or, should our ambitions extend to the development
of some understanding of the world perceived as a totality? Clearly,
it would seem that education appropriate to the needs of today's and
tomorrow's young people must endeavor to develop or cultivate some
understanding of the world as a totality, in very much the same sense
that studies of American society seek to develop an understanding of
American society as a totality rather than simply as an aggregation of
parts.

The implications of this concept for the problem of defining inter-
national education are, in principle, clear. A definition appropriate
to the needs of the time should illuminate the global interconnectedness
that characterizes the contemporary world and point up the fact that
the form of "international understanding" required by tomorrow's
citizen consists of some understanding of the world perceived as a
totality or as a whole.

In an effort to develop a conception of international education
that was somewhat more consistent with these criteria than our original
conception

20
appeared to be, we first turned to the concept of social

system. Following the lead of a good deal of recent theory and
research in international studies and particularly within the discipline
of international relations, we suggested that it might prove useful to
think of the world as an international or global social system com-
prised of a series of interdependent sub-systems. Raymond Platig
observes in a recent effort to review international relations research
for the Carnegie Endowment for International Peace that:

The international social system, like other social
systems, may be thought of as a series of inter-
dependent, functional sub-systems; including
the international political syste. Among the other
constituent functional sub-systems of the international
social system are an economic system, a legal system,
an ethnic system, and a scientific system; at a
different but overlapping level there can be found an
exchange system, a postal system, a public health
system, a natural resources system, etc.21

By viewing the world in this way we could in turn conceive of
international education as education about the international social
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system viewed as one level of human social organization and as a system
comprised of many interrelated sub-systems. Such a conception, we felt,
adequately focused attention upon the interdependence characteristic
of the modern world and appropriately emphasized the notion of develop-
ing a holistic understanding of the world.

In subsequent conversations with educators and social scientists
it was soon discovered that this, like our first effort at definition,
was subject to serious criticism. Specifically, it was faulty on the
grounds that the notion of international education as education about
the international or global social system was too narrow in its focus.
That is, it omitted references to phenomena which ought to be closely
associated with international education, at least in the context of
elementary and secondary education. Two points were made, both of which
we found persuasive.

First, it was pointed out that the definition failed to make any
reference to education about the earth as a planet. For children of
the space age, a concern with the planet earth as one planet within the
larger cosmic system would seem an important ingredient of their
"international" education. Moreover, it argued that man-earth inter-
relations should be (as they traditionally have been) a significant
focus of the schools' concern, and that in the modern world many of
the most significant aspects of man-earth relations center on problems
in man-biosphere relations that are world-ide in scope, e.g., problems
of air, water and soil pollution; the availability of sufficient organic
matter to feed the world's burgeoning population; problems in the psychic
alienation of man and nature that accompany urbanization; and very
likely in the foreseeable future, problems in world-wide, or at least
regional, weather control.

Second, it was pointed out that the definition failed to focus
explicit attention on education about the human species qua species,
and that such a concern ought to be clearly associated with international
education, particularly within elementary and secondary schools. It was
noted that there is a growing body of research literature suggesting
that significant relationships exist between the attitudes individuals
develop toward their own and other societies and their images of such
phenomena as international conflict and collaboration on the one hand,
and on the other hand, the orientation they develop toward man qua man,
i.e., what we conventionally think of as one's philosophy of human
nature and behavior.22

Moreover, it was argued that in the absence of some understanding
of basic human behaviors, world affairs instruction may well undermine
the very objectives it seeks to realize. Vincent Rogers makes this
point very well in writing about international education and the reduc-
tion of ethnocentrism. He quotes from a widely used British unit which
includes the following description of the life ways of a Sudanese family.

Siddig's biggest time is during the cotton-sowing
period. His children help him as much as possible
but Siddig's working day occupies all daylight hours,
roughly from 6 AM to 6 PM. He rides out on his
donkey, from his neat brick built house in Wad Rawag
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early in the morning and works until about 9 AM when

he has a breakfast consisting of Kisr, a thin wafer

made of Dura and some well-spiced meat, perhaps washed

down by milk or water. The latter has to be taken
from the communal well in the village, as the irriga-
tion water is contaminated by the animals. Siddig
works until 6 PM, with a short break for a meal,
similar to his breakfast, at 2 PM. For his supper he
will probably have a stew consisting of meat and
vegetables together with Kisr and milk.

In contrast to his busy sowing period, Siddig has a

good deal of leisure time from the end of April to
the beginning of July. Most of his time then is
spent resting on his bed, a wooden frame with inter-
woven goatskin thongs, or squatting in the shade
talking to his friends. They drink tea flavored
with milk and very sweet black coffee.

Rogers points out that there may be:

...very real dangers in describing a pattern of
life so different from one's own without any
attention to certain anthropological or socio-
logical understandings. For example, it is important
to approach the study of a culture that is striking-
ly different from one's own with at least some
understanding of the fact that most important dif -.
ferences in human behavior can be explained in terms
of 'learned' patterns of social behavior, rather
than as differences in biological apparatus or
other genetically inherited mechanisms.

In other words, without some attention to what
might broadly be called the 'cultural concept,' such
descriptive facts as 'Siddig spends a good deal of
his time resting in his bed' or 'squatting in the
shade' can be perceived in an entirely negative way,
and the geography program 'reinforces' ethcentric
tendencies rather than counteracting them.

The implications of these criticisms seem clear. A conception of
international education to be judged adequate should incorporate within
its focus a concern with the earth qua planet and the human species qua
species along with a concern with the international social system qua
social system.

Summary

Up to this point our inquiry had yielded three results:

A. Our conversations with social scientists and educators,
combined with an examination of existing literature, had
generated four criteria that various people appeared to
feel should be net by a definition of international
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education for it to be judged adequate to the task of
providing a conceptual foundation for future curriculum,
research, and teacher training programs in the area.

1. International education ought to be conceived
in a way that breaks down sharp distinctions
between the study of American society and the
study of other societies, and that serves to
facilitate the integration of studies of
American and non-American societies.

2. Definitions should serve to integrate the collec-
tion of traditionally disparate concerns custo-
marily associated with international studios at
the university level.

3. Conceptions should highlight the "wholeness," the
"systemness," or the "interdependence" that has
come to characterize the modern world and the
resulting need to seek to develop some under-
standing of the world perceived as a totality.

4. International education ought to be conceived so
as to incorporate a concern with the earth as a
planet and a concern with mankind as a species of
life, as well as a concern with the international
system per se.

B. From our efforts had emerged a judgment that the operating
conceptions of international education which appeared to
influence the curriculum in most schools failed to satisfy
these criteria.

C. The third conclusion was that our first two efforts to
develop a definition of international education un-
fortunately fell into the same category. That is, they
too failed to provide an adequate conceptual framework
in terms of which to consider the problem of planning
and developing future programs in international education.

IV. International Education Viewed as
Education About Global Society

With these criteria of adequacy and our first two failures in mind,
we set out a third time to attack the problem of how we might most fruit-
fully define international education. By this time it clearly seemed
that what was required was a global or perhaps trans-global perspective
on the problem. Accordingly, we asked ourselves: How might an anthro-
pologist from an advanced,civilization elsewhere in the universe studying
the land and the people of the planet Earth view the whole matter of
the international education of human beings? How might he look upon
the process of international education? With this sort of heuristic
fantasy as a prod to imagination and thought, the obvious occurred to
us. A child who has learned the conception of apple, orange, blue-
berries, and grapefruit is able to perceive the world in terms of apples,
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oranges, and so on, but he cannot think of these as particular elements
in a larger whole until he learns the concept of fruit. So it is with

the world: we cannot perceive of the world as a totality in the absence
of a concept descriptive of that whole. Of the concepts available in
the 7eneral culture for thinking holistically about interrelated human
beings interacting with a physical environment, the concept of society
seemed to provide the most expansive, inclusive, and promising mode of
thinking of the world as a totality. Moreover, phrases like "world
society," "global society," and "planetary society" appear with increas-
ing frequency in the literature of world affairs. 24

With these considerations in mind, we suggested that international
education might fruitfully be viewed as education about international or
global society. Casting this notion more broadly and putting it more
formally, it was suggested that:

International education consists of those social
experiences and learning processes through which
individuals acquire and change their orientations
to international or world society and their con-
ception of themselves as members of that society.

The assumptions contained in this definition were elaborated as
follows:

(1) We aro suggesting that for purposes of
planning future research and development work in
international education, it will prove fruitful to
posit a planet-wide society as a social reality and
to think of individuals as members or participants
in that society. Such a conception implies no
particular foreign policy commitments or orienta-
tions. It simply suggests that for the purposes
of understanding human behavior, it has becom6 useful
to think of the human species as having reached a
point on the scales of interdependence; common
values, and shared problems where we can analyti-
cally view the planet's population as members of a
single, albeit loosely integrated, society.

International society, is of course, a peculiar
Lind of social reality. Analytically, it is dis-
tinguished by its inclusiveness from the world's
several thousand national and local societies.
Empirically, it is distinguishable from most (but
by no means all) sub-planetary societies by its
relatively low standing on virtually all conven-
tional scales of societal integration. Nonethe-
less, world society can be considered one in a
species of human societies, placed alongside other
members of that species, and viewed from a set of
common conceptual perspectives.

(2) The definition suggests that it is
fruitful to think of individuals as having
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orientation to international society and conceptions

of themselves as members of that society. By orientations

we mean an individual's cognitive understandings and

affective images of the structure and operation of world

society as a whole, and of component elements of that

society (e.g., groups, processes, events, institutions,

etc.). By conceptions of oneself as a member of inter-

national society we mean an individual's images of

himself in relation to human beings beyond his

national group (I am or I am not responsible to them;

I am or I am not superior to them, etc.).

(3) The definition assumes that the acquisition
of and change in orientations to international society

and self-conceptions of membership in that society

can be understood as outcomes of an individual's
social experiences and the learning that occurs in
response to these experiences. That is, international
orientations are socially learned patterns of behavior.

(4) The definition presumes that international
education in this broad sense occurs throughout the
lives of individuals. The process of international
education commences before children begin their formal
schooling and continues after that schooling is
completed.

(5) The definition presumes that during the 12
or 13 years that an individual spends in elementary
and secondary schools, a good deal of international
education is taking place outside of the school.

Needless to say, the critical and also controversial issue in this
formulation is the question of whether one can legitimately think of
the way the human species is socially organized at the global level as
a society that is analytically comparable to human societies at sub-

global levels of human social organization. In a lengthy working paper
we endeavored to defend the appropriateness of perceiving the world as

a society in the following manner:

There can be little question that European
expansion between the 15th and 20th Centuries, coupled
with the simultaneous rise and diffusion of modern
science and technology, has bequeathed to our era an
international or world-wide social system, but the
same history has not provided us with an adequate
way of conceptualizing or thinking about this system.
We lack the language and the concepts requisite to
adequately talking about the world as a whole. If

it is recalled that it was many decades after the
rise of the European state system that the concept
of nationalism developed as a key to describing
what had happened, one is skeptical about the pros-
pects of evolving an adequate conceptualization of
the modern world before that world is further
transformed into a post-modern era, or is
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transformed through nuclear warfare into a pre-modern
World.

Of the conceptual tools that are currently avail..
able for thinking about the nature of the emerging
international or social world system, the Most
promising would seem to be provided by the concept
of society. If We look at the modern World as a
whole, what we seem to see is a society in an
embryonic or primitive state of development, and
certainly such a view is reinforced to the degree
that we succeed in viewing ourselves from a global or
cosmic perspective. Barbara Ward has dramatically
caught this in her comparison of the earth to a
spaceship. "The most rational Way of considering
the whole human race today," she writes, "is to see
it as the ship's crew on a single spaceship on which
all of us, with a remarkable combination of security
and vulnertbility, are making our pilgrimage through
infinity." 45

In speaking of the world as a society, a few
points should be made clear from the very start. In
the first place, to call the world a society does
not imply that world or global society is empirically
identical to human societies at the sub-planetary
level. O. P. Murdock has estimated that there are
upwards of 5,000 tribal, historic, and now, national
societies that are potentially identifiable in the
history of mankind.

World society need not empirically resemble any
one of these societies. That is to say, if we compare
the world conceived as a society to any one of these
sub - global societies, we are likely to observe many
differences between the two. For example, the world
or international political system will not be the
same as the political system of a given local society;
nor will their economic systems be identical; nor their
legal systems; nor their cultural systems; etc. But
of course, this is also the case when we compare sub-
global societies with one another. In a great many
respects the society of the Pueblos is empirically
distinguishable from the society of the twentieth
century Americans, and American society in turn is
distinguishable in many ways from British society, or
Soviet society, or Burmese society. The fact that
societies are not empirically identical "things"
does not preclude us from comparing them with one
another. In the jargon of social science the planetts
several thousand human societies are all members of
a population of analytically comparable entities. This
would also seem to be true of world or global society.
That is, we can think of world society as one society
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in this large population of analytically comparable
societies. As such, world society can be set beside
sub-global societies and the two compared. For
example, political scientists, in their efforts to
understand international politics, have found it
helpful to compare thy; world political systems
to the political systems found in such sub-
planetary societies as so-called primitive societies,
traditional societies undergoing modernization, and
metropolitan areas within the United States.

To view the world as one society among a
population of analytically comparable societies may
not comport with some of our conventional thinking
about the nature of the world, because much of
our inherited social theory prompts us to view the
world in terms of two ideal types. At the one
extreme is the political order characteristic of
the nation-state; at the other, the anarchic system
of inter-state relations.26 But, the interesting
and also critical issue is: (a) Do our conventional
images fail to provide an adequate cognitive map of
the structure and functioning of the contemporary
international social system? and (b) Does the
concept of the world as a society hold the promise
of providing a more useful map?

A road map of the United States inherited from
the 1940's will not accurately reflect the American
highway system of the 19600s. In a period of rapid
social and intellectual change, there is a
comparable problem in using cognitive maps inherited
from another time in making sense out of the social
realities of the contemporary world system. Speci-
fically, much of the conventional way of thinking
about the world appears to suffer from two kinds
of related deficiencies. On the one hand our
conventional understanding of the concept of
society is excessively limited, and on the other
hand, our conventional images of the international
system fail to reflect many realities of that
system.

Imagine a child whose knowledge of fruit is
confined to experience with apples and oranges.
Out of this experience the child develops a concept
of fruit, but the concept will be limited because
his experience with fruit is limited. Exposed
for the first time to bananas or pineapples, he is
likely to judge them as outside that conceptual
class of things he calls fruit. The limited
historic experience from which western man has
learned his conventional, operating concept of
"society" resembles somewhat the case of the child.
In large measure this concept of society, as well
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as our conceptions of relations between and among
societies, has been shaped by the experience of that
fraction of the species that has lived on the western
edge of the Eurasian land mass since the emergence
of the territorial state system in the 17th Century.
Out of this experience we have come to equate the
concept of society with western nation - states.
Those are societies which, among other things,
are characterized' by elaborate legal systems,
centralized political institutions, and compara-
tively little internal political violence. Simi-
larly much of our everyday thinking about the nature
of interstate relations has been shaped by European,
or more broadly, by western diplomatic history, a
history characterized by three centuries of in-
creasingly destructive and deadly conflict among
nation-states.

The trouble is that the fraction of human
experience out of which come our work-a-day, popular
conceptions of the nature of societies and of inter-
societal relations represents not only a limited
sample of the totality of human experience, but also,
and perhaps more importantly, a biased sample. In

some respects the situation is comparable to taking
from a heterogeneous classroom the five most in-
telligent girls and the five least intelligent
boys, and from this concluding that girls are always
smarter than boys.

The matter of violence offers a case in point.
Everyday thinking tends to associate the absence of
political violence with the presence of society and
the presence of political violence with the absence
of society. This makes sense as long as the area
under consideration is confined to the northwestern
region of the planet during the last two or three
centuries. Undoubtedly, more human beings living
in this region during this time have been killed
in wars between national groups than have died
from political violence internal to these groups.
Expanding the sample of human experience to be
observed, however, produces a somewhat different
picture. One would hardly judge the Congo or
Nigeria, or Indonesia, or China to be islands of
domestic order located in a sea of international
anarchy. Or, take the case of Latin America since
the Europeanization of this region: in contrast
to Europe and the English-speaking world, very
likely more human beings have met their end from
violence internal to the Latin American countries
than have fallen victims of conflict between these
countries.
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Consider another example: the matter of the
existence of a centralized government, i.e., a state.
In current thinking the existence of a society and
the presence of a centralized government have become
so closely bound together that a centralized
government is often assumed to be the prerequisite
for a society. Furthermore, so this line of reason-
ing continues, since the international system is
stateless, clearly the world as a whole cannot be
called a society. Here is another example of
social theory influenced by a limited sample of
observations. The Western nation-states are
clearly societies with centralized governmental
institutions, but it does not logically follow
that all human societies must also be states any
more than it follows that since some fruit is
round in shape, all fruit must be round. Many
of the human groups that are conventionally labeled
primitive societies are stateless societies, that
is, societies without centralized political in-
stitutions. 27 But one need not go to exotic
lands for examples. For a great many purposes one
can think of America's sprawling metropolitan areas
as sub-societies within American national society,
for clearly they are a more significant kind of
social unit than are most of the states. Societies,
like those of metropolitan New York or Chicago, are
stateless systems. Politically, they are comprised
of a large number of legally sovereign govern-
mental units (cities, special districts, counties,
unincorporated areas, etc.), whose interrelations
are a matter of diplomacy, negotiations, and
bargaining not unlike what may be observed in the
international arena.

If our everyday operating conception of what a
society consists of needs a bit of refurbishing,
much the same can be said of the conventional
social theory that guides our perceptions of the
structure and functioning of the international
system.

The contemporary international system is
conventionally dated fron 1648. The Treaty of
Westpnalia is taken as the event marking the birth
of nation-states as major political forms and
hence, the birth date of the contemporary nation-
state system. In the course of its evolution over
the next several centuries, the nation-state system
developed a set of distinctive characteristics.
Andrew Scott provides an excellent summary whose
combination of brevity and breadth we cannot match,
so we quote him at length:
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The significant actors in the system were
nations. There were few other actors of note,
except the Church and an occasional alliance.

The nations that composed this system were,
to a very considerable extent, impermeable,
self-contained units. The capacity of one
nation to reach inside the borders of another
nation to influence its people or processes
was slight, except for dynastic relationships.

One nation might influence another, but
only by means of external pressure. A nation
was moved by others as a billiard ball is moved
by the impact of other billiard balls. In-
ternally each ball was relatively inviolable.

Relations between actors were, therefore,
those of a formal, government-to-government
nature.

The consequences of conflict within a
nation seldom reached beyond the borders of
that nation. The internationalization of
internal conflict, that is, was not a common
feature of the system.

The powerful nations were located in Western
Europe and the system was therefore dominated
by events in Europe.

Many areas in the world were politically
irrelevant as far as the functioning of the
system was concerned. They were irrelevant
in the sense that they lacked the capacity
to generate system-wide disturbances, except
occasionally and indirectly through their
impact upon a European nation. They did not
have a continuing effect on major decisions
within the system. The peoples in these
areas were, for the most part, in a de-
pendent or colonial status.

Power was distributed relatively evenly
among the major actors in the system. No
actor was able to maintain clear predominance
for long.

Traditionally, such authority as existed
in the international system was associated with
the nation-state. Authority reaching across
national lines existed only when some power-
ful nation was able to exert it, save for the
Church, of course.

44.
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Some of the more powerful nations had reached
out and had come to control lands distant from
the homeland. A number of colonial systems had
developed.

Although dynastic and other differences
might divide nations, deep ideological schisms
were rare. The relative absence of serious
ideological differences made it possible for
nations to align and realign themselves as the
situation demanded. It was rarely felt that
alliance with a particular nation would necessarily
be wicked or immoral.

The means for the diffusion of ideologies
across national boundaries were limited primarily
to books, pamphlets and personal contacts. There
was little deliberate diffusion of knowledge and
skills throughout the system except in connection
with the colonial activities of nations and the
small-scale activities of private groups and
missionary societies.

Cultural diffusion was slow and limited in its
reach. In a few cases something akin to a
regional culture might be said to have existed,
but the technical means for a wider diffusion of
culture were limited.

There was a moderate amount of trade among
national actors but examples of a large-scale,
one-way, public transfer of resources among the
nations were rare.

A set of ideas had come into existence that
explained and justified the system. This set
of ideas might be called the ideology of the
nation-state system.

Because the system revolved around the nation-
state, the ideology naturally incorporated doctrines
that bolstered the nation-state. These were:

A. National sovereignty
B. Non-intervention
C. National loyalty

Nation-states were the key actors in this
system and their functioning was justified by the
principle of national sovereignty. The doctrine
of national sovereignty taught that each nation,
by virtue of being a nation, was a law unto
itself and owed obedience to no lawful superior.
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This principle, when generalized to all

nations, served to justify and perpetuate a

system in which it was deemed appropriate for

national units to pursue national interests

free from binding moral or legal constraints.

The doctrine of non-intervention is a

corollary of the doctrine of national

sovereignty. If each nation is properly sov-

ereign and a law unto itself, then all efforts

by one nation to interfere in the affairs of

another nation are clearly improper. If the

nation-state was the building block of the

international system, it was natural that
the system's ideology would emphasize the

importance of loyalty to the nation. Accord-

ing to this ideology, the primary political
loyalty of the individual was to be given to

the nation-state in which he resided. This
allegiance would not, of course, stand in
the way of an individual's loyalty to monarch,

family or friends.

In the event of a conflict between politi-

cal loyalties, it was assumed that loyalty to

the nation would take precedence over all
other loyalties. Failure to behave in a loyal

way toward one's nation-state was treason, a

crime often punishable by death.

It was assumed that there would not be com-
petition among nation-states for the loyalty

of the individual. It was also taken for
granted that there were no serious competitors
on the international scene for the loyalty of

individuals, except nation-states.

Loyalty to the nation sometimes provided a
substitute focus of attention for societies
that were becoming progressively secularized.

These three doctrines were both descriptive
and prescriptive. That is, they were useful in
describing the functioning of the system and
they also prescribed the principles in accord-

ance with which men should behave in such a

system.

It was assumed that these principles were
'right' and 'just,' insofar as these terms had

any meaning in the context of world polities.

It was also assumed that the application of

these principles would produce a system that
would be relatively orderly and that was, in
any case, virtually the only system conceivable.
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Whether the national actors in this system
were monarchies or republics, the 'public' in
each nation rarely played a significant role in
the shaping of foreign policy.

For the most part, ideological factors were
not a significant influence within the nation-
state system. Secular religions capable of
generating the fervor of men toward political
objectives were rare. The absence of sharp
ideological cleavages also tended to limit the
objectives of one nation with regard to another.
During armed conflict there was little motivation
for the enslavement or extermination of the enemy
or for the finta destruction of another nation.

The techniques available to a nation for the
punishment or control of another nation were
limited. For this reason, also, defeat in a war
seldom meant enslavement or national ruin.

'Power' was thought to involve primarily
physical force. Other sources of influence were
few in number and relatively insignificant whether
nations were engaged in collaboration or conflict.

Because relations among nations were on a
formal, government-to-government basis, the
techniques of state-craft available to indi-
vidual national actors were limited to those
associated with formal interaction.

Because relations among nations were almost
exclusively formal, the level of interaction in
the system was necessarily limited.

The tempo of scientific and technological
.

advance, though accelerating, remained moderate
by contemporary standards.

Conflicts of interest in this system might
be settled by means of negotiation among
interested parties. There were no special
institutions concerned with the solving of
problems, however, and with the legitimation
of political change.

If disputes could not be settled amicably,
war was both a normal and a respectable means
of settlement.

The essential nature of this system--proud,
independent nations, acknowledging no command
as superior to their own wants, with war as the
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ultimate arbiter of all differences--militated
against prolonged peace.

War and peace were regarded as clearly
identifiable conditions in the relations among
nations. War was war and peace was peace and the
differences between the two were clear-cut.

The categories of war and peace were thought
to exhaust the possible relations among nations.
If nations were not at war, then they had to
be at peace, and vice versa.

A number of characteristics of armed conflict
among nations were widely taken for granted.

A. The capacity for surprise attack
was limited.

B. The initial blows struck against an
enemy would not do catastrophic
damage to the enemy nor crush its
capacity to strike back or to con-
tinue the struggle.

C. When attacked, a nation usually had
sufficient time to organize its
defenses, militarily and politically.

D. The tempo of conflict was moderate.
E. Military weapons and skills seldom

took major leaps forward. If the
offense scored an advantage it was
likely to be temporary, for the
defense was presumed to be always
capable of catching up with the
offense.

F. The more military power a nation had,
the greater was the security of that
nation.

G. Although the ravages of war were
acknowledged to be dreadful by all
'parties, they were not so dreadful
that ambitious nations ruled out the
possibility of war as a deliberate
instrument of national policy.

Because the destructive capacity of war fell
within acceptable limits, there was no need for the
elaboration of doctrines of limited war. 28

Much of our everyday thinking about international relations
would seem to be influenced by culturally inherited social theory
grounded in the classical or traditional system just described.
The nation-state system of the last half of the twentieth century
however, is in many respects a very different kind of social
reality. Every characteristic that defined the traditional system
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has undergone change. Scott also summarized very well these
changes, and so again we quote him at length.

New kinds of actors have developed and have
..ome to play roles'of importance in world politics.

Through most of the history of the nation-state
system, few nongovernmental transnational organizations
have had an impact upon international affairs. Now,
however, the number of organizations is substantial--
The Ford Foundation, Rockefeller Foundation, CARE, the
Red Cross, and so on.

The supranational organization is a new type of
actor on the world scene. The first example of this
type did not come into existence until the treaty
creating the European Coal and Steel Community went
into force in 1952.

Of great importance has been the development of
international organizations, which began at the
end of World War I. These organizations have
become far more numerous since World War II, and their
functions have grown rapidly.

International organizations now have a powerful
impact upon the functioning of the international
system. The United Nations, for example, is a

revolutionary force in the world in a number of ways.

International organizations sometimes have great
influence over the functioning of a nation and may
even undertake operational activities within a nation,
as the UN did in the Congo.

This proliferation represents men's efforts to
reach out for nen/ organizational forms to cope with
a variety of pressing problems. Taken together, these
organizations have created important new problem-
solving capabilities in the international system.

Two generations ago, when an opportunity emerged
or a problem developed, men turned to the nation-states
because there was no other alternative. Now, almost
as automatically, men assess situations with an eye
to the utilization of international organizations.
If an appropriate international agency does not exist,
a new one may be created.

Nation-states no longer provide the only source
of authority in the nation-state system. Inter-
national organizations and regional groupings, by
their existence and their actions, provide new forms
of authority. Under some conditions these newer
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forms of authority may conflict with authority

deriving from lAation-states.

The hitherto impermeable nation-state is sometimes

penetrated by the activities of international organi-

zations. It is frequently penetrated by the activities

of other nation-states. In fact, though not in theory,

a great many nation-states are now highly porous.

The assumptions on which the theory of the nine-

teenth century nation-state system were based were

products of an era in which the level of inter-

communication and interaction among national actors

was low. Under those circumstances, the concept of

national sovereignty and the idea of the self-
contained, impermeable nation-state had some justifi-

cation.

Nations today are not sovereign, in the meaningful

sense of that term, are not self-contained, and are

not impermeable. This statement is true for all
nations but is startlingly apparent in the case of
the newer 'incubator' nations, which need assistance

almost from the moment of their birth.

Relations among nations are no longer confined,
for all practical purposes, to those involving formal,
government-to-government contacts.

The ability of one nation (or of an international
organization) to reach inside another nation is im-
portant not only to those nations but to the inter-
national system as a whole. Influence in the system

is no longer confined to external influence. Nations

can now seek to use both external and internal
influence in the pursuit of their objectives.

The development of internal influence has
fostered the development of a wide variety of new
techniques of state-craft. These techniques include
economic aid, technical assistance, military aid,
information activities, cultural exchange, economic
warfare, covert political warfare, and so on. The
relative importance of traditional diplomacy has
necessarily declined with the emergency of the
newer forms of statecraft.

The range of possible relationships among actors
in the system has increased greatly with the use of
techniques of internal influence and informal pene-

tration.

The level of interaction among nations has risen as
a consequence of the development of informal penetration
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and other factors. This change could not fail

to have an impact upon the functioning of the

international system.

The internationalization of internal conflict

has become far more common than it was before

the twentieth century. Nations are often in-
terested in conflict within other nations and
seek to influence it. The Russian Revolution,
the Spanish Civil War and the Chinese Revolution
are among the more spectacular examples.

There have been notable shifts in the dis-
tribution of power in the international system
since the nineteenth century. The nation-state
system had its origins in Western Europe, but
the relative power of leading European nations,
including Great Britain, has undergone a sharp
and substantial decline. Colonial empires
associated with these nations have dissolved.

Actors not located in Western Europe, such as
the United States, the Soviet Union and Communist
China have emerged as itaportant new power centers.
For fifteen years after World War II international
politics was organized on a bipolar basis--neither
of the major power centers was European.

If many geographical areas were once politically
irrelevant, now scarcely any area may be said to
be so. Scarcely any area is so insulated from the
rest of the system that it is incapable of gener-
ating system-wide disturbances. Time and again, in
the last two decades, troubles have developed
in lands far removed from the established power
centers. In the end these troubles have made
heavy demands upon the time and attention of the
great powers and have been the focus of pro-
longed discussion in .,ae United Nations. For
all practical purposes, the geographical extent
of the international system is now world -wide.

Power and influence are now less often thought
of primarily in terms of physical force. A variety
of other sources of influence are now recognizable.
Actors that are not 'powerful,' in the traditional
sense of that termg may yet wield a good deal of

influence.

The physical attributes of 'power' are, never-
theless, probably more concentrated than they were
during the earlier period. The gap between the
resources available to the super-powers and to
the smaller nations is enormous. A powerful
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nation may be able to assist in the reconstruc-
tion of a continent, extend aid to a large number
of nations, and influence events, in many parts
of the world.

Since World War II the implications latent
in the principle of the self-determination of
peoples have become obvious. The number of
nations has more than doubled.

The development of the nation-state, which
started in Western Europe, has spread over the
globe. Virtually every part of the world is
now organized on the basis of nation-states.

In the relatively short period since the
beginning of World War II, the established
colonial systems, based in Western Europe, have
been dismantled. The breakup of these systems
and the emergence of the new nations are, of
course, associated processes.

The new nations are emerging into a world
in which nationhood is very different from
what it was before the turn of the century.

For a variety of reasons the role of public
opinion has come to have a greater bearing on
foreign policy matters in many countries than it
did in the nineteenth century or even the early
twentieth century. The 'public' (or the publics)
has therefore come to be a more significam
target than it once was for decision-makem
within the nation and outside the nation

In the twentieth century ideological
doctrines with a demonstrated capacity to
generate evangelical fervor and political
action have emerged.

These ideologies, when associated with active
political movements, and when propagated by means
of the techniques of informal access, have
demonstrated a capacity to reach across national
boundaries.

Because of the fervor they can generate,
and the concrete programs with which they may
be associated, these ideologies have sometimes
divided nations and peoples from one another
quite sharply. In addition, they may contain
virulent elements that deny humanity and worth
to the enemy and that may therefore be used
to justify unrestrained policies.
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The development of sharp ideological cleavages
hinders, although it does not necessarily prevent,
the relatively easy alignment and realignment of
national actors characteristic of the nineteenth
century.

In the past two decades organized, large-
scale efforts directed toward the diffusion
of knowledge and a variety of skills through-
out major portions of the international system
have developed.

Programs of technical assistance, training and
education have been established both by indi-
vidual nations and by international organizations.

This educational effort on the present scale is
without historical precedent during the history
of the nation-state system.

The transfer of resources from one actor in
the international system to another, in the form
of foreign aid of some kind was massive during
World War II and has continued at a high level
since then.*

This transfer has been engaged in by inter-
national organizations, regional groupings, and
individual nation-states. The United States alone
has transferred goods and services valued at more
than $100 billions since the end of World War II.
The volume of this aid, from all sources, is with-
out historic parallel.

Key doctrines associated with the nation-state
system, such as those of national sovereignty, non-
intervention, and national loyalty, have been
undermined in important ways.

The doctrine of national sovereignty ill
accords with the realities of an international
system characterized by:

*This type of resource transfer is to be distinguished
from both trade and from private investment. There
have been large flows of private capital during earlier
periods. British investors, for example, during a span
of several generations, invested on a large scale in
many countries, including the United States. The pur-
pose of this investment was private profit, however,
and not the systematic development of underdeveloped
nations or the L,aquisition of political and economic
influence.
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A. Political interdependence

B. Economic interdependence
C. Military interdependence
D. The military vulnerability of

individual actors

E. Vast disparities in the power and

influence wielded by actors

F. Extensive informal access

This doctrine is an important source of in-

tellectual confusion and sometimes leads

observers to mistake a legal fiction for politi-

cal reality.

The doctrine of non-intervention is equally

out of accord with contemporary reality. It

was fashioned for a world in which nations were

set apart in space and did not interact

significantly; a world in which there were no

countries so much more powerful than others

that they 'intervened' simply by being and

acting; a world that had not yet discovered the

potentialities residing in the systematic and

large-scale use of the techniques of informal

penetration. The doctrine of non-intervention

was designed, in short, for a world that has

ceased to exist.

Because of the capacity of some ideologies

to influence the thinking and behavior of

persons across national boundaries, men are

exposed to ideological appeals in a way that

was uncommon in an earlier period, though not,

of course, unknown.

Exposure to an alternate or competing

ideology will sometimes challenge the loyalty

of the individual to his nation.

Established ideologies and some new ideolo-

gies have demonstrated a capacity to compete,
sometimes quite successfully, in the same arena

with nationalist ideologies. The transnational

appeal of communism, under certain circumstances,

is one example; and the ideology of the movement

for European integration is a second.

Once serious ideological competition has

developed, the nation-state in which an individual

resides can no longer assume that it, and no other

political entity, will automatically be the focus

of the individual's loyalty. The history of World

War II and of the decades since has made it clear

that an individual will-sometimes give his primary
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loyalty to other entities--nations, political
movement, supranational organizations, inter-
national organizations--rather than to his own

nation.

The techniques available to one nation for
the control of another are many and varied. If

the controlling nation is prepared to be ruthless
in its behavior, these techniques can be quite
effective. The desire to control and exploit
other nations is now reinforced by the technical
capacity to do so. In addition, when a nation
has gained control of another it may be able to
sustain this position indefinitely. The Soviet
Union, for example, developed the art of satelliti-
zation to a high level. HoweVer, strains may
remain and the control mechanisms may sometimes
malfunction or break down altogether.

The tempo of technological innovation relevant
to the international system has increased sharply.
Instead of one innovation coming on the heels of
another, innovations are now likely to come in
clusters. Thus, the international system is con-
fronted with the task of adjusting to the
implications of a half-dozen significant innova-
tions simultaneously. These may come in the areas
of communications, transportation, weaponry,
agriculture, and so on.

Machinery now exists in the international
system for dealing with disputes and conflicts
of interest. The machinery is rudimentary and
is incapable of supporting all of the burdens
placed upon it, but the very existence of in-
stitutions designed to effect and to legitimate
political change is significant.

With the advent of limited war and yeasures
for informal attack, war and peace are no longer
viewed as completely separate and distinct.

A wide range of conflict techniques has
emerged to fill in the great gap between all-
out war, on the one hand, and frictionless
peace, on the other. It is now perceived that
there are many forms of conflict and many forms
of collaboration.

Reflective observers can no longer assume
that when nations are at war there must be a
total conflict of interest between them, or
that when nations are at peace there can be no
significant conflicts of interest. It is
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understood that nations at peace may never-

theless have significant conflicts of interest,

whereas those at war may also share significant

common interests. To be sure, not all decision-

makers are reflective.

Many important characteristics of armed

conflict during the nineteenth century have been

altered by events.

A. The capacity for surprise attack is

now impressive. Warning time may be
minutes, seconds or even zero time.

B. Initial blows that one nation can now
direct toward another may be catastrophic.

C. If full-scale warfare begins among the

major powers, the nation attacked will

have little time to ready its military
and political defenses.

D. The tempo of the conflict, once begun,
may be extremely rapid.

E. The rate of innovation in weaponry is

very high, and new developments are
often of the utmost importance.

F. National security can no longer be
assumed to improve with each increase
in the military power of a nation.

G. The destructive capabilities of the
major nations are staggering. Because
of the damage that can be done to a
nation in the event of all-out war, and

because of the danger that a small con-
flict might escalate into a large
conflict, gains/cost calculations re-
lating to war have been radically
altered. As the probable costs of
wars rise, the circumstances that
would justify a nation in resorting
to full-scale war are ha: der to find.

If decision-makers are to behave rationally, they

must view the precipitation of full-scale war in a

very different context from that in which it has

customarily been viewed.

If the calculations of the potential aggressor
have been modified, so have those of potential

victims. If a potential aggressor must move carefully
lest it precipitate an all-out war, a potential victim

will be aware of the aggressor's concern. The threats

of the aggressor may therefore be less terrifying than,

they otherwise would be.

To the extent that the coercive capacity of

military power is weakened, the functioning of the
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nation-state system is altered and relations
among nations are changed.

Because warfare has traditionally been an
important means of settling disputes among
nation-states, any alteration of this function
is certain to affect the working of the nation-
state system.

Given the likelihood that armed conflict
among national actors will continue, and given
the destructive nature of full-scale warfare
among the great powers, those powers have a
common interest in finding a way to limit warfare.

It is not surprising, therefore, that doc-
trines of limited warfare are in the process of
emerging. The more powerful nations are learning
that it may be sensible, in some circumstances,
to wage war against an enemy--but on a limited
basis. 29

If one can escape from the limitations imposed by an
inherited body of social theory he can then go on to ask
if there are empirical warrants for treating the emerging
global social system as a society. An examination of the
world as a whole at any point in time reveals two contrary
forces of change at work: on the one hand, forces of
integration, and on the other hand, forces of disintegra-
tion. Those who are psychologically or philosophically
predisposed toward the latter view may well conclude that
there is little evidence to warrant thinking of the world
as a society. Those, on the other hand, who tend to see
Only unifying themes in the tapestry of human affairs are
likely to be led beyond the modest claim that mankind has
become a species united in a single society to the more
expanded notion of mankind as a single family. Of course,
neither of these perspectives is adequate. The point is
not that there exists side by side evidence of unity and
disunity--this has been true of all history. The in-
teresting and also critical question concerns the ratio
existing between forces of integration and of disunity.
A bit of history in which there is one element of unity
for every nine elements of disunity is quite different
from a bit of history in which the ratio is four to ten.

The contemporary observer regarding the modern world
in this way, and looking backward over the long sea of man's
development, might reasonably conclude that the forces that
divide the human species have neither appreciably increased
or decreased in the modern era. On the other hand, there
is reason to believe that integrative forces have expanded
in number and scale. What are these? They would seem to
include the following:
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1. A rapidly worldwide system ima n

interaction*

Historians debate the relative autonomy vs. the relative
interdependence of the twenty odd classical civilizations
that can be identified in the history of mankind, but there
can be little debate about the character of the modern
world relative to prior historical epochs. Local and
regional systems of interaction have come to significantly
interpenetrate each other with the resulting emergence
of a globalized system of human interaction."

2. An expanding network of cross-national organizations
and associations.

In our time the globe has been encircled by an expanding
grid of organizations and groups cutting across the boundaries
of national systems. Among these are hundreds of organizations
that link national governments to national governments, as
well as hundreds of nongovernmental organizations and groups
reflecting religious, fraternal, scientific, business, ar-
tistic and humanitarian interests that cannot be bounded by
the geography of the nation-state system. Just how important
some of these cross-cutting institutions are in the social
fabric of global society can be sensed by looking at large
international business enterprises, many of which have budgets
far in excess of the budgets of most of the world's nation-
states. 31

3. Increasing similarity in mankind's social institutions.

The range of diversity in mankind's social institutions,
particularly in the arenas of politics and economics, appears
to be narrowing. This would seem to be particularly true within
the economically and politically developed regions of the planet.
Modern technology harnessed to large and complex social struc-
tures seems to carry its own organizational imperatives, which
are partially immune to the influence of ideology. Thusr, ad-

vanced, large - scale mass societies, such as the United States,
Japan, the Soviet Union and most European countries, while
continuing to reflect the influence of their own peculiar
histories and ideologiesu are beginning to have increasingly
similar social systems.34

4. An expanding homogeneity of culture.

The human species has always possessed a core of cultural
similarity surrounded by a much larger area of cultural di-
versity. Today globalized communication trad transportation
are in the process of gradually and unevenly erasing many
culturally defined differences, and in so doing gradually ex-
panding the core of common human culture. Perhaps a more
accurate way of putting this is to say that these forces are
creating, at a global level, a pool of values and world-views
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from which all people can draw. Global commonalities in
the subculture of the world's teenagers is one example that
will come to the mind of the educator. This, of course,
is but an illustration; an example of a larger phenomenon.

To date, this global pool of cultural forms has been
fed mostly by Western ideas, largely for the simple reason
that Europeans dominated the planet at the same point in
time that modern science and technology emerged as signi-
ficant elements in the life of mankind. But before the
century is over, it may well become clear that cultural
diffusion is a two-way street, bringing Eastern culture to
the West as much as Western culture is currently pene-
trating the East. For example, while many Americans find
the sources of life's meaning in the middle class status
they occupy in an affluent society, there is good reason
to believe that an increasing number of young people in
the West are seriously beginning to seek answers to the
question: "Beyond affluence, what?" In an age of global
communication there is no reason to assume that these
young people will confine their search for answers to within
the boundaries of Western civilization.

5. Internationalization of social problems.

The growing interconnectedness of peoples has among
its consequences the internationalization of many aspects
of man's ageless problems of survival. The pollution of
air and water, the proliferation of nuclear weapons, and
the plundering of the planet's mineral resources are only
a few of th2 problems that cannot be tackled effectively,
much less solved, by unilateral measures of nation-states.
International cooperation has become necessary in almost
every facet of the species' social life, including the
areas of education reform, the promotion of new sources
of food supply, the stimulation of technological growth,
the acceleration of economic development, and the dis-
semination of new medical knowledge.

Expanding interaction at the global levels; expanding
numbers and varieties of cross-national social structures;
a gradually receding heterogeneity of social institutions
and gradually increasing cultural homogeneity; the inter-
nationalization of many social problems --these are among
the important indicators that seem to warrant the claim
that one can legitimately think of the world as a single
society comprised of a large number of national and local
societies.

Criticisms of the Definition

The reactions of educators and social scientists with whom we
explored the idea of viewing international education as education
about global or international society were both mixed and varied. The
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formulation was clearly appealing to some, and they saw it as providing

a promising conceptual framework to approach the tasks of planning
and developing future curriculum, research, and teacher tri.ining pro-
grams in the field of international education.

On the other hand, there were others who were "turned off" or at
least "tuned out" by the formulation. Objections or objectors to this
view of international education appeared to fall into four general
categories.

First, there were a few individuals who found the concept of
global society an emotionally uncomfortable idea. For all of us
ethnocentrism in one or more of its various forms serves important
psychological needs, but apparently there are some for whom an ethno-
centric perspective on the world is a particularly important ingredient
of their self-identity. Needless to say, objections to the notion of
international education as education about global society which are
generated by an emotional rejection of the central concept cannot be
countered by rational argument.

Second, some people argued that the definition is simply a codi-
fied version of a sentimental "oneworldism". To apply the term
"society" to the world as a whole is inaccurate, it was argued, since
the world as a whole does not possess the defining characteristics of
a society. One might want to talk about international or global soci-
ety in some poetic context where words are permitted to assume strange
meanings, or one might want to use such terms when speculating about
the possible social organization of the human species at some future
time, but the notion of the world as a society is not to be taken as
descriptive of the current world and certainly should not be seriously
considered as a core concept in the planning and development of future
programs in international education.

Two things can be said about this argument. One 'is-that "the
state of being a society" is not like the "state of being a male" where
presumably an individual either is or is not. The concept of society
is a very complex notion that abstracts many features or character-
istics of the world as it is experienced. The world viewed as a single
entity can display some "society-like" characteristics and not evidence
others. It is much like the concept of "nation" applied to an entity
such as the Congo. In some respects the Congo is a nation and in other
respects it is at best a kind of proto-nation, or nation-in-the-making.
Or closer to home, can one point to a day in a year when the colonists
ceased to be a collection of scattered Europeans and became an "American
society"?

Also, as we observed earlier, our conventional operating notion
of what a society is and is not perhaps is somewhat restrictive and
culture bound. It would seem we need a more expansive concept even
to take into account the full range of diversity in social structure
especially observable among the some 3,000 sub-global human societies
about which we know something; and perhaps within the context of an
expanded conception of society, the perception of the world as a global
society would seem less alien.
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Third, it was sometimes argued that the notion of the world as a

society is of no pedagogical utility because, for one thing, it is too

abstract a concept for children or adolescents to grasp. Whether

Bruner is right or wrong about the ability of children to understand
anything presented in ways appropriate to their level of conceptual

development, it remains an open possibility that the world viewed as a

society is not more and perhaps even less abstract and remote to many
of today's children than was, let us say, the Roman Empire to us when

our exposure to that society consisted of a few words in a textbook,
supplemented, perhaps, by a photo of the Colosseum taken in 1907 or a
drawing depicting the assassination of Julius Caesar.

But it was also asked, "Even if it were possible to communicate
the idea of global society to children and young people, why try?
There may be a couple of good reasons. For one thing, the image of
the world as a global society seems to capture several facets of the

reality of man's contemporary condition; thus there may be a value in
trying "to tell it like it is" in educating the young. But the po-
tential utility of the idea seems to go beyond this.

We are beginning to realize that much of human thinking is
comparative, although the act of comparison occurs sub-consciously
most of the time; By making this process explicit, that is, by doing
comparative analysis (which seems to be essentially a matter of asking
the same basic questions of different phenomena, obtaining comparable
answers, and then noting and analyzing similarities and differences),

we are able to enhance the conceptual dimension of human thought.
Partly for this reason comparative analysis has become an important
ingredient of the so-called "new social studies." Much of the com-
parative analysis that is done in both schools and universities is
"within levels of comparison"; that is, we compare nations with nations;
family systems with family systems; forms of poetry with forms of
poetry; and the like. But we can and do make comparisons ,"across
levels" of human social organization as well. Thus by conceptualizing
the world as a global society one can compare this society (or various
aspects of it) with one or more of the some 3,000 primitive, historic,
and now national societies about which some information is available,

For example, political scientists have found it fruitful to compare
the world political and legal systems with those found in some primi-
tive societies, in some of the developing nations, or in some American
metropolitan areas.

Should this sound highly esoteric and something confined to uni-
versity scholars working on the frontiers of their disciplines, it
should be noted that the making of "international/sub-international"
comparisons is done by everyone, albeit usually in an implicit way.
For example, much of a child's conception of conflict among nations
seems to be in the form of projections from what he has learned about

human conflict at the inter-personal level. These projections are in
effect comparisons of different people's conflict behavior. Un-
fortunately, many comparisons implicitly made across levels of human
social organization are wrong. A person will believe there are signifi-
cant differences when in reality there are none, or he will believe
there are no differences when in reality there are some. By making
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comparisons explicit, i.e., bringing them out into the open where they

can be examined, one is able to avoid at least some error in his images

of the world.

Fourth, there were a number of people for whom the notion of

international education as education about international society was

emotionally appealing and intellectually attractive, but who questioned

the political prudence of formulating or articulating the idea in this

particular form, since any serious talk about world society is likely

to stimulate a good deal of opposition. Kenneth Boulding has des-

cribed the general problem very well:

Any attempt to introduce what might be called a
spaceship-earth education will be regarded with extreme

suspicion. Wherever the curriculum of formal education
impinges on images of the world which the local culture

around it treasures, sensitive areas are set up which

are avoided as far as possible. Religion, race, and
nationalism,...are among these areas; and the study

of the international system almost inevitably impinges on

all of them. It is not surprising, therefore, that inter-

national education tends to follow the innocuous patterns

of interesting stories about strange children, and any

attempt to teach the international system as a total

system might easily run into very serious criticism

for the defenders of the local culture. This is pre-

cisely because what might be called international

systems education, to distinguish it from the more

innocuous brands, deliberately sets out to destroy the
illusions of perspective and to point out that things
at a distance are not really small, still less are they

unimportant. We can still, however, concede a great
deal of realism in the proposition that the near are
dear. Moral perspectives of this kind are not only
realistic but are not incompatible with the systems
point of view.

Those engaged in formal education, therefore, are
always walking an uneasy tightrope. On the one hand,
it is easy for them to violate the sensibilities of the
older generation, especially those in the folk culture,
who, after all, largely pay their salaries. On the
other hand, the educator who does not "tell it like it

is" is in great danger of being found out if the image
of the world which he is propagating to his students
does not correspond to what they are going to discover
in their subsequent life experience. If a student
finds that teachers have deceived him and have taught
him things that are not so, the whole sacredness,
prestige and legitimacy of the teaching profession
is threatened....If our children find out that their
teachers are liars, or at least superstitious and
gravely in error, the consequences to the whole
socialization process and the very fabric of society
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itself could be disastrous. Some of the current
revolt of youth, especially of students, may very well
be related to the fact that the pablum which they
get in primary and secondary schools is so un-
related to the realities of the world today that
it proves indigestible.34

In our judgment, this constitutes the most persuasive of the
arguments advanced against the idea of explicitly defining inter-
national education as education about global or international society.
What is needed, it would seem, is a more emotionally neutral formula-
tion of the basic idess that inhere in the concept of the world as a
global society.

V. International Education Viewed as Education
About the World System

As suggested above, the notion of "global society" was selected
from the repertoire of possible terms available in the general culture
for three major reasons. We sought a term that Was suggestive of the
historically unprecedented degree of interdependence that characterizes
the modern world. We also desired a term that would link a concern
with the phenomena of the earth as a planet, and mankind as a species
of life, with an interest in the global social organization of mankind.
Finally, we sought a term that is traditionally associated with a
holistic understanding of a group of interdependent individuals and

groups occupying a given physical environment with which they inter-
relate. We saw in "society" a term familiar to all of us and in the
notion of global or world society a concept that served these three
needs.

Fortunately, there appears to be an alternative formulation to
the notion of the world as a global society that serves these ends
just as well, and perhaps better, while at the same time being emotion-
ally less connotative and hence politically less controversial. This
is the concept of "system". A system broadly and minimally defined
is any set of interrelated elements.

Thus we commonly call a thermostat, furnace, and mechanisms of
heat transfer a heating system indicating that these three elements
are functionally interrelated with one another. Or we speak of a
network of inter-connected roads as a highway system, or more broadly,
we refer to the totality of a society's inter-connected technologies
and resources for transmitting things and people through space as its
transportation system.

Earlier we made extensive reference to the fact that, in the
sense just defined, the human species qua species is
acquiring an increasing degree of "systemness," and said that the
notion of an international or global social system provides a useful
concept in terms of which to think about the social organization of
the species at a global level. But clearly "systemness" is not
simply a characteristic of man-to-man relationships. It is also a
property of the human species' interrelation with the larger biosphere,
and also a property of the biosphere's interrelationship with its
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physical environment. Moreover, this total earth system is from a
cosmic perspective a sub-system within the larger cosmic systeu which
very likely includes countless sub-systems analytically comparable to
the earth system.

Thus, it would seem that the concept of world system ca=unicates
the kind of perspective we sought to suggest by the term world or global
society and does so without the unfortunate side-effects generated by
the latter term. If so, theft it might be useful to think of inter-
national education as education about the world system. Kenneth Boulding
briefly describes one version of this general idea:

My thesis is that the princ;;pal task of education
in this day is to convey from one generation to the next
a rich image of what I call the "total earth." The uni-
verse we can leave for the next generation but for this
generation the prime task is to convey the idea of the
earth as a total system. This is an idea around which
one can organize a whole educational process, not only
in the social sciences, but in all the other sciences
and the arts and the humanities as well.

We start with the concept of the earth as a series
of approximately cor..entric spheres,1 such as the
lithosphere, the hydrosphere, the atmosphere and the
biosphere. Finally we have what I have been calling
the sociosphere, or the anthroposphere, which is the
sphere of man and all his activities. In our day the
sociosphere is becoming increasingly dominant over the
others. Thanks to it the evolution of the elements
is now continuing where it seems to have left off four
or six billion years ago. The sociosphere is beginning
to affect the biosphere very rapidly and it will be
surprising if in the next generation man does not get
his busy llittle fingers into the business of genetic
evolution.

The notion of international education as education about the world
system appears to meet the criteria previously outlined. Moreover, it
has another characteristic which many people deemed an important
criterion in defining international education: Namely, congruence with
major current and projected intellectual trends within the behavioral
sciences.

As noted previously, not only is the world changing rapidly, but
the way the world is studied is also changing rapidly. Fred Sondermann
writing in the 1968 Yearbook of the National Council far the Social
Studies briefly summarizes some recent trends within international
studies. Looking at the present state of the field, he notes:

we find new and more programs, new and more
personnel, new and more media of communication. All
these resulted in, and reflected, the rapid proliferation
of international studies which has been the hallmark of
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the last ten to fifteen years. George Liska has
referred to the period 1955-1965 as "the heroic decade"
of international studies. It may be debated whether it
was indeed heroic; it cannot be denied that it was, and
is, exciting. Only a few highlights of some of the
new approaches can be dealt with here. The list is
not all-inclusive, and the various approaches are not
discussed in detail. All that is intended is to provide
a partial inventory and to indicate something of the
variety of interests and approaches which presently
permeate the field. Soue of the new departures are,
in any event, covered in more detail in other portions
of this book. The many new ideas, suggestions, and
proposals have made the recent study of international
relations an exciting, and at the same time a difficult
and often frustrating, experience.

An early entry into the list of new approaches was
the suggestion, made by Professor Richard Snyder and
others, to study international relations by studying
the decision-making process. In the original work,
Decision-Making as an Approach to the.Stud of Inter-
national Politics, Snyder and his colleagues deplored
the chaotic state of the field of international studies
and insisted on the necessity for a central focus. Their
suggested focus takes into account new work that is
currently taking place in such related fields as com-
munications, social psychology, management and organi-
zation studies. The scheme they proposed was enormously
complex, which probably accounts for the fact that so
little follow-up work has been done on it. It raised
many questions. One of these was whether one can, in
fact, grasp the totality of international relations
by looking at them from the vantage point of national
decision-making processes alone. The present writer
once put this, rather inelegantly, by asking whether at
"any given time the field of international relations is
only the product of the actions of states and statesmen,
or whether perhaps the actions of states and statesmen
are affected by the field of international relations.
The question is from what point of view or what level
the reality of life which we call "international
relations" can best be understood.

Another emphasis which gained ground in the 1950's
was the so-called area-studies approach. This approach
concentrates on a single country or area and studies
it in depth, riot only in terms of its domestic and
international politics, but also in terms of its geo-
graphy, social structure, economy, culture and language.
Area study programs have proliferated at American
universities. Exciting new concepts for the study of
foreign societies have been developed by anthropologists
and social psychologists, among others. Understandably
enough, particular emphasis is placed on areas which
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previously tended to be terra incognita for American,

students- that is to say, the newly emerged countries,

most of which are politically and economically under-

developed. Thus, African and Asian area study programs

receive a great deal of effort and attention.

Third in this partial inventory of recent develop-

ments in international relations is the movement which

is frequently referred to as "behavioralism." This is

a catch-all term, relating the study of international

relations to movements that have occurred simultaneously

in a number of other disciplines. Its meaning is not

totally clear. It refers to at least two, and possibly

more, fairly distinct trends. The first of these is

the attempt to relate findings from psychology, sociology,

social psychology, and even psychiatry to the study of

relevant aspects of international relations. Examples of

this trend are works such as Alexander and Juliette

George's Woodrow Wilson and Colonel House or Lewis J.

Edinger's more recent Kurt Schumacher. These books, and

others like them, explicitly borrow concepts and cate-

gories from psychology and psychiatry to explain the

behavior patterns of important political actors.

A second meaning of "behavioralism," which is

probably more widely accepted than the first, involves

the attempt to make the study of international re-
lations "scientific" in the sense of using clear and

replicable research procedures, and studying issues

capable of precise measurement. What is
"behavioralism," however, is surely more
ology, however important new methods may

involved in
than method-
be; it is, in

essence, a receptivity to new ideas, concepts, and

findings from other disciplines. David Singer has put

this as strongly as anyone: "A treasure chest of ideas...

lies ready at hand in the behavioral science 'literature,"

he argues, "and the international relations specialist

can profit by developing the skills and awareness that

will enable him to integrate these ideas with his own

work."

As with other trends in the study of international
relations, this one has given rise to lively controver-

sies. On the one hand, proponents of "behavioralism" argue

that unless the international relations, scholar develops

precise measurements, sophisticated research designs, and

replicable studies he simply cannot be confident of the

validity of the points he is trying to establish. The

other side claims that in reducing a topic with as many

variables and complexities as international relations

to simple research designs, the researcher departs from

reality to such a degree that he cannot help but reduce

the validity of his findings.
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Three other examples of some new approaches, and
of the controversies to which.they have given rise, are
(a) the application of game theory, (b) the use of
simulation techniques, and (c) the use of content
analysis in international studies.

In the first instance, a form of analysis taken

over from mathematics and economics is applied to the

study of decision- making situations.

In the second example, attempts are made to
reproduce significant segments of international, reality
in a laboratory situation in order to extract possible
meaningful patterns from the behavior of participants
in the experiments. (It should be added that simula-
tion techniques are often employed not to add to
international relations theory, but simply as a peda-
gogical tool to convey some of the realities of politics .
to participants in a way which no lecture, discussion,
or book can ever do.) Those who defend the application
of simulations argue that despite the admitted varia-
tions between games or simulations and international
reality, there are enough underlying similarities to
justify the use of a simplified approach for learning
about reality. Those who question these techniques
caution against too great a reliance on such methods
and procedures, and maintain that international reality
is too complex to permit this type of experimental
simplification.

Content analysis focuses on the close examina-
tion of political messages, not so much in terms of
their content, as in terms of their frequency and of the
use of key words or phrases which are used as indicators
of levels of tension or cooperation in a given inter-
national situation. The approach has been used primarily
in the study of conflict and crisis situations and has
yielded some findings which evidence considerable regu-
larities in the behavior of important actors in such
situations.

Finally, a theoretical framework which, has commended
itself to an increasing number of international re-
lations students (and within which any of the foregoing
methods, along with others, can be employed) is that
generally referred to as "systems theory." It is not
easy to outline its basic properties and implications
in a limited space. Basically, a "system" presupposes
that all actions in a given realm are functionally
related to one another; that they can be understood only
in terms of their relationship to the whole, broader
system of which they form a part. Any system has to
behave in particular ways and perform particular tasks
in order to exist in its specific environment. One of
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the simpler definitions of a system is that of Professor
Rosenau: "A system is considered to exist in an environ-
ment and to be composed of parts which, through interaction,
are in relation to each other. 46

Given the fact that international studies and, more generally, the
behavioral sciences are in a state of ferment and flux, it is impossible
to predict with any certainty what trends will characterize the future
development of the behavioral sciences in the years ahead. However,
it seems a reasonable bet to assume that systems theory will continue
to figure very prominently in the efforts of behavioral scientists to
understand man and his world. A number of observers of current intel-
lectual history, within the behavioral sciences argue, as Sondermann
notes:

...that systems theory bidet well to become the
unifying focus in the study of all human phenomena,
including those which fall in the realm of inter-
national relationships. Systems theory seems to be
developing in a number of the social and natural
sciences, and some predict Lhat the coming convergence
of these fields will result in a broad conceptual
framework from which a new werid view of man will
emerge

This does not seem to be simply groundless speculation inasmuch
as general systems thfory, or perhaps more accurately, the general
systems approach to the study of physical, biological, and socio-
cultural phenomena, represents a significant departure from western
man's traditional modes of perceiving and interpreting the world.
Robert North, in a paper prepared in connection with this study, pro-
vides a brief account of this.

In August, 1957, Harpers magazine published an
article by Peter F. Drucker which reported to the
general reader how the philosophy we have relied upon
for the last three centuries, wittingly or un-
wittingly, is being replaced because it no longer
suits the science or the society of our The
old view of the world, the philosophical assumptions
upon which western societies have largely based their
thinking for the past three hundred years, was es-
sentially "Cartesian." It encompassed assumptions
which, consciously or unconsciously, the westerner
tended to accept about himself, about his relations
with other men, and about the universe and his own
role within it.

Our fundamental modification of these assumptions
has come about only within the last generation or so,
and only a relatively few people have been aware of
what has been happening. The turning point in the
social sciences was probably in the 1940's--though the
physical sciences had been working on the basis of new
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assumptions since the turn of the century. "An
intelligent and well-educated man of the first
'modern' generation--that of Newton, Hobbes, and
Locke--might still have been able to understand and
make himself understood up to World War II. But it
is unlikely that he could still communicate with the
world today, only fifteen years later."

During the early seventeenth century Rene Descartes
made two basic contributions to Western thought. One
was the widely accepted definition of science as "the
certain and evident knowledge of things by their causes,"
an assumption which was popularly interpreted as mean-
ing that "the whole is the sum of its parts." The
second Cartesian contribution was a concept of the
world "unified in simply quantitative relations which
could deal efficiently with motion and change, the flow
of time, and even the invisible." The development and
refinement of this concept, especially through mathe-
matics and symbolic logic, led to Lord Kelvin's re-
assertion of Cartesian principles two hundred years
later: "I know what I can measure." As a consequence,
whatever contrary assumptions and principles a western
man might profess, these were the ones which underlay
what he had studied in school and that he tended to
live by, whether he realized it or not. They shaped
the thinking and to a large degree the behavior of
the whole society of which he was a part.

Over the last fifty years, however, we have been
moving steadily, though sometimes almost unconsciously,
away from the view that the whole is strictly "the sum
of its parts," that the whole is strictly "determined
by its parts," that the behavior of the whole is caused
strictly by the motions of its parts, and that "there
is no such thing as wholeness apart from the different
sums, structures, and relationships of the parts".
More and more we find scientists relying upon con-
cepts that are essentially qualitative, rather than
quantitative--or, more precisely, upon concepts which
suggest the interacting of qualitative and quantita-
tive phenomena. Contrary to widespread assumption,
the new social sciences derive less from quantification--
numbers alone--than from unified concepts embracing the
interdependence of quantity and quality. Their terms
are all relatively new, and they tend to denote com-
binationsof qualitative and quantitative elements.
According to such concepts, quantitative change
achieves significance when it becomes qualitative- -
when the grains of sand have become a sandpile, or an
aggregation of human beings havi'i become a community.
What we confront is discontinuous, rather than con-
tinuous events, a sudden leap beyond a qualitative
threshold at which sounds turn into recognizable
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melody, words and motions into behavior, procedures
into a management philosophy, or the atom of one
element into that of another.

The new world view is concerned with dynamics,
growth, processes, development, values and purpose.
But the purpose is not the purpose men once conceived
of as lying outside the organism and mystically apart
or "above" it. Today's purposes lie in configura-
tions and organisms themselves. What we contemplate
today is not the purpose of the universe, but the
purpose in the universe. The consideration is
physical, not metaphysical; "It is the purpose, if
you will, which in Aristotelian terms impels the
acorn in its long, slow but predictable and ir-
reversable development into an oak."

Over the last generation or so these new con-
cepts have "become the reality of our work and worldo"
Implicitly, if not explicitly, we take them for
granted even though we may not understand them or be
entirely aware of how continually we draw upon them.
Some of us, still paying lip service to Christianized
Platonism, act on assumptions in our daily lives that
are undergoing a similar transformation. At times the
discontinuities and inconsistencies give rise to
difficulties we do not fully understand. "We have
abandoned the Cartesian world view; but we have not
developed, so far, a new tool box of methods or a
new axiom of meaning and inquiry." Largely, we are
still dependent upon outmoded Cartesian instruments.

Such was the state of affairs which the Drucker
article reported on in 1957. Since then there have
been increasing efforts at shaping tools and devising
the axioms that are needed. We still have a long
way to go but this much can be asserted emphatically:
the new concepts do not repudiate the basic and time-
honored canons of scientific investigation. If
anything, the contemporary scholar must be more
concerned than ever about the clarity of his as-
sumptions, the discipline of his inferences, the
strictness of his controls, the accuracy of his
measurements, the logic of his sampling, the care
with which he assesses reliability and validity.
"The way is not to repudiate the Cartesian world
view, but to overcome and encompass it," and this
requires a continuing search for ways of analyzing--
systematically, accurately, and replicatively--such
elusive phenomena as quality, value, feeling, per-
ception, emotion, judgment and purpose. It requires
daring to measure the immeasurable. It is a large
order.
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The new, non-Cartesian world view has immediate
roots that we need not trace in detail. Some of the
most useful explications appeared just before and
during the first decade after World War II.

Drawing from their knowledge of the physical
and natural sciences, for example, Erwin Schrodinger,
Lancelot LaW Whyte, and others criticized tradi-
tional dichotomies and mutually exclusive conceptions
of material and seemingly non-material phenomena;
emphasized the unitary nature of man and his earthly
environment and, indeed, of the whole universe; and
laid stress upon two fundamental, opposing processes- -
the tendency for things to organize on many levels,
and the tendency for things to run down. It is from
these fundamental assumptions and concepts that the
general systems approach is emerging.

ThsIG conceptual frameworkthe general systems
framework--is being used in a number of disciplines.
In the long run one of its major virtues may lie in
the fact that it seems to provide a systematic way
of moving from organization to organization (both
biological and social) and from level to level
(individual, family, band, tribe, chiefdom, state,
world community, for example) in a systematic way--
as if through a system of conceptual canal locks.
Within this framework a variety of analytic ap-
proaches can be used--the cybernetic, the decision-
making, the balance (including the balance of powei
in politics), coalition formation, bargaining theory,
and so forth. 38

Whether, as some suggest, general systems theory does provide
a "broad conceptual framework from which a new world view of Ian will
emerge" is historically an open question. But it does seem reasonable
to assume that the general intellectual orientation reflected in the
general system approach will prevail in the behavioral sciences for
some time to come. 39 Hence, to treat the world perceived as a
totality as a system, and to accurately view international education
as education about the world system, seems congruent with major intel-
lectual currents within the behavioral sciences.

VX Summary and Conclusions

This chapter has sought to briefly review our efforts to deal with
the first problem of concern to the FPA study. This is summarized in
the question: Bow can international education be most fruitfully
defined or conceived for purposes of planning future curriculum develop-
ment, basic research, and programs in teacher education? These efforts
yielded two general conclusions.

A. First, our examination of extant literature and our conver-
sations with educators and social scientists have suggested a set of
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criteria which seem important for a conception of international education
to meet in order to be judged an adequate guide to the planning and de-
velopment of future curriculum, research, and programs in teacher train-
ing. Summarized in propositional form these criteria are:

1. In planning and developing future programs, inter -
national' education should be viewed in ways that
avoid the ethnocentrism inherent in sharp divisions
between the study of American and non-American
societies, and that facilitate the integration of
American and international studies.

2. In planning and developing future programs, inter-
national education should be viewed in ways that
encourage and conceptually facilitate the inte-
gration of disciplines and academic concerns
traditionally associated with international studies
at the university level.

3. In planning and developing future programs, inter-
national education should be viewed in ways that
explicitly highlight the historically unprecedented
degree of interrelatedness that now characterizes
mankind at the global level and explicitly focus
attention on the resulting need to educate indi-
viduals to understand the world as a whole.

4. In planning and developing future programs, inter-
national education should be viewed in ways that
serve to conceptually integrate international studies
and the broader concerns of the historian and be-
havioral scientist with the earth as a planet and
mankind as a species of life.

5. In planning and developing future programs, inter-
national education, because it does touch upon the
areas of traditional sensitivity within the culture,
should be viewed in ways that minimize negative
emotional reactions and widespread political contro-
versy.

In planning and developing future programs, inter-
national education should be viewed in ways that
reflect current and projected major intellectual
trends within the behavioral sciences.

B. Second, we have endeavored to examine several alternative ways
of viewing international education in light of these criteria. The
conception which appears to most fully satisfy these criteria is the
notion of international ed "cation as education about the world system.
Put more formally we suggest that in planning and developing future pro-
grams it appears that we might fruitfully conceptualize international
education as:
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The social experience and the learning process through
which individuals acquire and change their images of
the world perceived as a totality and their orientation
toward particular components of the world system.

This is obviously a very broad conception whose implication for
curriculum development, for basic research, and for programs in teacher
education must be spelled out. One of these problems of implication
concerns the objectives which the schools ought to seek to achieve.
International education viewed in this manner is clearly a life long
process that takes place in many institutional contexts. The schools
are but one of these. Thus, one must ask what particular contributions
can and should the schools make to the development of students' under-
standing of the world system? The following chapter is concerned with
this question.
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CHAKER II

THE SCHOOLS AND INTERNATIONAL EDUCATION:
THE PROBLEM OF OBJECTIVES

I. Introduction

Chapter I of this report briefly described our efforts to deal
with the first problem of concern to the Foreign Policy Association's
study--the matter of how international education might be most
fruitfully conceived or defined. Our efforts produced two general
results: First, we suggested a set of criteria in terms of which
alternative conceptions of international education might be appraised.
Second, we recommended that in light of these criteria international
education might be usefully viewed as education about the world
system.

In this chapter of the report we turn to the second problem
of concern to the study. This is the matter of what objectives
ought to be served by the schools in the field of international
education. Our concern is summarized in the question:

What contributions can and should the K-12 curriculum
make to the international education of American children and
adolescents?*

II, An Initial Effort to Specify Ob e cti ve s

In an initial working paper designed to serve as a starting
point for discussion of the problem of objectives we defined our
quest in this way:

Looking ahead to the characteristics of the world
which today's and tomorrow's children will inhabit
as adults, what are the world affairs orientations
we ought to be trying to develop or cultivate by
means of the school curriculum? What, in brief, are
the defining characteristics of the politically com-

* We are primarily concerned with the social studies curriculum,
but since curriculum boundaries are blurred and in many instances
artificial we speak of the curriculum in general although our
emphasis is quite claarly upon social studies.
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petent human being destined to live in the last two
decades of the twentieth century and the first few
decades of the twenty-first? We are, in effect,
asking educators and social scientists to project
themselves ahead and imagine students graduating
from high school in the 1980's and 1990's. What
are our best guesses about the qualities of mind and
spirit which will equip them to live in the "post-
modern" era?' What kinds of knoriedge and concep-
tions ought they to have of their awn and other
societies, of the way societies interrelate with one
another, and of the social institutions and associations
that span the boundaries of nations? What kind of
conceptual capacities and information processing
skills ought they to develop in the course of their
K-12 schooling?

These queries elicited a number of responses which we then
attempted to condense, logically combine, and finally to formulate
into a series of propositions specifying general qualities or capa-
bilities which a curriculum ought to develop within students. An
initial inventory of these propositions reads as follows:

1. The curriculum should enhance the development of
the capacity to think conceptually and comparatively
in regard to dimensions of similarity and variation
among the objectives of world, affairs education, e.g.
societies.

2. The curriculum should enhance the development of an
understanding of and skill in:

a. The framing of pertinent questions.
b. The formulation of propositions and hypotheses.
c. The distinguishing of descriptive, explanatory,

predicative, and value claims.
d. The logical and empirical evaluation of the

validity of different types of claims;
e. The use of models of inquiry and problem solving.

3. The curriculum should enhance the development of a
sense of involvement in, and sensitivity to, the realities
of the human condition, e.g. global inequities in the
distribution of such human values as wealth, well-being,
education, security from violence, etc.

Li. The curriculum should enhance the development of a
capacity for the empathic recognition of commonalities in
human behavior amidst cultural, social, and situational
diversity.

5. The curriculum should enhance the developmtAt of an
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operating awareness of an inevitability of ethno-
centric bias in our own and others' perceptions and
interpretations of the international scene.

6. The curriculum should enhance the development of a
fund of more or less objective, "value-free" concepts
and language in which to think and communicate about
the international environment.

7. The curriculum should enhance the development of a
capacity to expect, recognize, tolerate, adapt to,
and (for the most part) encourage social change.

8. The curriculum should enhance the development of a
capacity to recognize and tolerate complexity and
ambiguity.

9. The curriculum should enhance the development of a
capacity to experience multiple loyalties and identi-
fications.

10. The curriculum should enhance the development of a
capacity for "independent study" for continuous
learning outside of the classroom.

We sought to assess the strength and weakness of this
inventory by seeking response to the following questions:

1. Do these capture the major social-psychological
phenomena with which we ought to be concerned in
thinking about thb desirable outputs of world
affairs education? What is missing?

2. How much political support do these recommendations
command within the social science community; within
the educational community?

3. How can we most usefully define or conceptualize
these or other desired capacities? How much help
can we get from the literature on empathy, ethno-
centrism, tolerance of ambiguity, etc.?

4. How can we, as it were, operationalize our concep-
tions of desirable educational outcomes? How can
we develop measures or indicators which are useful in
curriculum evaluation and in assessing the distribu-
tion of these capabilities within populations?

The discussion generated by these and comparable queries proved
profitable in several ways. Our initial efforts elicited enough
favorable reaction to suggest that we were at least in the ball park.
On the other side of the coin, other reactions led us to believe that
while being in the ball park we were not playing quite the right game.
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Specifically, our initial efforts were subjected to at least three
major kinds of criticism:

First, our strategy of inquiry was faulted on the ground that
our procedures would simply lead to an indefinitely long inventory of
desirable human qualities or characteristics. While granting that
complete closure was impossible, our critics argued that what was needed
was a scheme that in one way or another focused and organized atten-
tion on a limited range of high priority objectives.

Second, it was pointed out, by several people who examined the
inventory of objectives, that our strategy was apparently failing
to yield statements about "content objectives", that is, specifica-
tions of what the curriculum should emphasize or focus upon. Many
of those making this criticism agreed with the gist of an argument
made by Charles McClelland to the effect that:

There is no acceptable way to construct a detailed
curriculum for grades K through 12 and to put it into
general practice. The large differences in student
abilities and experience, the wide variations in educa-
tional philosophy and practice from district to district
and region to region of the country, the disparities in
educational expectations among teachers and administrators,
the traditions of local autonomy, and the resistance
to centralization and standardization all militate
against the prevalence of any single plan. Further,
in the study of world affairs, the data have such a
great scope and variety that any one best selection is
largely out of the question. There are more than
120 countries and each country has historical, geo-
graphical, economic, political, and cultural attri-
butes and relations. Almost any information about
the countries might be found to be relevant in one
perspective or another. Far too many facts are available;
worldwide communication produces a fresh supply of de-
tail each day. How to take note of those events, con-
ditions, and developments which fit in some meaningful
framework and how to set aside the less relevant material
involves techniques that are hard to learn. Thus,
a sohool curriculum which consists primarily of a se-
lection of subject matter to be studied at each grade
level is exactly the wrong kind of device for learning
how to pick and choose the important and relevant ma-
terial from the vast stream of changing communication
from the world at large. The obvious reason is that
the selection of subject matter has already been
specified thereby removing most of the possibilities
for learning how to use the selection process.

What we should look forward to and what we should
help to create is a very large and rich body of teach-
ing materials from which teacher and student can se-
lect in learning the skills of information processing.
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Any acceptable curriculum plan for world affairs instruction
in the schools must be a design having breadth and depth and
permitting very wide variation in its application. There
simply is no responsible way to tie a proper world affairs
curriculum to a particular body of subject matter.1

But while agreeing that there is "no responsible way to tie proper
world affairs curriculum to a particular body of subject matter,"
it was argued that a formulation of objectives ought to include
judgments about the kinds of phenonema that ought to be emphasized
in, or be made foci of, programs and materials in international
studies.

Third, it was pointed out that our endeavors seemed to be
producing a kind of potpourri with no indication of how different
objectives might cluster or be related to one another along common
dimensions. In an effort to meet this particular criticism we enter-
tained the possibility of organizing objectives into the common trinity
of "knowledge," "skill," and "affectiVe" objectives. Perhaps for
reasons of our own incompetency this attempt proved unsatisfactory,
so while retaining these distinctions for other wrposes, we looked
for other modes of grouping or organizing objectives.

In an endeavor to meet these criticisms we explored several
alternative ways of approaching the problem of specifying objectives.
After several false starts we returned to one of the most widely
used phrases in the literature of international education. This is
the term "international or world understanding." Innumerable curri-
culum guides and a vast body of commentary refer to the development
of students' international understanding as being one of the cardinal
purposes of social education in the modern world. But while it is
a widely employed term, "international understanding" enjoys no
precise, stable, or widely agreed upon meaning as was suggested in the
Introduction.2 For this reason we initially avoided using the term,
but failing to find a wholly satisfactory substitute, we elected
to return to the concept and seek to explicate its meaning in the
context of international education viewed as education about the
world system. As we pondered the term and what different people
had said and written about international understanding, it seemed
to us that the concept points in two directions: On the one hand
it points outward to the world and encompasses things,objects, or
phenomena to be understood. On the other hand, it points inward to
individuals and encompasses the qualities, characteristics, or capabili-
ties to be developed or cultivated. Hence, it seemed to us that the
job of explicating the meaning of international understanding might
usefully be broken down into two sub-tasks both of which can be
phrased briefly in question form:

1. What are the objects of international understanding?
That is, what are the aspects of the world about which
one seeks to develop students' understanding?

2. What are the dimensions of international understanding?
That is, what are the qualities, characteristics, or capacities
that one seeks to develop within students?
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Obijects of International Understanding

The verb "to understand" implies there are objects, things, or
phenomena to be understood. Thus, the concept "international under-
standing" also implies the existence of "objects" to be understood.
It is the comprehension and knowledge of these which we seek to develop
in children and adolescents. What are these objects?

If we can fruitfully think of international education as educa-
tion about the world system, in turn we can think of international
or world understanding as an understanding of the world system.
Thus, the most inclusive object of international understanding
can be visualized as the world or earth system perceived as a totality.
In this sense we can, in Kenneth Boulding's terms, view the task of
developing students' international understanding as a matter of
"transmitting to the next generation a rich image of the 'total
eakth".)

Two points must be immediately made about this formulation.
First, and obviously, no one attains a complete understanding or a
full comprehension of the world system as a totality. Indeed, it
is impossible to say what such understanding would consist of short
of the omniscience traditionally attributed to God. Second, and
perhaps equally obvious, the developing of international understanding
in the sense defined here is a life-long process. The schools, and
more particularly the K-12 social studies curriculum, are but one
of many sources or agents of international learning. Since the schools
do not monopolize the process of international education, it is neces-
sary to ask: What are the particular contributions which the K-12
social studies curriculum can and should make to the development of
students' international understanding?

We attempted to evolve an answer to this question within a
context suggested by our selection of the twin verbs "can and should."
On the one hand, we tried to maintain a sensitivity to what we and
many others perceive to be the "radical" nature of modern man's educa-
tional needs, and on the other hand, we also sought to maintain a
sensitivity to imperatives of practicality. The concept of world
system is not a familiar notion in the culture of American education,
and curriculum based squarely on an elaboration of this concept
would be a radical departure from tradition in many respects.

Among other things, it calls for a re-combination and integra-
tion of a great many elements that are currently taught about the
physical earth and life sciences, the humanities, mathematics, and
the behavioral sciences. In our judgment, curriculum organized
around an-image of the world as a complex cluster of interpenetrating
living and non-living systems represents a target toward which our
efforts ought to be aimed, but the task of moving between where we
now stand and the goal which we seek would seem to be a matter of
incrementally modifying existing curriculum. What is currently
needed, it would appear, is a conteption of the schools' contribu-
tions to the development of students' understanding of the world
system that can serve as a bridge between the present and the future.
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It seemed to us that there are three standards which a con-
ception ought to meet in order to function as a bridge between
now and then. It must be partially grounded in the traditional concerns
of the schools' curriculum. It mutt reflect basic trends or the
forward thrusts of the contemporary curriculum reform movement.
Finally, it must point to logical next steps in curriculum reform.

With these criteria in mind we tentatively concluded that it may
prove useful to think of the curriculum as making three general
kinds of contributions to the development of students' understanding
of the world system. First, the K-12 social studies curriculum
can and should develop students' understanding of the earth as a
planet. Second, the curriculum should develop students' understanding
of mankind viewed as one species of life. Third, the curriculum
should develop students' understanding of the international system
as one, level of human social organization, one of a multiplicity
of social systems in which individuals participate, and through which
human values such as wealth, power, health, enlightenment, and respect
are created and allocated among members of the human species.

This conception or general model of the objects of international
understanding appears to meet the criteria noted above. The model's
first element, that is, the planet earth as an object of understanding,
is a long-standing concern of traditional curriculum in the social
studies as well as the sciences. The second element - the development
of an understanding of the human species as one of many forms of life -
reflects one of the more pervasive thrusts of the contemporary cur-
riculum reform movement. From the "new biology" to the "new social
studies" there is a growing interest in enhancing the scopeand
sophistication of students' understanding of man Taman. This is
evidencedomong other places, in efforts to globalize studies of human
history, in a growing interest in anthropology, in efforts to make
more extensive and sophisticated use of man-other animal comparisons,
and in efforts to build into the curriculum behavioral science-
oriented studies of basic human behaviors and social activities.

The third element of the model, that is, the development of an
understanding of the global social system viewed as one of several
analytically comparable levels of human social organization, is less
familiar and represents somewhat of an innovation in our customary
modes of approaching the study of international affairs. However,
the image of the world as a global system is becoming a very familiar
notion in international studies at the university level, and is at
the elementary and secondary levels of American education simply
an extension of several current trends. 'The basic concept of social
system is finding its way into the curriculum. Moreover, if we can
make mankind aga mankind the unit of analysis in studies of the species'
history and in studies of the ways in which man resembles and differs
from other animals, there is no reason why we cannot think of the
species gist species being socially organized just as we think of par-
ticular groups within the species as being socially organized.
Furthermore, as comparative analysis becomes an increasingly familiar
mode of inquiry in the social studies, the notion of comparing the
global social system (or selected aspects of it) with social systems
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at the sub-global level would seem to be simply a logical extension

of comparing nations with nations, political systems with political

systems, and so on. For example, if students can be taught hay to

compare two or more national political systems in terms of such

considerations as what ideology underlies the systems, there appears

to be no reason why they cannot be similarly taught to compare the

world political system with the poltical systems of particular nations

or of other groups at the sub-global level. In short, the notion of

the curriculum developing an understanding of the global social system

appears to be simply a logical extension of ideas currently entering

the curriculum.

Needless to say, the schools can communicate to children and

young people only a very limited amount of information and concep-

tualization about the planet earth, the human species, and the global

social system. Thus, anyone endeavoring to develop a model of the

"objects" of international understanding immediately faces one aspect

of that many-faceted issue conventionally dubbed the "coverage problem."

Given the fact that what the schools can teach is Only a very small

sample of the total population of knowledge that might be communicated

to students, what ought to be selected from this total universe to be

emphasized by the curriculum? More specifically, what is there

about the planet, about the species, and about the global social

system that ought to be emphasized in the planning and developing

of future programs in international education?

Clearly these are basic queries. Far from being original
questions, they have been worried over by all educators and most

social scientists, argued about by many, and written about by a

respectful fraction of scholars. In the course of this study, we

tried to "sample" the current state of thinking about these questions

through examining what has been written, discussing what is being

thought, and reviewing some of the things that are being done in

curriculum development. We then endeavored to identify what, in our

judgment, were "advanced currents"of thought (which in some instances

were "currents" separated from the "main currents"), and to map these in

brief summary fashion.

The Planet Earth as an Object of Understanding

The earth as a planet has traditionally been an object of inqUiry

in both the science and social studies curriculums. We have not

attempted to deal with the issue of what an understanding of the

planet implies from the vantage point of the earth sciences sa

earth sciences. Rather we have sought to look at the problem from

the perspective of developing students' "international understanding"

broadly defined as an understanding of the world system. From this

perspective, two general points seem to stand out and each of these

in turn implies two or three somewhat more specific points:

In the first place, an understanding of the world system would

seem to imply some existential awareness and cognitive comprehension

of the location of the human venture on the vast continua of cosmic

space and time. In turn this would seem to imply some understanding
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of the status and location of the earth as a planet in the cosmic
system. It would. also seem to imply some understanding of the cosmo-
logical and geological histories of the planet earth, and some com-
parative understanding of the earth: that is, some understanding of
similarities and differences between the earth and other known planets,
and perhaps imagined planets, as portrayed in science fiction.

In the second place the development of an understanding of the
world system would seem to imply the development of some understanding
of the planet earth as "the home of man" (to use a common but seldom
fully developed image from elementary education). This is to say,
that the concept of international education seems to imply some
appreciation of the fact that just as the behavior of a child is both
shaped by and in turn shapes his family as a social system, so man
and more broadly the larger system of life of which man is a part
is both conditioned by and shapes the planet viewed as an interpene-
trating series of physical -systems. This would seem to imply the
development of some understanding of major features of the planet's
contemporary geology and major characteristics of its current geo-
graphy with special emphasis upon an understanding of the interre-
lation of these to the biological evolution of life, and particularly
the bio-cultural development of the human species. Also, it would
seem to imply the development of some understanding of current and
anticipated world-wide problems in man-biosphere relations, such as
air, water, and soil pollution, mineral resources depletion, weather
control, and shortages of organic matter needed for human food.

The Human posies as an Object of Understanding

As noted elsewhere, there is a growing stress upon the problem
of developing within students a relatively sophisticated understanding
of their own species. Our efforts to crystallize and summarize what
we perceive to be major thrusts in current thinking about this matter
yielded seven general conclusions.

irst, there appears to be a growing conviction that in the
course of their K-12 schooling students should begin to develop a
conceptually sophisticated comparative understanding of man as one
of many forms of life or types of living systems. This would seem
to imply, in the first instance, the development of some comparative
understanding of life and non-life, and of differences and similarities
in living and non-living systems. Secondly, a comparative under-
standing of man implies some understanding of similarities and dif -,
ferences between man and other living systems. These other systems
include most obviously other contemporary animals and the"proto-
human" animals that appear to be homo sapiens' immediate evolutionary
predecessors. The obvtous dimensions of comparison include man-other
animal physiology, man-other animal psychology, and man-other animal
sociology.

The total universe of living systems to which wan can be compared
also includes imagined forms of life elsewhere in the universe as
portrayed,. for example, in the better science fiction literature.
Also, for children of the "post-modern" era, the population of
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analytically comparable living forms should include the prospect
of "artificially" created life. As Kenneth Boulding observes, it is
very likely that soon man will put his

...busy little fingers into the business of genetic
evolution. We might even recreate the dodo and the
dinosaur and then go on to the imaginary animals, the
outaurs and the fauns. This is the kind of rrld for
which we might have to prepare our children.

Still another dimension of man-other "living system" comparisons
that can legitimately occupy a niche in contemporary education is
man-complex machine comparisons. Zbigniew Brzezinski, in reviewing
what we might reasonably expect to see in the course of the next
few decades, reflects the estimate of many observers in noting:

Scientists predict with some confidence that by the end
of this century, computers will reason as well as man,
and will be able to engage in 'creative' thought;
wedded to the robots or to 'laboratory beings' they
could act like humans. The makings of* a most complex -

and perhaps bitter - philosophical and political
dialogue about the nature of man are self-evident in
these developments.5

Second, the traditional theme that the K-12 curriculum should
serve to develop students' understanding of basic human commonalities
continues to be stressed by many educators. While it is not always
clear what people have in mind when they speak of human commonalities,
four kinds of commonalities seem to be mentioned with some regularity.
First, and most obvious, are commonalities in man's physiological
and biological needs (e.g. need for food, water, air, protection from
temperature extremes, etc.). Second are commonalities in man's
psychic or phychological needs (e.g. the need for cognitive order
or meaning, the need for affection, the need for a sense of self-
respect, the need for predictability in most social relationships, etc.).
Third, are similarities or commonalities in the functional needs
or requisites of human societies and in their component social and
cultural systems (e.g. the need to socialize the young into the norms
of the society, the need for social control, the need for conflict
resolution, etc.). Fourth, are similarities, analogues, or parallels
in the historical experiences of different groups (e.g. similarities
in the function of the frontiers in American and Soviet societies,
parallels in the foreign policy behavior of the United States as a
"new nation" and the foreign policy behaviors of new nations in Africa
and Asia, analogues between the treatment of Indians in American
society and apartheid policy in the Union of South Africa, etc.).

Third, there is a good deal of stress placed upon the importance
of developing within students some understanding of the sources
within the human condition of variations or differences in human
actions and ways of life. Minimally, this appears to take the form
of the argument that students should develop an understanding of the
interrelated facts that: (1) most human actions are socially learned
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behaviors (in contrast to being biologically determined); (2) what

individuals learn is determined in large measure by the content of
the culture of the group(s) into which they have been born and/or

in which they are members; (3) the content of the culture of dif-
ferent groups varies; and (4) variations in the culture of human
groups (both societies and sub-groups within societies) is the cumu-
lative result of many factors including the facts:that the human
species lives on a geographically and climatically heterogeneous
planet; that the species historically has been spacially dispersed
and fragmented into several thousand local societies, many of which
have been socially isolated from each other; that a society's or a
group's culture is a product of its historical experience which is,
like the personal experience of individuals, unique in some respects.

Fourth, and closely related to the last point, is an increasing
emphasis upon the importance of developing within students under-
standings of basic human behavior and social activities that are
grounded in the concepts, theories, and analytical problems of the
behavioral sciences. This emphasis appears to assume two major related

forms. One is in the form of a call for behavioral-science based
studies of particular human bahaviors or social activities (e.g.
attitude formation, socialization, urbanization, political participa-
tion, etc.). The second is in the form of an argument that students
should come to understand human beings (1) as biological systems,
(2) as personality systems, (3) as actors or role occupants within
social systems, (4) as "products" of cultural systems, and (5) as

participants in natural ecological systems.

Fifth, in a great deal of current thinking about what students
ought to come to understand about the human species, there is clearly
an emphasis on the importance of developing conceptual understandings
of what can be termed "structural characteristics" of man as a species
of life. By "structural characteristics" we have in mind charac-
teristics of the human species that substantially condition, mold,
or structure inter-personal and inter-group relations within the
species. What are these "structural characteristics"? The fol-
lowing inventory is hardly exhaustive, but it would appear to point
up a range of phenomena about which the K-12 curriculum should develop
some conceptual understanding.

1. The human species is a racially diverse species.

2. The human species is a culturally diverse species,
that is, characterized by variationg in socially shared`
perceptions, cognition, and valuations. (This would
include diversity in religious systems and in systems
of socio-political ideology, e.g. democracy, com-
munism, socialism, etc.)

3. The human species is an institutionally diverse species,
that is, characterized by variations in family systems,
educational systems, political systems, economic
system's, etc.
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4. The human species is a linguistically diverse species.

5. The human species is, in general, an economically
depressed species but with vast disparities in

the wealth, education, health, etc. enjoyed by

its members.

6. The human species is a politically uncentralized

(or stateless) species.

7. The human species is demographically a rapidly

expanding species.

8. The human species is an increasingly urbanized species.

9. The human species is an increasingly violent
species (the number of human beings who become

victims of violent conflict is increasing).

10. The human species is an increasingly indus-

trialized (or more broadly mechanized) species.

11. The human species is an increasingly inter-

dependent species.

Sixth, there clearly is a growing concern with developing in

students a "species-centered" or "globally-focused" understanding of

man's biological evolution and our cultural development as a species.

This is evidenced in efforts to place contemporary man ia the per-

spective of the species' natural history, the bulk of which tran-

spired before the dawn of the classical civilizations. It is also

evidenced in efforts to focus upon the "great transformations,"

the periods of step-wise change in the human condition, as points

of emphasis in the cultivation of young humans' historical understanding

of mankind.

Seventh, and clearly related to the last point but perhaps

deserving of special note, is the emphasis placed by many educators

and social scientists upon the importance of developing students'

understanding of the process or dynamics of socio-cultural change

within the species, and between the species and its physical and bio-

logical environments. Since rapid and extensive change is such a

pervasive feature of modern life, and for countless millions

such an emotionally traumatic and socially disruptive experience,

it is argued that the phenomena of change warrants special attention

in the modern school's efforts to develop students' understanding of

man ma man.

The Global Social System as an Object of Understanding

The international or global social system constitutes the third

element in the general model of the "objects" of international

understanding. What kinds of understandings or knowledge can and

should the K-12 curriculum seek to impart about the international

social system?
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First, an understanding of the international social system

implies some knowledge of the major units or entities that comprise

the contemporary international system. In the context of elementary

and secondary education it would seem that we might usefully think

of the international system as being comprised of three major kinds

of entities: territorial based societies of which the modern world's

130 or so nation-states are the primary contemporary type; cross-
national organizations; and areas of "internationally owned" space.

With respect to the first of these -- nation-states -- there is

very widespread agreement that in addition to developing some know-

ledge about American and European; societies, students should develop

some knowledge about African, Asian, and Latin American societies.
In the second place, many educators and social scientists are stres-,

sing that the kind of knowledge about societies that students ought

to be acquiring is a comparative understanding of the modern world's

130 or so national societies. The call for comparative understanding
appears to assume two major forms. One is essentially cross-his-
torical comparison. The plea is for an understanding of the ways
in which contemporary nation-states and particularly large scale,
complex, and highly industrialized nation-states, resemble and differ
from primitive and traditional societies. The second is essentially
cross-sectional comparison of contemporary nation-states. The plea

is for the development of an understanding of concepts in terms
of which the geography, histories, demography, social structure,
cultures, levels of economic development, etc. of differnt societies
can be compared. Or, to put the point a bit differently, it is argued
that students should not be learning discrete information about
particular nations (e.g. the chief exports of country X are soybean
oil and tin ore; X is ruled by a monarch; most of the people in X
are very poor, etc.). Rather, they ought to be acquiring concepts
which permit students to array nations of the modern world along dif-
ferent dimensions relating to differences and similarities in their
history, geography, politics, economics, culture, relations with
other nations, etc.

With respect to cross-national organizations there appear to be
three distinct points that are emphasized by many educators and social(
scientists. First, and the most general, is that contemporary students'
understanding of cross-national organizations cannot be legitimately
confined to a bit of knowledge about the U.N. Students should develop
some consciousness (even if they cannot acquire a great deal of
information) about the more than one hundred organizations that link
governments to governments and the several hundred private or non-
governmental organizations that span national boundaries, particularly
large international business organizations, professional associations,
and the _international scientific community.

Two, there is an emphasis, particularly on the part of social
scientists, on developing students' understanding of cross-national
organizations in terms of the functions they perform within the inter-
national system in contrast to simply some knowledge of their formal
organizational structure. For example, students should develop some
understanding of the U.N. in terms of the functions it performs as a
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center of decision-making, a site for diplomatic negotiations, an
agent in the channeling of economic resources from the developed to
the developing nations, a forum for national propaganda, a peace-
keeping or policing institutionotc.

Three, and closely related to the last point, there is some
emphasis being placed upon the importance of developing students'
understanding of cross-national organizations as alternative and/or
supplementary organizational structures to nation-states in the per-
formance of social, economic and political functions within the inter-
national system, e.g. international organizations as major agencies
of economic development, international agencies as the "exploiters"
of the mineral resources in the world's oceans and sea beds, etc.

By "internationally owned" "space we have in mind of course the
planet's polar regions, its oceans, and outer-space. The develop-
ment of some understanding of the international status and actual
and potential uses of these areas, particularly the planet's oceans
and outer-space world, seem to be a significant item in the develop-
ment of students' understanding of the world system in light of the
fact that these areas are very likely to assume increasing salience
in world affairs in the decades immediately ahead.

Second, an understanding of the international social system
implies some understanding of the ways in which national societies
relate and interact with one another. The development of such
understanding, in turn, would seem to imply the development of stu-
dents' understanding of the following processes. (Clearly this list
is not exhaustive of all inter-societal processes, but it appears to
capture the processes frequently stressed as being important phenomena
about which students ought to develop some understanding.)

1.3 Inter-nation conflict and conflict resolution.

2. Inter-nation war.

3. Inter-nation collaboration and integration.

4. Inter-nation trade, foreign aid, and foreign investment.

5. Inter-nation immigration.

6. Inter-nation communication and transportation.

7. Foreign policy decision-making.

8. Cultural diffusion.

9. Inter-nation influence (power).

10. The formation of international attitudes, images, and
perceptions.
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Third, an understanding of the international social system appears
to imply some historical understanding of the nation-state system.
This reflects the thrust of an argument made by a rather large number
of educators and social scientists to the effect that students should
learn that historically the human species has been politically or-
ganized in many ways and that nation-states are but one of these.
Students should come to understand that the political organization of
the human species into more than one hundred nation-states is his-
torically of recent origin. They should come to see that the nation-
state system has been undergoing continuous change since its origin
in Western Europe during the 17th Century, will continue to change,
and very likely will be superseded in time by new forms of political
organization.

Fourth, the development of an understanding of the global
social system implies the development of some understanding of major
international social problems. By these we do not have in mind parti-
cular current international problems such as the Israel-Arab dispute,
the Berlin question, the Kashmir issue, etc., but rather generalized
problems created by the structure of the system and/or changes
occurring within the system. Among major problems of continuing
salience within the international community are:

1. The control of inter-group, particularly inter-nation,
violence and the peaceful resolution of conflict.

2. The control of population growth.

3. Increasing the wealth, education, health, and power
(capacity to participate in or influence social
decisions that affect one's life) of the developing
two-thirds of mankind.

4. Limiting or reducing the social and psychological
costs of world-wide urbanization, technological change,
and the development of large-scale, highly bureaucratized
social organizations, both private and public.

5. Limiting and controlling further deterioration in the
human environment, in the bio-sphere -- that thin layer
of earth, water, and air that supports all life.

6. Problems of exploiting the resources of the world's
oceans and outer-space for the welfare of mankind in
general.

Sammarz

The concern of this paper is the question: what contributions
can and should the K-12 curriculum make to childrens' and young
peoples' international education?

We noted that traditionally this question has been answered with
the assertion that the curriculum ought to develop students' inter-
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national understanding. The concept of international understanding
implies that there are objects or things to be understood, and we
have attempted, up to this point to. report our efforts to outline in
summary form what might be properly considered to be major "objects"
of international understanding.

First, we said that in its broadest sense international under-
standing might be taken to mean an understanding of the world system%

Second, we suggested that it might be useful to view the schools
as being capable of making three primary kinds of contributions to
the development of students' understanding of the world system:
an understanding of the earth as a planet; an understanding of man-
kind as a species of life; and an understanding of the global social
system as one level of human social organization.

Third, we have attempted to spell out in summary form what there
is about the planet, the species, and the international social
system that ought to be stressed or emphasized in teaching about them.

IV Dimensions of International Understandin

If the concept of international understanding points outward
toward 'objects" to be understood, the concept also points inward
toward certain qualities, characteristics, or capacities to be deve-
loped within individuals. These are what we have in mind in speaking
of the "dimensions" of international understanding.

Viewed from this perspective, we can think of international
understanding as a quality analogous to height or weight. That is,
we can view international understanding, as both a continuum (more
accurately a set of continua) and as a characteristic (more accu-
rately a sot of characteristics) possessed in varying degrees by
individuals. Just as one can order a population of individuals
along a continuum ranging from those who possess the most height
(the tallest) to those who possess the least height (the shortest),
so in imagination, we can arrange individuals along a continuum ranging
from those who possess a great deal of "international understanding
to those who possess very little "international understanding;"
that is, we can do this if we can conceptualize the qualities or char-
acteristics that define "international understanding."

We believe that the conception of international education developed
previously points to one (of whit are hopefully many) promising
approach to this problem. If we can usefully think of the total world
as a system, we can also usefully think of individuals as actors or
participants in this system. If we do this, then we can ask the
question: How do individuals participate in the world system?
Or more broadly and accurately put, what are the modes in which
individuals relate to the world system?

In the course of thinking and talking about this question,
it occurred to us that we might usefully distinguish six primary
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ways or modes of relating to the world system at least in the context

of elementary and secondary education. Or to use the term "role"

in a very loose and popular sense, one might fruitfully think of

individuals as performing six major kinds of roles within the world

system.

First, individuals possess knowledge about and understanding of

various phenomena within the world system.

Second, individuals make analytical judgments about various

phenomena within the world system. By this we mean that they make

judgments about what is or is not true, what is or is not empirically

the case, what is or is not "reality" or "fact." To assert that

poverty is a cause' of revolutions; to believe that a' rich world will

be a peaceful world; to assert that alliances cause wars;, to argue

that differences in the types of clothes people wear can be explained

in terms of differences in climates; to reject as unfounded the claim

that there are racially related differences in human intelligence -

is to make analytic judgments about the world system.

Third, individuals make normative judgments or evaluations of

phenomena within the world system. Mbst of the time these judgments

are in the form of attitudes. TO believe that it is wrong for the

French government to stir up French Canadian separatist sentiment;

to argue that is is not true that Viet Nam is an immoral war; to feel

that the rich nations ought to aid the poor nations; to believe that

foreigners are inferior to Americans - is to make normative judgments.

Fourth, individuals are observers of the current history of

the world system. The great bulk of the system's current history,

including most "publically significant" events, is experientially

remote from the personal lives of most individuals and known only

indirectly. This means that the process of observing current history

in large measure is a matter of sorting out, evaluating, and organizing

the barrage of "messages" that flow through a complex network of elite,

mass, and interpersonal communication that make up the world's communi-

cation system. An individual listening to a conversation about recent

events in Viet Nam or the report of a recently returned visitor from

Czechoslovakia; reading a newspaper story of the day's events in the

United Nations; watching a TV special about an international crisis;

listening to a lecture on recent developments in the chemistry of

human learning - is functioning as an observer of the current history

of the world system.

Fifth, individuals are policy analysts and critics. As an
intellectual operation, the process of analyzing and judging the poli-

cies or actions of organized groups within the world system (parti-

cularly the foreign policy decisions and actions of national govern-

ments) appears to involve a complex blending of knowledge, analy-
tical skill, evaluation, and observation combined with a capacity for

judgment in the face of normally incomplete information and future

uncertainty. To reject a proposal to intensify air raids on the grounds

that it would be unwise for the United States to escalate the war

in Viet Nam because of likely counter-moves on the part of China;
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to deem impractical a proposed increase in foreign aid because such

a move would not command sufficient public support; to argue for an

extension of the nuclear test ban treaty on the grounds that resump-

tion of surface testing would be detrimm *Al to the health of the

human species - is to function in the role of policy analyst and

critic,'

Sixth, individuals are actors in the international social system.

To be a soldier in a national military force abroad; to be a student

studying abroad; to interact with non - Americans in social or business

situations; to travel abroad as a tourist; to buy (or refuse to buy)

consumer products from abroad (e.g. Polish ham, ?ranch wines, or

Soviet caviar); to be a representative of one's national government

in international transactions - are a few examples of the mmlti-

plicity of ways in which individuals function as actors within the

world system.

Each of these "roles" can be performed with varying degrees of

competence. Individuals can be more or less sophisticated in their

understandings; they can be more or less skillful in making analytical

judgments; and so on. The competence with which an individual per-

forms these roles would seem to be a function of the capabilities or

capacities he brings to the role, in much the same sense that the

quality of an actor's performance is a function of the abilities he

brings to his role within a play or movie.

What are the defining characteristics of competency? That is,

in respect to each of these roles what qualities or characteristics

distinguish the internationally competent citizen from the interne.

tionolly incompetent citizen? Through an examination of the extant

literature combined with our conversations with social scientists

and educators, we endeavored to construct a partial profile or model

of the internationally competent citizen. It is partial in the sense

that clearly the profile does not capture all the qualities that might

be legitimately associated with competency, but we hope that the model

does serve to point up a selected number of qualities or character-

istics that are particularly salient in considering the contribution

which the K-12 curratulam can and should make to the international

education of children and adolescents.

Possessors of Knowle and Understan n of the

W°214§Ellta

looked at from the standpoint of being the possessor of know-

ledge about and understanding of the world system, what are the dis.

tinguishing characteristics of the internationally competent citizen?

First, there appears to be widespread agreement that the inter.

nationally competent citizen possesses a conceptual, understanding of

various phenomena within the world system. This is to say, his

understanding of the system is in the fern of an expanding fund of

both increasingly abstract and increasingly detailed conceptualiza-

tions of the system and its component phenomena. This can be contrasted

to understanding in the form of a body of memorized factual infor-
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oration. Needless to say, these two kinds of "understandings" are not

mutually exclusive. A person developing an increasingly complex and

rich body of conceptual understandings of given phenomena will also

acquire an accumulating fund of more or less specific factual infor-

mation about those phenomena. Hbwever, as so much of the "new social

studies" literature points out, the converse can be true. That is,

individuals can learn facts without a corresponding expansion in the

abstractness, complexity, or richness of their conceptual under-

standings.

Another way of putting this point is to say that the interna-

tionally competent citizen possesses the capacity to think concep-

tually about various phenomena within the world system. He perceives

or visualizes any phenomenon in two ways. He is capable of viewing

it as one instance or one member of a more general (hence abstract)

class or population of analytically comparable phenomena, and he is

also capable of distinguishing between particular phenomena falling

within the general class. For example, a student who can think con-

ceptually about the American revolution can think of the American

revolution as one instance of a more general phenomenon called revo-

lution. He can, in short, perceive the American revolution as one mem-

ber of a large population of revolutions. At an even more abstract

level he can think of revolution (including the American revolution)

as a sub-class of a more general phenomenon called political change.

At the same time he locates the American revolution as one member of

a population of events called revolutions, the student can discri-

minate the American revolution from the French, British, Mexican,

Cuban, etc., revolutions.

Second, the internationally competent citizen possesses a

understanding of the world system and its component phenomena.

By this we mean an understanding of the whole in contrast to simply

a discrete understanding of the parts that comprise the whole. The

meaning of this, and its implications for teaching, are easily illus-

trated by looking at the kind of understanding one seeks to develop

in teaching about American society. In a course in American history,

one might teach about Congress, about the courts, about the frontier,

about differences between various geographical regions - in a word,

about a hundred and one things. Except in the most extreme of

"fact oriented" classrooms, the development of a fund of knowledge

about particular objects within American society is not taken as the

sole end of instruction. One does not, for example, have students

compare the geography of the Great Plains and the geography of the

Southeast simply to generate knowledge about these regions as sepa-

rate entities. A teacher's objective in this case may be multiple.

For instance, he may seek to develop an understanding of a given

concept from geography or a given inquiry skill, but clearly one of

the purposes behind having students study the two regions is to develop

their understanding of the whole of which the regions are parts;

in a word, to develop their understanding of American society as a

society. Or to put the point a bit differently, the teacher is not

simply seeking to develop the students' knowledge of particular

differences between particular regions. Rather, he is seeking to

expand students' understanding of regional variations as one feature
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or characteristic of the structure of American society. In the
case of the world, it is a comparable kind of understanding of the
world systam perceived as a totality that characterizes the interna-
tionally competent citizen. Robert Harper makes this point in writing
about international education in the context of geography.

...the whole world is more important than ita parts. It is
understanding of the world -wide system of humanity living on
the earth that we want the student to grasp, not just an under-
standing of the parts - the regions that have been the center
of the geographer's attention. The important thing is to
see how it fits into the larger world system.

This calls for a whole new approach in geography.
No longer can we study the United States just in terma of
learning its awn characteristics and of comparing those char-
acteristics with those of other parts of the...'world with
the aim of seeing similarities and differences. We must now
see the United States as peat of the world -wide system of
ideas, goods and peoples.

Of course, to understand the world as a wholes we must
scrutinize the parts, but the aim is always to see the
part in the context of the bigger whole.°

Harper's point is clearly not confined to world geography, but
can be readily generalized to all dimensions of an individual's
international understanding. For example, the internationally
competent citizen's historical understanding is a global understanding
that comes from treating mankind as the unit of analysis in contrast
to particular national or regional groups within mankind. Lefton
Stavrianos describes it in this way:

It means the perspective of an observer perched on
the moon rather than ensconced in London or Paris or Wash-
ington. It means that for every period of history, we
are interested in events and movements of global rather
than regional or national significance. Mare specifically,
it means the realization that in the classical period
Han China was the equal of the Roman Empire in every
respect; that in the medieval period the Mongols were in-
finitely more significant than the Magna Carta; that in
early modern times Russia's expansion overland and
Western Europe's expansion overseas were likewise more
noteworthy than the Reformation or the Wars of Religion;
and that today the globally significant developments have
to do not with Cold War blocs and crises but rather with the
passing of Western hegemony and the reversion to the
traditional autonomy of the regions of the world.

Mark Krug appears to have much the same kind of perspective in mind
when he writes about a mankind-centered perspective in world history.8

Perhaps we might further illustrate what we have in mind by a
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global understanding. A student who has developed some global under-
standing of world economics does not simply perceive the world in
terms of there being some rich nations and many poor nations; he can
also visualize the matter in terms of the global distribution of the
world's wealth. He can, in short, think of such a thing as the
"world's total wealth" and visualize that wealth as being distri-
buted among the human species. A student who can think globally about
the world system does not simply think of trade between the U.S. and
Britain, or trade between the Soviet Union and Italy, etc., but he
can visualize these as particular elements in the overall global
trading system. A student who can globally think of the world system
does not simply know that different groups within the world speak
different languages; he can also visualize the human species as a
linguistically diverse species.

Third, the internationally competent citizen possesses a concep-
tually complex comparative understanding of the world system and its
component phenomena. "Comparative understanding" implies a conceptual
understanding in the sense discussed above. That is, it is a capacity
to perceive, to think of, or to imagine any given phenomenon (be it
a particular event, a particular social system, a particular biologi-
cal species, a particular action, a particular planet, etc.) as one
instance of a much larger population of analytically comparable events,
social systems, etc., that can be compared with one another. It means
the capacity to think of the migration of Europeans to America as one
instance, or one example, or one case study of the general phenomenon
of human migration. Fbr example, a student who can think comparatively
about European migration can (if provided with the necessary information)
note similarities and differences between the migration of Europeans
to North and South America and the earlier migration of Asiatic
peoples to North and South America. Mbre broadly, a capacity to
think comparatively implies a capacity to think of the world system
as one of what are very likely thousands of analytically comparable
systems scattered about the universe; a capacity to think of mankind
as one form of life in a much larger system of life; a capacity to
think of the global system as a system which can be compared with
human social systems at the sub-planetary level.

We use the adjective "conceptually complex" comparative under-
standing to refer to three particular kinds of capacities. One,
it implies an awareness of the fact that any two or more things are
not entirely alike or entirebrdifferent. Conceptual complexity
implies an ability to perceive any two or more objects of comparison
as being both alike and different at the same time. This point is
succinctly made by Clyde Kluckhobn and Henry A. Murray: "Every man
is in certain respects

a. like all other men
b. like some other men
c. like no other man."

What is true of individuals is also true of the other units of
analysis in the social sciences - societies, social systems, cultural
systems, historical events, historical eras, etc. For example, the
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American revolution is like all revolutions in some respects, like
some,but not all, other revolutions in still other respects, and in
still other respects a unique historical experience. Or, American
society shares some characteristics with some but not all other human
societies, and it possesses some attributes which are uniquely American.

Two, conceptual sophistication implies an awareness of the influ-
ence of sampling on one's relative perception of differences and
similarities. For instance, in the context of a fourth grade class-
room, a teacher might tend to see more differences than simililarities
between two fourth grade students. But, were the sample of observa-
tions expanded to include all elementary school children, her percep-
tion may reversel, and she might tend to see more similarities than
differences between two fourth grade children. Similarly, in looking
at nations in the modern world, a sample that included only the
United States and the Soviet Union might lead observers to emhhasize
the differences between the two societies and to play down the simi-
larities. But were the sample expanded to include Chad, Burma,
Haiti, and India, an observer might conclude that the U.S. and the
U.S.S.R., as highly developed industrial societies, are very much
alike in many respects when compared to the less developed nations
of the world.

Three, conceptual sophistication implies a capacity to view most
differences as a matter of degree rather than of kind. For example,
the internationally competent citizen does not think of political
systems as being either democratic or not democratic; of economic
systems as being either industrialized or non-industrialized; of
societies as being either modern or not modern, etc. Rather, he is
capable of seeing these (and most attributes in terms of which
phenomena are described and differences noted) as complex properties
which different units can possess in varying degrees. For instance,
he can think of the world's national political systems as arranged
along a graduated continuum from those that are highly democratic
to those that are highly non-democratic.

Individuals as the Makers of Ana ical Jud .1,414ents

As indicated above, by analytic judgments we have in mind judg-
ments about the nature of reality or fact; assertions about what is
true or not true. They are, in short, judgments about the validity
of empirical beliefs. Needless to say, all of us make innumerable
analytic judgments every day. We do so for the simple reason that
to believe is to make choices. Every belief (every image of any phe-
nomenon) represents a choice from among alternative beliefs. To
believe that the planet is round in shape is to choose from among
alternative beliefs, e.g. it is flat, it is a cube, etc. To believe

»

that economic development involves cultural change is to make a choice
from among possible alternative beliefs, e.g. economic development is
simply a matter of importing technological and managerial skills
into a society, etc.

When individuals are viewed as the makers of analytical judgments,
what are the defining characteristics of the internationally competent
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citizen? There is a massive vol,me of commentary dealing with analysis
or inquily within elementary and secondary schools. Our examination
of this literature suggests that we might usefully view the schools
as making two major (and related) kinds of contributions to the develop-
ment of students' capacity to make reasoned analytical judgments.
The first is the development of what might be termed a "realistic"
attitude toward, knowledge, and the other is the development of some
understanding of, and skill in, the process of social scientific '

inquiry.

With respect to the first of these matters - attitude toward know-

ledge - it would seem that the internationally competent citizen
possesses at least three capabilities. One, he is able to perceive
or think of human knowledge in any area or in respect to any phenomenon
as a corpus of man-created images or hypotheses which is subject to
continuous change through the processes of (a) abandoning or dis-
carding traditional beliefs, (b) redefining or reformulating tradi-
tional beliefs, and (c) creating new beliefs. Closely linked to the
cognitive ability to perceive or think of knowledge in this way is
an emotional capacity' to live with tentativeness or the absence of
finality or certainty, and, a tolerance of ambiguity about what consti-
tutes warranted or unwarranted beliefs.

Two, the internationally competent citizen is aware of the fact
that any phenomenon can be conceptualized in a multiplicity of ways.
For example, a phenomenon like violence can be analyzed from several
perspectives, e.g. in terms of the biology, the psychology, or the
sociology of violence. As a result, surrounding any phenomenon, there
can be many different kinds of beliefs which provide alternative but
not necessarily conflicting images of the phenomenon in question.
In short, the internationally competent citizen realizes that the pro-
blem of human knowledge in general is like the knowledge' problem faced
by the blind men who sought to describe an elephant from information
about the shape of different parts. Because of his awareness of the
problem of perspective, the internationally competent citizen is
capable of entertaining alternative conceptualizations, and of
exploring alternative frames of reference or models of analysis in
examining any phenomenon. For example, an internationally competent
citizen is able to think about a phenomenon, such as sacred cows in
India, from more than one perspective. He might, for instance, be
able to think about sacred cows within the context of Hindu theology,
within the context of the cultural history of India, within the con-
text of the manifest and latent functions performed by the custom
in different social systems within Indian society, and within the
context of India's food problem.

Third, and related to the last point, the internationally competent
citizen has some awareness of the sociology of knowledge - an ability
to comprehend that perceptions and interpretations of the world are
conditioned by the culture and social situation of the observer.

The second dimension of:analytical competence consists of some
conceptual understanding of, and skill in, the process of social
scientific inquiry. An understanding of the process of inquiry would
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seem to entail the development of some understanding of:

1. The nature of analytical problems or questions
in the social sciences.

2. The nature of and types of propositions or hypotheses
found in the social sciences.

3. The nature of concepts and variables.

4. The logic and methodology of sampling.

5. The logic of measurement and the methods of data
collection in the social sciences.

6. The logic of evidence is social inquiry.

7. The nature and uses of theory in social inquiry.

The development of skills in social inquiry seems to imply the
development of the following kinds of abilities or capacities:

1. An ability to distinguish statements expressing
descriptive beliefs, explanatory beliefs, predictive
beliefs, and normative beliefs.

2. An ability to identify and formulate in question form
analytical problems inherent in a set of data, or in
an argument about a given phenomenon, and to critically
appraise these formulations.

3. An ability to identify alternative beliefs about a given
phenomenon and to state these beliefs in the form
of explicit propositions or hypotheses.

4. An ability to recognize and to explicate the
logical implications of hypotheses.

5. An ability to identify the concepts that must be
defined and the variables that must be "measured"
in order to empirically test propositions or
hypotheses.

6. An ability to conceptually define these concepts
and to think of or "invent" ways in which variables
might be measured.

7. An ability to critically examine conceptual defini-
tions and operational measures.

8. An ability to identify the kind and form of infor-
mation or data that a test of propositions calls
for; that is, the kind and form of data implied
by proposed operational measures of variables.
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9. An ability to collects organizeland to evaluate data

in terms of its apparent validity and reliability.

10. An ability to evaluate hypotheses or propositions
in light of data, and then to accordingly reject

them, modify them, or accept them.

11. An ability to relate two or more propositions
together to form a "theory."

12. An ability to recognize or identify the logical

implications of a theory.

13. An ability to judge or ev.auate the merits of
alternative theories.

Individuals as the Makers of NormatimIALEments

Normative judgments, or evaluations, are claims about the

goodness or badness, the desirability or undesirability, the appro-

priateness or the inappropriateness of given phenomena. Normative

judgments would appear to contain two major elements: One of these

can be termed value claims (or value judgments), and the other,

performance claims (or appraisals). The first of these consists

of assertions about the qualities, characteristics, or properties

in terms of which a given phenomenon is to be judged, appraised,
or evaluated. The second element is assertions that a given phe-
nomenon does or does not possess or exhibit the desired qualities,

characteristics, or properties. For example, the assertion that
"Mary. X would not make a good wife because she cannot cook," is a
normative judgment. It consists, on the one hand, of the value
claim that women as prospective wives are to be judged as good or
bad bets in terms of the quality, "ability to cook," and on the other

hand, it contains the appraisal that Mary X lacks this essential
quality. To take a somewhat more complex illustration: "Nation-

states are historically outmoded forms of political organization
because they cannot, under conditions imposed by modern weapons
technology, provide a high level of security from violence." The

value claim in this judgment consists of the assertion that forms
of political organization are to be judged as good or bad in terms
of their capacity to provide a high level of security from violence.
The performance claim or appraisal consists of the assertion that
nation-states no longer possess this valued quality; that is, they
cannot provide a high level of security from violence.

When individuals are viewed as the makers of normative judgments,
what are the defining characteristics of the internationally competent
citizen? As noted before, most evaluations or normative judgments in
everyday life are in the form of attitudes. There is a vast body
of literature dealing with the desirable qualities of international
attitudes. As with other areas of concern, we have tried to crystal-
lize what, in our judgment, seem to be the major points made in the
arguments we have read and in the commentary we have listened to.
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One, the internationally competent citizen is emotionally
capable of making relatively rational, normative judgments. This

seems to be a primary objective of what is sometimes referred to as
the "mental hygiene" approach to education for international under-

standing. The emphasis is upon the cultivation of mentally or emo-
tionally healthy individuals who are psychologically free to perceive,
and hence to evaluate, the world around them with a modicum of objec-
tivity or rationality. Rationality, or more accurately rational
judgmentsoin this context would seem to mean judgments characterized
by emotional commitments congruent with the values that a person or
group is seeking to realize. An evaluation is non-rational to the
degree that it involves an emotional commitment to a course of action,
to an institution, to a policy, etc., which is either unrelated to
the values being sought or is actually destructive of these values.
In short, rational evaluations are evaluations grounded, on the one
hand, in a clear image of the values a person seeks to realize, and
on the other hand, in an accurate perception of reality. In con-
trast, non-rational evaluations are grounded in a false consciousness
of the values that are most important to the person, and/or in false

perceptions of reality. Non-rational evaluations tend to derive from
efforts to satisfy one's personality needs, or from one's desire
to comply with the opinions dominant in important reference groups.
In a word, to judge something good or bad because such judgment
satisfies one or more ego needs, or to judge it good or bad because
the judgment complies with the opinion of important reference groups,
is to evaluate non-rationally. In contrast, to judge something
good or bad. because there iegood reason" to believe that it is sup-
portive or destructive of specified values, even though the judgment
fails to comport with what one wishes were the case or with what one's
reference groups deem to be true, is to evaluate rationally.

Two, the internationally competent citizen is capable of analyzing
normative conflicts in terms of the sources of disagreement that
give rise to the conflict in question. This would seem to imply a

an ability to distinguish semantic sources of disagreement (i.e.
disagreement generated by different usages or meanings of words);
empirical sources of conflict (i.e. conflict arising from divergent
perceptions of reality); and value conflicts (i.e. conflict arising
from differences in value claims, that is, differences in the values
or qualities in terms of which a given phenomenon is to be judged).
For example, in the context of international education a student who
had developed a capacity to analyze normative arguments in terms of
the sources of conflict would be able to discriminate between the Da-
lowing kinds of disagreements:

A. Claims: U.S. withdrawal from Viet Nam would sub-
stantially increase the probability of
World War III.

B. Counter- U.S. withdrawal from Viet Nam would decrease
claims: the likelihood of World War III.
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C. Claims: Nation X is more democratic than Nation
Y. because Nation X has had more free elections.

D. Counter- Nation X cannot be more democratic than
claims: Nation Y because NationX has no social welfare

programs.

E. Claims: It is important to increase spending for
space exploration because if we don't the
Soviet Union will outrun us in the space race.

F. Counter- It is important to reduce space spending
claims: so as to have more money for an attack upon

human problems in urban areas.

The disagreement between A and B reflects different perceptions
of reality. In the second instance, C and D are in disagreement
because of different definitions or conceptions of what "democracy"
implies. In the last case, E and F disagree because of differences
in the values in terms of which the space program is to appraised
(or at least a difference in the priority assigned to different values).

Three, the internationally competent citizen is capable of making
explicit evaluations or reflective judgments. Explicit evaluations
can be defined as evaluations:

1. Characterized by an explicit specification of the
values, criteria or standards in terms of which
specified phenomena are to be judged good or bad,
desirable or undesirable, etc.

Characterized by the specification of behavioral
definitions or observable indicators of these values
or criteria.

3. Characterized by the specifications of means by which
the necessary information or data needed for judgment
can be obtained.

To illustrate what we have in mind, let us first look at an
example somewhat removed from the complexity of social evaluation.
Let's imagine that we are evaluating used cars in preparation for
puschasing one. What would a reflective evaluation look like?

The first task would be to clearly specify the values or criteria
in terms of which the relative goodness or badness, desirability
or undesirability, of alternative cars are to be judged. This may
be difficult or it may be easy, but in either case it is an essential
first step in the process of reflective evaluation. For the sake of
the illustration, let's imagine that we specify three values (quali-
ties) that are important to us for a used car to possess:
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1. Economy of operation.
2. Relative newness.
3. Sufficient size to comfortably seat

These qualities constitute values in the
criteria or standards in terms of which
or unacceptability of alternative cars

six passengers.

sense that they are the
the relative acceptability

will be appraised.

The next step in the process of reflective evaluation is to
develop behavioral measures or observable indicators of these values.
For example, what constitutes economy of operation? What are the
observable differences between a car that has a great deal of this
quality and a car that has very little of this quality? Economy
of operation, taken by itself, is an abstract phrase which, like
social values, such as freedom, justice, equality, etc., have no
clear-cut behavioral meaning. To define such concepts we must specify
what can be looked at in order to determine if an object does or
does not possess a desired value. In the case of the automobiles,
the popular culture readily supplies us with one indicator or be-
havioral definition of the value of "economy of operation." Miles
traveled per gallon of gasoline used is a widely used indicator of
economy of operation. The greater the ratio of miles traveled to
volume of gasoline consumed, the greater the car's economy of opera-
tion. There are, of course, other indicators of economy. One of these
is the likelihood of a given kind of repair being needed within a
specified period of time, but enough has been said to illustrate
the point being made. To use a value like economy of operation as
a standard for judging oars, we must develop operational measures or
behavioral indicators of this value. A value left in its vague
unspecified sense does us little good in reaching a judgment about
the relative goodness or badness of an object that is being appraised.

The next step in the process of reflective evaluation is that
of specifying how the information or data necessary for an appraisal
can be obtained. Let us look at the illustration of the car. We
have specified economy of operation as one of three values in terms
of which cars are to be judged, and we have specified that economy
of operation can be measured in terms of the number of miles traveled
per gallon of gasoline consumed. Let's imagine that we are trying
to judge between two cars. To reach a judgment, we must get infor-
mation about the relative performance of the two cars in respect
to their economy of operation. How might we do this? If we trust
the automobile dealer, and if we have reason to believe that he has
the information, we could get the necessary performance data by simply
asking the dealer, "ammmlyndles per gallon does car X get; does
car Y get?" On the other hand, if these conditions do not hold, a
more complex information-collecting process is called for. For
example, we might have to test-drive the two cars under equivalent
traffic conditions, and directly observe how many miles each car
travels per gallon of gas used.

Equipped with information about the performance of the two cars
relative to the three values in terms of which the cars are being judged,
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we then would be in a position to make a reflective judgment about
the relative goodness of the two alternative automobiles.

At this point the question of what happens if the outcome of the
evaluational process is ambiguous can be raised if, for example, car A
is found to be economical but small and old, etc. The evaluation must
be"escalated" in the sense that we now must consider new and more
general values. In the case of a conflict situation in which all
three values cannot be equally satisfied---that is, we cannot simul-
taneously have economy, size and newness -- -then a judgment must be
reached about the relative priorities of the three values. To raise
this question is to pose the question of what values should be appealed
to in assessing the relative importance of economy, of newness and
of size. With this, the process of evaluation as outlined above begins
all over again, but in a more complex and general setting.

The illustration is, of course, a very simplified model of the
process of reflective evaluation.. Not only is a simple case selected,
but the case is also treated simply. The evaluation of social pheno-
mena is invariably more complex and the quality of reflectiveness
is invariably more difficult to achieve. The simple case, however,
highlights the essential elements or steps involved in the process
of reflective evaluation, whether these be evaluations of used auto-
mobiles, washing detergents, or complex phenomena, such as poltical
systems, public policies, systems of belief, etc. This has been
nicely illustrated by Charles McClelland in a scenario depicting
a classroom of the future with access to a computerized information
storage and retrieval system.

Student: Do you think the Russians are better than the
Chinese?

Teacher: In what way? What do you mean when you ask, are
they better?

S: Well, do the Russians make more good things for the
people -- -like cars, movies, refrigerators? Maybe Russians
have more good things to eat?

T: Make a list of what all you think are "good things;" let
me go over your list and then you can ask the computer
for information.

Computer: The data .requested are as follows...
S: (Studying the printout) See, the Russians are better.
T: Yes, but you still didn't check to see haw much better.

You didn't think to find out how many people there are
in each country, how much income they receive, who gets
what you call "good things," and whether or not China is
making faster progress than Russia in producing the products
on your list. Are you sure you think that being able
to make and use things like cars would make the Russians
better than the Chinese? But first you should get the
additional information from the machine. You should
write your questions so you can find out what the average
person receives in both countries; also try the lowest
25% and the highest 25%. Do you know how to do that?
Remember to convert to $ equivalents.
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S: Yes
C: The distribution of passenger motor vehicles in the USSR

is.... etc.

S: I'll have the computer compare all this to the United
States. Then I'm going to try to get information on
two more things: Are Russians happier than the Chinese,
and do Russians have more freedom than the Chinese?
When I do that, I am going to get the facta ,bout the
happiness aad freedom for the United States and
Sweden too, just to make it more interesting.

T: You can't think of any way to show happiness, can you?
You can think about that while you finish the com-
parison for the United States on your products, popu-
lation, income, and the dollar and per capita problems.

S: I already know what to try for happiness. I'll use
suicides, vacations people take, people in hospitals,
murder, divorces, orphans, how long people live on the
average, and maybe public opinion polls on what people
say they worry about in all four countries. And, for
freedom, I can check on elections, voters, churches,
newspapers, how many people get to travel to other
countries, and things like that.

T: That's good, but you probably will have some problems.
Just think about your indicators; you will have to con-
vince me that they really stand for the things you say
they stand for.

C: The requested data are not available as follows...
S: I have empty cells for vacations, churches and polls for

the Peoples Republic of China. There are some funny
things too in the happiness index for Sweden and the
USSR. I think Swedes are happier than the Russians but
the picture is mixed up. What do I do now?

T: Which are you going to believe -- your personal impres-
sions or your findings? You should, know by now that
interpreting your printouts is the hard part. There are
validity problems with all sets of indicators; you
will learn in high school how to estimate the probable
amount of error in your aggregated data and some
ways to correct for it. Do the best you can with
what you have now. What are you going to do about
your empty cells? You didn't get anything on Chinese
vacations. How is that to be explained?

8: Our computer just doesn't know that. Or maybe they don't
have vacations. Or maybe their government doesn't let
out the information. That would be good for the free-
dom index -- if I could find out what information is
censored by the government. I guess the Chinese don't
have vacations. I'll just drop vacations.

T: It is possible that there are some data estimates on
religion in China. If you want to follow that, I'll
approve a question on the central network.

S: I'll fill out the form.
Later.
S: I have everything completed now to show how Russia is
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better than China, but I don't think I can really
decide. Anyway, the program turned out another way
when I added the U.S. and Sweden.

T: Go ahead and write your summary. Keep to the facts that
you actually used and don't add a lot of statements
about matters that you did not investigate. Show your
conclusions but indicate which ones you are sure about
and which ones are less reliable, no matter how
much you like them. Your choice of the original
question was a poor one but I let you go ahead to
see if you could correct it. You did fairly well.
Next time you program see if you can't make a series
of more important and interesting comparisons. May-

be you could follow up on David Smith's investigation
of laws in five countries which restrict individual
freedom. Since you started on freedom, you should
look into it more fully. You could analyze freedom
of speech and press for maybe, ten countries in the
Atlantic area and see what generalizations about legal
restriction can be made for 1900 to the present.
I think the computer has all the information you need.

Four, the internationally competent citizen is capable of
making "humane" evaluations. We use the term'humane" to refer to a
complex set of presumably related qualities frequently mentioned
in the international education literature. Humane evaluations are
defined as evaluations characterized by:

1. A relative freedom from the influence of egocentric thinking.
Egocentric thinking can be defined as thinking proceeding from the
assumption that others see the world in the same way that we see it.
Thus, if we perceive our actions to be good, peaceful, generous,
benevolent, etc., others must see in our behavior the same qualities.
For example, if one sees American foreign aid as an expression of
American benevolence and concern, and is egocentric in his thinking,
he unreflectingly assumes that his perceptionar American aid is the
only possible perception and, hence, the recipient of the aid will
also perceive it as an expression of benevolence and concern. Thus,

the recipient can be expected to reciprocate with expressions of
gratitude. When recipients fail to do this, they must be judged
ingrates suffering from a moral deficiency, and not deserving of
continued respect and concern.

2. A relative freedom from ethnocentric thinking:. Ethnocentric
thinking is closely related to egocentric thinking and is probably
indistinguishable from it in most situations. Ethnocentrism is the
tendency to think of the actions, customs, institutions, ideologies,
etc., of the particular groups to which one belongs as superior to
the actions, institutions, etc., of outside groups. Herodotus pro-
vides an excellent working definition of ethnocentrism in observing
that:

...if one were to offer men to choose out of all the
customs in the world such as seemed to them best,
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they would examine the whole number, and end by pre-
ferring their own; so convinced are they that their
own usages far surpass those of all others...

3. A relative freedom from stereotypic thinkinE. Stereo-
typic thinking can be defined as thinking which is dominated by the
use of universal and closed generalizations about, or characteriza-
tions of, some group, process, social institution, culture, ideology,
etc.

4. "Dimensionally_complex" comparisons. Normative judgments
reflecting dimensionally complex" comparisons are evaluations that
reflect an awareness of the fact that any phenomenon of any complexity
can (and normally should) be judged by not one but many standards,
and that a phenomenon so judged can be judged "good" in some respects
and "bad" in other respects. Thus the United States may be judged
inferior to several other societies in some respects (e.g., relatively
high rate of infant mortality compared with several European nations)
and be judged comparatively superior to other societies in still other
respects (e.g., a high level of agricultural productivity).

5. Empathic thinking. Empathy can be generally defined as
a capacity to "step into another's shoes" and accordingly perceive of
the world as others perceive it. It is an ability to sympathetically
imagine how an action, an institution, an event, etc. appears to other
persons who look at the phenomena from a cultural or situational
context different from one's own. Evaluations characterized by
empathy would seem to be generally identifiable by the absence of
ridicule and of assumptions of stupidity and/or immorality on the part
of the individuals or groups whose actions, institutions, beliefs,
etc. are being evaluated.

6. "World- minded" thinkL1E. By "world-minded" thinking we
have in mind a general perception of and value orientation toward
the world that proceeds from a world view of the problems of humanity.
It is an ability to identify with mankind in general rather than
sJ)mply one's own national, racial, religious groups, etc. in judging
-nr4rmitional phenomena.

IftdiViduals as Foreign Policy Analysts and Critics

As indicated in Chapter I of the report the international system
is undergoing a series of significant changes. However, nation-
states continue to be major centers of decision-making within the
international system, and hence one of the major ways in which
individuals participate in the international system are as analysts
and critics of the foreign policy decisions of their national govern-
ments. What are the distinguishing characteristics of the internation-
ally competent citizen viewed as a policy analyst and critic? There
is not a great deal of literature focused explicitly upon this matter.
Our examination of what there is, combined with conversations with
educators and social scientists, suggest two related points.

First, the internationally competent citizen possesses some
knowledge of how foreign policy decisions are made. He has, in short,

97

IrMA'Ar..414.:



some understanding of the structure and process of foreign policy
decision-making, particularly within his own nation.

Second, the internationally competent citizen is able to analyze
foreign policy decisions in terms of the major factors operating
within the decisional processp and to make judgments about particular
decisions (actual or proposed) in light of these factors. This would
appear to imply an ability to analyze and to judge decisions in terms
of the following kinds of questions:

1. Will this decision really help attain my country's goals?

2. Will this decision work out well, given other nations'
goals and possible actions?

3. Do we have the resources to carry out this action in
wealth, war-power, other nations' support, etc.?

4. Does this action fit the economic situation of my
nation and its allies?

5. Will the politicians and public support this action?

6. Will this action create important military risks for
us and our allies?

7. Will this' line of action seriously endanger future
international cooperation or the welfare of the human
race?

8. Is this action realistic, given what is known about the
feelings, fears, or attitudes of other countries and
their leaders?

9. Is this extion moral or immoral in terms of any one
of my country's deepest beliefs?

10. Given the situation as analyzed, is this an action
where benefits outweigh risks and costs? Does it need
to be done at this time?1°

Individuals as Observers of Current Histo

In an era of mass communication when virtually all Americans
are linked to worldwide environment through radio, TV, and a massive
system of news-gathering, one of the major ways in which an indivi-
dual relates to the world system is as an observer of the system's
current history. Viewing individuals in this role, what are the
defining characteristics of the internationally competent citizen?
In our judgment three points seem to stand out.

First, the internationally competent citizen possesses an interest
in current events; that is, the motivation to seek out information
about current history.
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Second, the internationally competent citizen possesses the
vocabulary and conceptual understandings necessary to follow current
events through the news media, T.V. specials, and in semi-scholarly
commentary in newspapers and magazines.

Third, the internationally competent citizen possesses some
knowledge and understanding of the communication system that links
him to events, developments, decisions, etc. occurring in his inter-
national environment. This would seem to include some understanding
of how "the news" is collected and processed by the news services,
newspapers, and radio and T.V. stations; some knowledge of how this
type of media influences the content of "the news"; and some knowledge
of the situational, sociological, and psychological factors which
influence what "news" an individual is exposed to and how he reacts
to it.

Individuals as Actors

Individuals relate to the world system in all the ways just
discussed. In addition, they are actors within the system. When
individuals are viewed from this perspective, what qualities are
evidenced by, or in, the actions of internationally competent citi-
zens?

Our efforts to deal with this question elicited a wide range of
responses, but there are five general points which in our judgment
stand out as being particularly important, 'I begin with, the inter-
nationally competent citizen evidences in his interaction and relation
with others a sensitivity to and a tolerance, if not positive accep-
tance, of cultural diversity. Minimally, this would seem to mean
that he does not through ignorance or indifference at so as to de-
precate or ridicule individuals or groups culturally different from
himself. In a word, he evidences a respect for the customs, beliefs,
and life styles of others. And beyond this, the reactions of the inter-
nationally competent citizen evidence a "cosmopolitan enjoyment"
of cultural diversity.

Second, the actions of the internationally competent citizen
evidence a capacity to emotionally and intellectually cope with change.
This would seem to include: (a) a perception of change as a natural
or inevitable feature of the human condition; (b) a capacity to
think of change in terms of its systemic causes and effects; and
(c) an openness to, or pro-attitude toward, change combined with a
sensitivity to the social and psychological costs of change, and a
supportive attitude toward efforts designed to compensate the "vic-
tims" of change.

Third, the internationally competent citizen evidences in his
actions a sensitivity to and acceptance of the "foreign policy impli-
cations" of mankind's growing interdependence. For Americans parti-
cularly, this would seem to imply, on the one hand, a recognition of
the limits of national power and, on the other hand.,; an acceptance of
an obligation to assist in the economic development of the developing
two-thirds of mankind.
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Fourth, the internationally competent citizen evidences in his

actions multiple group loyalties. He does not feel that any one group

within mankind (whether it be a nation, a race, a religion, a "civi-

lization," a socio-economic class, etc.) can legitimately command a
monopoly of obligation, loyalty, or identification. He perceives

himself as being a morally responsible member of many human groups

at the national, sub-national, and supranational levels of human social

organization. Intimately linked to the ability to perceive oneself

as a responsible member of many human groups is an emotional capacity

to tolerate a relatively high level of ethical or moral ambiguity and

inter-role conflict.

Fifth, the internationally competent citizen evidences a capacity

to emotionally tolerate continued conflict and tension within national

and international communities. Rather than eliminating human tension

and conflict, the increasing interdependence of the human species is

very likely to lead to increased tension and conflict. Thus, it

would seem that one of the characteristics of the internationally

competent citizen is a capacity to act with restraint in the face of

tension and conflict.

Pi..ammam

In this section of this chapter we have endeavored to deal with

the question of the qualities or characteristics which distinguish

or define the internationally competent citizen. We approached this

question by first suggesting that individuals occupy six major kinds

of roles in relation to the world system. Then on the basis of a

review of existing literature and conversations with educators and

social scientists, we attempted to specify for each "role" what seemed

to be judged as qualities, characteristics, or capacities that dis-

tinguish the internationally competent citizen from the less compe-

tent citizen.

V. A T 0Tology of Obaectives

As indicated previously, we endeavored to explicate the concept

of international understanding in terms of "objects" and "dimensions"

of understanding as a means of constructing a typology of objectives

that ought to be served byte K-12 curriculum (particularly social
studies) in the international education of children and young people.
Specifically, we sought to develop a typology that:

(1) was relatively comprehensive in the sense of pointing up

a range of phenomena frequently noted by educators and social scien-
tists as desirable outcomes of world affairs education.

(2) would provide a conceptual foundation potentially useful in
the planning and development of future curricula. We interpreted

this to mean that the typology should: (a) indicate major classes of
conceptually defined phenomena that should. be made subjects of teaching-

learning resources; and summarize a set of characteristics, some
combination of which should be evidenced by newly developed teaching-
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learning materials; and (b) provide a conceptual base for the develop-
ment of instruments useful in evaluat5vg curriculum systems as

agents of international education; arra (c) provide a foundation on which
to construct continuing inventories or catalogues of available teaching-

learning resources in the field of international education.

(3) would point to or inventory major social-psychological
phenomena that should be the objects of basic research in the study

of pre-adult international socialization,

0) would serve as a partial guide in the planning of new pro-
grams in teacher education. We interpreted this to mean that the
typology should point to major phenomena that ought to be covered
in the academic preparation of teachers, and suggest major clauses

of teaching skills or strategies that should be developed in the

course of the teachers' professional preparation.

With these considerations in mind, the following typology of

objectives vas developed.

I. The K-12 curriallusikaladd0222ELAIRggpts' knowledge or cogni-
tive understt),nalmjaLthp world system. This implies:

A. The curvioulum should develop students' understanding
of the earth as a planet. This implies:

1. Developing some comprehension of the place of
the world system in cosmic space and time.
This implies:

a. Some understanding of the location of the
earth in the cosmic system.

b. Some understanding of the cosmological and
geological histories of the planet.

c. Some understanding of the differences and
isimilarities between the earth and other
planets (actual and imagined).

2. Developing some understanding of the earth as a
set of physical systems that both condition and
are conditioned by living systems and particularly

man. This implies:

a. Some understanding of the planet's contemporary
geography and geology.

b. Some understanding; of the interactions between
the planet's physical characteristics and the
evolution of life, and particularly man's bio-
cultural development,
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B. The curriculum should develop students' understanding

of mankind as a species of life. This implies:

1. Developing a comparative understanding of man as

one of many living systems. This implies:

a. Some understanding of similarities and differences

between living and non-living systems.

b. Some understanding of similarities and differences
between man and other living systems.

2. Developing an understanding of basic human commonali-

ties. This implies:

a. Some understanding of man's common biological

needs.

b. Some understanding of the functional needs of human
societies and their component social and cultural

systems.

c. Some understanding of similarities, analogies, or
parallels in the historical experience of dif-
ferent groups.

3. Developing an understanding of the sources of dif-

ferences in human actions and life styles. This

implies some understanding of, human behaviors as
being socially learned and culturally conditioned.

4. Developing some understandings of basic human be-
havior and social activities that are grounded in

the behavioral sciences. This implies:

a. Some behavioral science-based understanding of
particular human behaviors.

b. Some understanding of human beings as biological
systems, as personality systems, as actors in
social systems, as "products" of cultural systems,
and as participants in systems of natural ecology.

5. Developing some understanding of major structural
characteristics of the human species. This implies
the development of some understanding of the pheno-

mena summarized by the following kinds of generali-

zations:

a. The human species is a racially diverse species.

b. The human species is a linguistically diverse

species.

c. The human specieS' Is a culturally diverse species.
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d. The human species is an institutionally diverse
species.

e. The human species is generally an economically
depressed species, but with vast disparities in
the wealth, education, health, etc., enjoyed
by its members.

f. The human species is a politically uncentralized
(or stateless) species.

g. The human species is demographically a rapidly
expanding species.

h. The human species is an increasingly urbanized
species.

i. The human species is an increasingly violent
species.

j. The human species is an increasingly industri-
alized (mechanized) species.

k. The human species is an increasingly inter-
dependent species.

6. Developing some "species-centered" or "globally-
focused" understanding of major events, trends, trans-
formations, etc. in man's biological evolution and
socio-cultural development.

7. Developing some understanding of the process and
dynamics of socio-cultural change within particular
societies and within the human species in general.

C. The curriculum should develop students' understanding of
the international or global social system as one level of
human social organization. This implies:

1. Developing some understanding of the major entities
that comprise the contemporary international system.
This implies:

a. Some comparative understanding of the modern
world's some 130 nation-states.

b. Some functionally oriented understanding of cross-
national organizations both governmental and
non-governmental.

c. Some understanding of the international status
of the planet's polar regions, its oceans, and
outer space.
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2. Developing some historical understanding of the nation-
state system as one of many historical and imaginable
forms of politically organizing the human species.

3. Developing some understanding of major social processes
within the international system. This implies:

a. Some understanding of inter-nation conflict and
conflict resolution.

b. Some understanding of inter-nation

c. Some understanding of
and integration.

d. Some understanding of
and transportation.

e. Some understanding of
and foreign aid.

war.

inter-nation collaboration

inter-nation communications

inter-nation trade, investment,

f% Some understanding of cultural diffusion.

g. Some understanding of the processes of inter-
nation influence or power.

4. Developing some understanding of major international
social problems. This implies:

a. Some understanding of the problems of controlling

or managing inter-group, particularly inter-
nation, violence and of creating institutions
for the peaceful resolution of conflict.

b. Some understanding of the problem of controlling
population growth.

c. Some understanding of the problems of "modern
izing" developing societies.

d. Some understanding of the problems of controlling
the social and psychological costs of rapid socio-
cultural change, particularly technological change,
urbanization, and the bureaucratization of social
organizations.

e. Some understanding of the problems of controlling
further deterioration in man's natural environments.

f. Some understanding of the problems of exploiting
the resources of the world's oceans and outer-
space for the welfare of mankind in general.
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1. The K-12 curriculum should develo the capacity of students to
view the world s stem as a 14.11212J arlaparlti2RIEIEIttenals1120111
112...concetuaativeand. This implies:

A. The curriculum should develop within students a perceptual
or cognitive capacity to see or to think of empirically
concrete or historically specific phenomena (events, insti-
tutions, actions, etc.) as particular instances or cases
within a larger class of analytically comparable phenomena.

B. The curriculum should develop within students an ability
to compare two or more phenomena in a conceptually sophi-
sticated way. This implies:

1. An ability to conceive of two or more objects
being compared in terms of both similarities and
differences.

2. An ability to recognize that one's relative per-
ception of similarities and differences is influ-
enced by the size and nature of the sample of
objects being compared.

3. An ability to think of differences as matters
of degree rather than simply of kind.

C. The curriculum should develop within students a capacity
to think of or imagine the world as a totality and to perceive
particular phenomena holistically or within a global frame
of reference. This implies:

1. Developing a comprehension of the interrelatedness
of the human species iss species.

2. Developing a comprehension of the interrelatedness
of man as a system of life, and the planet earth
as a set of interrelated physical systems.

3. Developing a comprehension of the world system
as one sub - system within the larger cosmic
system.

The K-12 curriculum should develo the ca.;c4t of students to
make logically valid and empiritilly_grounded analytical judgments.
This implies:

A. The curriculum should develop within students a "realistic"
attitude toward knowledge. This implies:

1. Developing within students an understanding of
knowledge as a set of man-created hypotheses
or images.

2. Developing within students the capacity to con-
ceptualize phenomena in alternative ways.
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3. Developing within students awareness of the
influence of cultural setting and social situ-
ation on human knowledge, and particularly an
awareness of their own perception and interpre-
tation of the world.

B. The curriculum should develop within students an understanding
of, and some skill in, the process of social scientific inquiry.
This implies:

1. Developing within students some understanding of
the process of inquiry. This implies developing
students' understanding of:

a. The nature of analytical problems or questions
in the social sciences.

b. The nature of and types of propositions and
hypotheses found in the social sciences.

c. The nature of concepts and variables.

d. The logic of measurement and the methodologies
of data, or information acquisition, in the
social sciences.

e. The logic and methodology of sampling.

f. The logic of evidence in social inquiry.

g. The nature and uses of theory in social inquiry.

2. Developing students' inquiry skills. Included are:

a. An ability to distinguish statements expressing
descriptive beliefs, explanatory beliefs,
predictive beliefs, and normative beliefs.

b. An ability to identify and formulate in question
form analytical ?roblems inherent in a set of
data or in an argument about a given phenomena,
and to critically appraise these formulations.

c. An ability to identify alternative beliefs about
a given phenomena and to state these beliefs
in the form of explicit propositions or hypotheses.

d. An ability to recognize and to explicate the
logical implications of hypotheses.

e. An ability to identify the concepts that
must be defined and the variables that must
be "measured" in order to empirically test
propositions or hypotheses.
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f. An ability to conceptually define these
concepts, and to think of or "invent" ways
in which variables might be measured.

g. An ability to critically examine concep-
tual definitions and operational measures.

h. An ability to identify the kind and form
of information or data that a test of pro-
positions calls for; that is, the kind and
form of data implied by proposed operational
measures of variables.

i. An ability to identify and to evaluate
possible sources of data.

j. An ability to collect, organize and to
evaluate data in terms of their apparent
validity and reliability.

k. An ability to evaluate hypotheses or
propositions in light of data, and then
to accordingly reject them, accept them,
or modify them.

1. An ability to relate two or more propo-
sitions together to forma "theory."

m. An ability to recognize or identify the
logical implications of a theory.

n. An ability to judge or evaluate the merits
of alternative theories.

IV. The K-12 curriculum should develop the capacity of students to
make rational ana ical e licit and humane normative
judgments or evaluations.

A. The development of a capacity to make rational evaluations
implies: The curriculum should seek to develop individuals
who are relatively free psychologically to hold attitudes
independent of personality needs and group norms.

B. The development of a capacity to make analytical evaluations
implies: The curriculum should develop the capacity of students
to analyze normative disagreements in terms or semantic,
perceptual, and valuational sources of conflict.

C. The development of a capacity to make explicit evaluations
implies:

1. The curriculum should develop the capacity of students
to explicitly articulate values in terms of which they
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believe given phenomena should be judged.

2. The curriou lum should develop the ability of students
to explicitly consider operational or behavioral
meanings of values in terms of judgments to be made,

3. The curriculum should develop the capacity of students
to explicitly consider the information that is needed
to reach sound judgments about whether a given object
does or does not possess the desired value qualities.

D. The development of a capacity to make humane evaluations
implies:

1. The curriculum should develop within students modes
of thinking that are relatively free from the influence

of egocentric perceptions.

2. The curriculum should develop within students modes of
thinking that are relatively free from the influence
of ethnocentric perceptions.

3. The curriculum should develop within students modes of
thinking that are relatively free from the influence of
stereotypic perceptions.

4. The curriculum should develop within students modes of
thinking characterized by moral or ethical complexity.

5. The curriculum should develop within students modes of
thinking characterized by a capacity for empathic
understanding.

6. The curriculum should develop within students modes of
thinking characterized by a "world- minded" value
orientation.

V. The K-12 curriculum should developthgammitysqatudents to
understand and to critics^ analyze and fudge forei_
decisions. This implies:

A. The curriculum should develop students' knowledge about,
and conceptual understanding of, how foreign policy decisions
are made, particularly within the American system.

B. The curriculum should develop students' ability to analyze
foreign policy decisions in terms of the major factors
operating within the decisional process and to make judgments
about particular decisions (actual or proposed) in light
of these factors. This implies an ability to analyze and
judge decisions in terms of the following kinds of questions:

1. Will this decision really help attain my country's
goals?
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2. Will this decision work out well, given other nations'
goals and possible actions?

3. Do we have the resources to carry out this action in
wealth, war-power, other nations' support, etc.?

4. Does this action fit the economic situation of
my nation and its allies?

5. Will the politicians and public support this action?

6. Will this action create important military risks for
us and our allies?

7. Will this line of action seriously endanger future
international cooperation or the welfare of the
human race?

8. Is this action realistic, given what is known about
the feelings, fears or attitudes of other countries
and their leaders?

9. Is this action moral or immoral in terms of any one
of my country's deepest beliefs?

10. Given the situation as analyzed, is this an action
where benefits outweigh risks and costs? Does it

need to be done at this time?

VI. The K-12 curriculum should develop students' capacity to
intelligently and critically observe current history of the
world system. This implies:

A. The curriculum should develop within students an interest
in current affairs, that is, a motivation to seek out
information about world affairs.

B. The curriculum should develop within students the vocabulary
and conceptual understanding needed to follow current
events through the mass media, in T,V. specials, and in
semi-scholarly magazines, etc.

C. The curriculum should develop within students an understanding
of the structure and functioning of the international com-
munication system that linkscitizens to events, developments,
actions, etc. within their international environmezt.

VII. The K-12 curriculum should develop the capacity of students to
constructively adapt to the realities of the human condition."
This implies:

A. The curriculum should develop students' sensitivity to,
and emotional acceptance of, diversity in human actions,
perceptions, cognitions, valuations, and social institutions.
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B. The curriculum should develop students' acceptance of, and
a set of socially responsible attitudes toward, technological

and socio-cultural changes.

C. The curriculum should develop students' sensitivity to and
acceptance of the political and ethical implications of
mankind's increasing interdependence.

D. The curriculum should develop students' capacity to experi-
ence multiple loyalties -- to perceive and feel themselves

to be responsible members of sub-national, national, and
cross-national groups.

E. The curriculum should develop students' capacity to emotionally
tolerate the tensions of continued inter-group conflict
and hostility.
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CHAFER III

RECENT DEVELOPMENTS IN CURRICULUM MATERIALS
N INTERNATIONAL EDUCATION

A LOOK AT SELECTED TOPICS AND THEMES

Introduction

Most persons familiar with the social studies offerings in our
schools would probably agree with the premise that the curriculum is
largely determined by the quality and variety of printed materials avail-
able to be placed in the hands of the students. Stated more dramatically,
for all practical purposes the printed materials that the students use
are the curriculum.

Some may argue that curriculum is too complex a phenomenon to place
so great an emphasis upon the role of only the printed materials. However,
even if we assume for the moment that the teachers themselves or the
total classroom experience -- not the printed materials -- are the most
significant element in that which we label "curriculum", it would none-
theless be a serious oversight not to constantly keep in mind that most
teachers rely almost exclusively upon printed materials as the basis for
both their class activities and homework assignments. In most social
studies classes, a single piece of printed material -- usually a com-
mercially published textbook -- acts as the central focus. In addition,
some teachers occasionally utilize various audio-visual aids and supple-
mentary reading or research assignments. A few, more imaginative, teachers
also use field trips, outside resource persons, educational TV, tele-
lectures, simulation games, artifacts and multiple-text materials to
enrich their teaching. Though increasingly seen, these kinds of activi-
ties are still not a regular part of the daily fare in the social studies
diet of anywhere near the majority of American students. Teachers by
and large still assign a sharply limited selection of printed materials
prepared by a relatively small number of commercial publishers. In turn,
students in formal in-Uass activities depend on these materials as their
primary source of social science and historical data.

Fortunately for the social studies teacher, recent years have seen
a rapid increase in both the number and the quality of the materials
available from the commercial publishers. An analysis of the reasons
for this increase is not within the scope of this paper; let it suffice
to say, however, that publishers normally produce what they have reason
to believe schools will buy. Larger amounts of money available for ?du-
cational spending in the past several years have, as might be expected,
encouraged publishers to produce an ever-increasing variety of better
new materials.

Also related to the increasing flow of materials commissioned by
the publishers themselves is still another development in the social
studies field directly related to the larger expenditures of money for
education -- that is, the new projects in this field. This second
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development may prove in the long run to have even a greater influence

on what is :doing taught than what the publishers themselves are doing to

change the social studies cur,lculum. To investigate the relationship
between this second developnent and international education 0 the
primary purpose of this chapter.

The Social Studies Projects

In wecont years an increased national concern with the condition of

elementary and secondary education has provided for the first time in
our nation's history the resources necessary to allow a number of indi-
viduals and curriculum centers to begin developing new materials and
teaching strategies specifically aimed at improving various segments of

the social studies curriculum, grades K-12. Thesemanydiverse efforts
have collectively come to be referred to by educators as "the Projects".

The majority of these Projects have been funded by grants from the United

States Office of Education.1 In a few cases they have received funding

from private sources.2 Virtually all of the recent curriculum develop-
ment efforts in social studies that have achieved national prominence
are centered at one of the Projects. This is not to say that signifi-
cant curriculum developments are not going on elsewhere; obviously they

are. In fact, the majority of schools are engaged in altering, re-
arranging or modifying in some way their present social studies offerings,

K-12. In most cases these local curriculum development efforts have not
been carefully organized either on a systemwide or even on a schoolwide

basis. Instead, these efforts reflect the needs and interests of indi-

vidual teachers. Though these many diverse efforts are oftentimes not
part of any grand design, eventually their total impact should be felt
on what is actually being taught in American classrooms. On the other
hand, however, because thP.'7'..; efforts are both too numerous and too diverse
for anyone to systematically analyze them, and also because they are
unlikely over to achieve any widespread dissemination nationally, this
chapter will restrict itself to discussing selected materials from just
those Projects that are intended to be of national interest in both
their scope and outreach.

Kinds of Projects

For the purposes of this study the on-going Projects divide them-
selves into four general categories. First are those few that have placed
their major emphasis upon some aspect of the international dimension;

for example the three that have been concerned with either Africa, Asia

or Latin Ame,ica.3 These three Projects are, of course, central to our

interests. Next -- and by far the majority of the Projects -- are
those that have not been specifically concerned with material that is
only internationally oriented. This group might include the Anthropology

Curriculum Study Project;4 the Social Studies Projects at the University

of Minnesota,5 the University of Illinois,6 and Carnegie-Mellon Univer-
sity;7 the Amherst Project;8 and, the Project located at Providence,

R.I.9 Next, upon close examination we can identify several of the
Projects that, while having devoted very little direct attention to the

international dimension, have nonetheless produced units, ideas or
models that have implications for this area. Here we can cite the

Syracuse Project, 10 the Project at the University of Indiana,11 and

the several projects that deal primarily with economics. 12 We also will
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want to look at examples from these Projects. Finally, a few of the
Projects have concentrated upon producing materials or subject
matter unite not generally relevant to our concerns. Materials from
this last category will not be discussed.

The Aims of This Chapter

Very few currir'zlum planners or teachers possess an accurate picture
of what the national Projects have produced. Keeping this fact in mind,
this chapter will be an initial attempt to provide preliminary answers
to just two questions:

1) What are some of the new kinds of materials and teaching
strategies being produced by the Projects that directly relate to
the international dimension of the curriculum, K-12?

2) Can some of these new materials be related to a series
of broad themes or ideas that scholars have identified as being
essential to understand what is in reality rapidly becoming a
global society?

No attempt will be made to argue either for or against the validity
of the series of themes or ideas being presented as the basic set of
categories for our analysis of materials. By its inclusion it is
assumed to be valid. The rationale for its use may be found in other
chapters in this report.13 This chapter will merely select a few themes
or ideas considered essential by scholars for an understanding of the
kind of global society we are actually living in at the present time,
and (to the best of their limited ability to predict) the kind of world
we are moving into in the future; and will attempt to relate a few of
these themes or ideas to some of the materials that the Projects are
producing.

A Note on Methodology and a Caution

Printed materials hold a paramount place in the present social
studies curriculum. This chapter will therefore concentrate upon only
the written materials from the Projects. In addition, although this
chapter is concerned mainly with the products of the national social
studies Projects, in a few cases materials developed by commercial
publishers are mentioned. This is necessitated by the fact that a few
of the themes selected from the 1154t provided in the next section of
this chapter have not, to this writer's knowledge, been systematically
treated by the Projects.*

Finally, and most importantly, this chapter makes no claims to be
definitive. It is not intended as a systematic survey of everything

*An additional comment is necessary regarding the Projects and commercially
published materials. As of the time this paper was written, several of
the Projects had turned over their materials to commercial publishers.
However, throughout this paper' all materials will be referred to as having
been produced by a particular Project, not by a commercial publisher.
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produced by all of the Projects.** Instead, it will attempt to cite

only a few examples of Project-developed materials to indicate the kinds

of materials that are potentially available to teach a number of im-

portant concepts about global society.

An Outline of Categories

People concerned with curriculum change and the selection of new

materials need a checklist of major ideas to assist them. The following

outline of categories has been developed in order to provide such a list.

It is based upon three major sources: 1) the papers prepared by scholars

for this Study; 2) the research and discussions of Dr. Lee Anderson and

other members of the Study staff, and, 3) the needs of classroom teachers.

A word should be said about this final source. No one can presume

to speak for all classroom teachers or their individual perceptions of

their teaching needs. Certainly this paper is not intended as an attempt

to do so. However, until there is an effort to bring some order to the

process of the teachers' selection of ideas important enough to deserve,

classroom time, very little progress toward developing an awareness in

students of a global society is likely to occur. This outline of cate-

gories is thus intended to provide educators with a rough checklist of

tne kinds of basic themes or ideas that should prove useful to guide in

the selection of specific knowledge, attitudes, and understandings to,

be taught. In turn, if teachers are effective in their teaching and if

students internalize these ideas, schools will graduate a generation of

young people who are better able to understand and deal with the complex

and interrelated challenges facing tomorrow's citizens. This outline of

categories is explained in greater detail elsewhere in this Study. 14

I. Man as a Species

A. Similarities and differences that exist between man and other

"objects"

1. Man-animal comparisons
2. .Man-machine comparisons
3. Man-interplanetary comparisons

B. Human similarities and differences

1. Materials designed to develop students' knowledge and under-

standing of the general sources of human similarities and

differences; i.e., materials that stress the theoretical

aspects.

**It was originally intended by the author not to be selective but to

include an analysis of all of the Project materials that have been

produced. Only after writing had begun was it found that other time

requirements made this impossible. Therefore, in spite of the fact

that only selected materials are cited in this paper, these citations

are based upon the author's having reed all of the Project materials

available before January, 1969.
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Materials designed to develop students' knowledge and under-

standing of particular kinds of differences; i.e.,

a0 Physical (Racial)
b. Social systems (Political- economic-family)

c. Cultural systems (Beliefs, values and language)

d. Geographical

C. Societal changes over time, i.e., history

II. International Society

A. Groups to examine

1. Sub-national groups, e.g., comparisons' of tribes or cities

2. Nations, e.g.; area and country studies

3. Cross-national associations and institutions, e.g., the

United Nations, regional economic unions, and international

business firms

B. Social processes and problems to examine

1. Global processes of change

a. Population growth
b. Modernization (including all aspects of development)

2. International processes and exchanges

a. Trade, aid and investment
b. Migration
c. Cultural diffusion
d. International communication
e. International transportation
f. Conflict and collaboration

g. Foreign policy decision-making
h. Power, e.g., influence, diplomacy, negotiation

propaganda, and military action

This list provides one kind of checklist of ideas about man and

global society that teachers and other curriculum developers might use

in their planning. For the purposes of this study, it provides a system

helpful in sorting out the large number of new materials being produced

by the Projects. No claim is made or intended that this outline of cate-

gories is either definitive or that it is the only useful scheme for an

analysis of materials. Some of the ideas contained in this list are
similar to those which appear elsewhere; some -- to this writer's

knowledge -- are unique. Whether these ideas are "new" or "different"
is neither as relevant to our present purposes nor as important in the

long run as whether or not these kinds of ideas are being taught in our

schools. Hopefully, enough specific relationships can be established

between selected items from this list and the materials now being offered

to teachers by the Projects to enable those responsible for the social
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studies curriculum to include a significant number of these ideas in
the lessons being developed for students in grades K-12.

The Materials From the Projects

Keeping in mind the earlier stated twofold aims of this chapter --

i.e., What materials have been produced by the Projects?, and, Can these

materials be related to the framework outlined above? -- we will next

look at selected Project materials and see what relevance they may have

for teaching about a global society. Two additional cautions, however,

should be noted. Although every reasonable effort was made by the author

and members of the School Services Staff of the Foreign Policy Association

to obtain examination copies of all of the materials from each of the

Projects, our search was not completely successful, Some Projects alected

to send us only the short abstracts of their work that they use to answer

the many general inquiries they receive. Others made only limited

samples of their materials available for our study. A few frankly stated

their fear of having untested and experimental materials judged as being

representative of their best scholarly efforts and, therefore, decided

not to share their work with us. The number col Projects that did co-

operate vdth us has been gratifying. To use as a basis for this chapter,

we halie in our possession samples or complete copies of the vast majority

of the materials available on January 1, 1969.

The producers of the materials have not been queried by us as to

where they think their efforts might best be fitted into the above out-

line, of categories. This was not done for a number of practical reasons. 4

The simple reality that those producing materials for the Projects were ,J.,

not familiar with the work upon which the category list was based neces-

sitated our taking the liberty of interpreting their efforts as we saw

fit. If in the process any errors have occurred, it is our hope that

they will enhance, rather than detract from, the reputations of the

people who have produced the material that provides the basis of this

chapter.

121212112222ILAIL12.7.22Ject Materials

Before we look at some of the materials from the Projects, a word

is necessary regarding the degree of willingness that teachers may -- or

may not -- exhibit towards using the new Project materials. Other papers

prepared for this Study have made reference to a number of themes or

ideas that would better enable a person to function successfully as a

member of what is rapidly becoming a global society. The scholars who

have prepared these papers assume that if educators are genuinely con-

cerned with producing students who possess an understanding of the con-

cept of a global society, certain key ideas and themes which describe

and illuminate that type of society should be taught in our classrooms.

Although many people often suspect that the greater share of what any

child "knows" about the world may be learned entirely outside of his

formal educational experiences in school, nonetheless it seems reason-

able to assume that the main burden for developing certain ideas, attitudes

and understandings still falls upon the classroom teacher. Fortunately,

certain of the ideas developed in the papers prepared for this Study can

already be found in some curriculum guides now being used. However, in

spite of the fact that some curriculum guides do mention certain of these
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ideas, a word of caution seems in order before we mistakenly assume that

the presence of the ideas or themes in the guides available to the

teachers naturally means that these ideas or themes will be taught. Two

problems exist that should not be ignored by persons concerned with cur-

riculum.

In the first.place, very few teachers carefully follow the cur-

riculum guides developed for them either by well-meaning curriculum

specialists or teams of their fellow teachers. Rather, they tend to

select from the guides those things they personally feel comfortable

teaching and then proceed to spend the majority of their time concen-

trating on this selection. This process of individual selection by
teachers must be treated as a "given" in any formula that attempts to

accurately reflect what is being taught in the schools. Because of

this practice, it is extremely optimistic -- if not downright irrespon-

sible -- to assume that from sophisticated new project curriculum guides

or materials these same teachers will suddenly select ideas, themes or

content that they do not feel personally competent in handling. The

teachers, habit of selecting out cnly the content they feel familiar

with is a special problem facing those concerned with the subject of

this chapter. Only a tiny minority of exceptionally resourceful teachers

will tackle the complex and troubled international dimension of the cur-

riculum unless they feel relatively confident about the challenges they

may be likely to encounter in so doing. In spite of what the assigned

curriculum guides may say about the world, it must always be remembered

that teachers tend to teach what they know. Only a few of the teachers

teaching today are informed enough about the many complexities of global

society to feel secure in designing and carrying out their own individual

lessons and courses of study. This is true in spite of their having

available to them the new ideas and themes that scholars and relatively

better informed curriculum writers often provide. Because of this un-

fortunate yet all too common situation, most teachers revert to the next

best thing -- they select a textbook that purports to teach about various

parts of our present world and t!..,en assign certain parts of it to their

students. This practice leads directly to the second problem.

Many of the available textbook materials do not reflect the most

recent scholarship in a subject field as complex and continually changing

as world affairs. In support of this contentim one has to look no

further than a recent analysis of the available teaching units on China

done under the auspices of the National Committee on U.S.-China Relations.15

Experience with a wide range of other curriculum materials indicates that

many of the serious omissions, distortions and factual errors identified

by the scholars contributing to that study are not unique onllr to China.

A recent survey of the available teaching materials on Africal6 identi-

fied essentially the same kinds of problems. Numerous other studies could

also be cited.

Teachers thus face two simultaneous problems: 1) dependency upon

curriculum guides prepared by people who are frequently in a position to

be relatively better informed than they are about current scholarship,

and, 2) having to use commercially published materials that oftentimes

contain built-in limitations. These two realities indicate a need to

provide teachers with some sort of guidelines to assist them in selecting
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relevant ideas to teach from the curriculum guides and textbooks they may
have available. The remaining sections of this chapter will attempt to
relate selected materials from the Projects to some of the ideas of themes
presented above in the outline of categories.

THE PROJECT MATERIALS

I. Man As A Species

I.A. Similarities and Differences Between Man and Other "Ob ectii": In
4N1

order to introduce students to the concept of a global society, it Booms
logical that at the onset some emphasis should be placed upon the fact that
mankind is only one -- though in many ways a unique '- species of lite
among many other forms. Efforts by two of the Projects reflect a growing
awareness of this need. Man-animal comparisons are significant components
of the work of the Education Development Centerls17 upper elementary
courser Man: A Course of Study. The course takes the child out of both
his classroom and his neighborhood to aid him in understanding what is
unique about himself as a human being. In an early outline of the course,
Jerome Bruner indicated concern with man-animal comparisons when he-Wrote:
"We seek exercises and materials through which our pupils can learn where-
in man is distinctive in his adaptation to the world, and wherein there
is discernible continuity between him and his animal forbears."

In the first unit, "Perspectives on Man and Other Animals", students
observe the lives of other animals in ways that will help them think con-
cretely about what being human means. Topics such as physical structure, et

group behavior, parental care and anima communication are included.
Throughout these materials, emphasis is upon comparisons. Studies of the
salmon and the herring gull provide contrasting views of parental care
and a close look at a baboon troop offers insights into group organiza-
tion, baboon growth patterns and the limitations of animal communication.
The aim of the unit "is to explore the fact that survival is a common
concern of all living organisms and the diversity of mechanisms used for
insuring survival and the continuity of life7.18

a

On a secondary level similar concerns are seen in the work of the
Anthropology Curriculum Study Project.19 Their sixteenoveek unit, The
Study of Early Man, will include materials that deal with the behavior
patterns of a baboon troop. By first perceiv4ng the structure of in
animal group that possesses rather complex behavior patterns, it is hopes
that students will then be in a better position to observe the structure
of even more complex human groups. Later materials will deal more ex-
tensively with the pygmies of the Iturri Forest in order to provide data
on a single human society. The contrasts between what students often-
times erroneously assume to be a simple or primitive society -- the
pygmies -- and that of a rather complex animal group -- the baboon troop
-- provide sufficient data to allow some tentative generalizations on
man-animal comparisons to be formulated by the student. Like the EDC
materials, those of the ACSP encourage the student to develop hypotheses
from raw data and then test these hypotheses for validity. A later unit
in the ACSP materials entitled, "How To Tell An Ancestor When You Meet
One", uses comparisons between the pelvic bones of one of man's earliest
forerunners, Australopithecines, and the modern chimpanzee to develop
some additional man-animal comparisons.
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TIa Anthropology Curriculum Project" at the University of Georgia
has also shown concern with limited man-animal comparisons. In their
unit designed for use in grades three and six entitled, Cultural Change,
part of the grade three materials deals with man's biological needs. Animal
adaptations to needs similar to those of man are used as contrasts.
Animal adaptations to their environment through evolutionary changes are
also considered. The outline prepared for these two grades, dated June 15,
1966, indicates that "a brief summary of the evolution of man could be
given, space permitting". This apparently indicates that man-animal
comparisons -- in relation to evolutionary development -- could also be
considered in this course and are left up to individual teacher discre-
tion. The second course of the two-year sequence designed for grades
two and five, The Development of Man and His Culture, is subtitled,
Old World Perspectives. It places considerable emphasis upon organic
evolution and fossil man; however, specific man-animal comparisons are
not included in this material. The grade one and four courses, Concept,
of Culture, do refer to contrasts between human and animal adaptations
to the environment. The Georgia Project materials do not devote the
same degree of attention to man-animal comparisons as found in either
the work of EDC or the ACSP. However, some attempts are made to focus
student thinking upon such comparisons, and the nature of the materials
themselves enables teachers to bring out a variety of specific compari-
sons and contrasts between man and other species.

Unfortunately, in spite of these initial efforts by three Projects,
none of the widely used social studies materials now available from the
commercial publishers devote any significant attention to man-animal
comparisons. Teachers who wish to develop lessons'or units centered
around this idea must depend largely upon materials prepared specifically
for science courses. These materials generally do not emphasize the
social and cultural differences between the species; instead they largely
restrict themselves to discussions of physiological differences. Teachers
are therefore not likely to teach about man-animal comparisons until
social studios materials treating this topic are widely available.

Another dimension of the qomparative approach is the consideration
of man in contrast to other "objects", for example, machines. None of
the Projects have yet developed any materials that reflect such compariss
sons. The ever-increasing emphasis in our society on the use of the
computer -- an extension of man's brain and thus by definition a "machine"
-- would seem to indicate that elementary materials might introduce some
rudimentary contrasts. Units or lessons that deal with other kinds of
machines designed to extend and amplify man's control over his total
environment might also provide some useful contrasts between the ability
of man and other spqpies. Both the Georgia Anthropology Project and the
Anthropology Curriculum Study Project have included materials on tool-
making in their work. However, in neither case is the emphasis primarily
upon man-machine (or tool) comparisons. The primary emphasis in both
cases is instead placed upon ,the cultural and physiological changes which
resulted when early man became capable of extending his powers by pro-
ducing weapons and tools.

A final category of contrasts between man as a species and other
"objects" it the whole area of man-interspace life comparisons.
The Projects have not developed materials with this focus either. Our
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better science fiction probably provides teachers with the best available

material that deals with man-interspace comparisons. In an era when

man's ability to travel to the
ness of virtually every school
bombarded from every direction
it would seem appropriate that
begin to deal with this topic.

moon and beyond is within the conscious-
child and when children are being literally
with references to things concerning space,
social studies materials should at least

With the exception of the few items noted above, materials specifi-

cally designed to show man-animal, man-machine or man-interspace life

comparisons have, as yet, not been developed by any of the Projects. Com-
mercial textbook publishers have also neglected these topics.

I.B. Human Similarities and Differences: A considerable body of
social studies literature encourages teachers to teach about commonali-
ties within the human species. Nowadays most elementary textbooks devote

at least some space to developing this general theme. However, if one

looks at the materials designed for use in secondary schools a rather
different situation is seen to exist. Although it seems logical that
students would require some knowledge of mankind's biological and psychic

unity if they are expected to function effectively as members of a global

society, not all students are enrolled in courses that deal with human

commonalities. Those courses, such as psychology, sociology and anthro-
pology, where one expects this topic to be dealt with enroll only a

small percentage of the students. The world history and world culture
courses, that enroll a larger percentage of the students, often neglect

to emphasize this theme. By failing to consider human commonalities,
most available text materials seriously proscribe the teachers' oppor-
tunity to meaningfully handle this general theme. The only major
exceptions to this generalization are the textbooks by Ethel Ewing21 and

Leften Stavrianos.22 Both of these texts do attempt to establish the
kind of frame of reference necessary to enable teachers to make meaning-
ful comparisons between societies. Paul Thomas Welty's more recent
textbook23 also facilitates some comparisons of this nature.

None of these three books, however, are specifically oriented to
show the commonalities that exist within the human species. Instead,

they are organized in a way that permits cross-societal comparisons.
And, whether it was intended or not, they tend to stress differences --

not similarities. This is not surprising since the treatment of human
differences has always received a considerably higher degree of emphasis
in both elementary and secondary materials. Unfortunately, this emphasis
has frequently been the result of implication or default and not the
result of any organized attempt to stress the existing differences by
those writing the materials. Taking racial differences as an example,

we can see that this is true because of the fact that many textbooks

have included large quantities of drawings and photographs of what were
supposed to be representative samples of typical members of different
racial groups. These visual efforts have not orly conveyed to students
in an extremely graphic manner the physical differences that do exist

between the races, but have simultaneously overemphasized these differ-

ences, The great variations within the major racial groups have been
completely ignored in virtually all of the materials published in the

past. The prevalence in our society of jokes that depend upon the
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supposed difficulty in telling one member of a particular racial or
national group from another, can probably be partly attributed at least
to the stereotyped manner in which the visual materials in our textbooks
have represented the various races. Students at all levels, even the
so-called non-readers, do look at the pictures in their textbooks --
particularly when all of the publishers strive to make the visual com-
ponent of their materials as eye-catching as possible. In the final
analysis it is likely that the visual materials included in most text-
books, along with the powerful influence of the public media and the
home, have left students with distorted images of human differences that
override the few countervailing attempts by their textbooks to emphasize
human similarities. Given this background, the question facing us is;
What have the Projects produced that attempts to deal with the broad
area of human differences and similarities?

The Treatment of Race in the Projects

The Outline of Categories developed earlier includes physiological
differences as one of the four sub-headings to be considered under the
major heading of "Human Similarkties and Differences". Since racial
differences are the area of greatest present concern under this sate-
gory, let us consider how the Projects have handled this topic. Many
of the Projects have produced materials that deal with this difficult
topic in an extremely thoughtful manner reflecting current scholarship
far more accurately than many of the materials have in the past. In
addition to their greater accuracy and objectivity, the new Project
materials are also available in sufficient quantity to enable a teacher
to choose the approach that best fits the needs of his particular com-
munity and students.

The Projects have approached the issue of race in diverse ways. For
example, Minnesota's Project24 has an entire unit of several week's
duration in the tenth grade United States history course devoted to a
study of the reasons for the failure.of the social and economic rehabili-
tation of the Negro following the Civil War. Also, the Project's twelfth
grade course, Value Conflicts and Policy Decisions, includes as one of
its seven basic units a study,entitled Resolving Race Problems at Home".
The three units -- coupled with the preceding K-6 materials -- offer
schools a variety of more scholarly and meaningful materials than have
traditionally been available to them.

A slightly different approach to the question of race appearS in the
materials prepared by lihe Indiana University Government Project.25 These
materials, designed for the ninth grade course entitled American Political
Behavior, use the Negro as one example of a political sub-culture. The
effects upon the total political socialization of an individual resulting
from his being a member of a particular race are carefully examined in
the sub-unit entitled "Mediators of Political Socialization". Here the
Student is able to develop insights into "how ethnic group identity as
well as socio-economic status identity greatly affect, or mediate, the
transmission of political culture .... e.26 To this writer's knowledge,
this kind of important concept has not been previously given major emphasis
in textbooks.
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Another approach to the race issue is found in the pamphlet entitled
Negro View of America -- The Legacy of Oppression in the materials
from the Harvard Project.27 This Project has concentrated Its efforts on
producing materials that deal with public issues. In this unit students
are encouraged to deal with questions such as: How do American Negroes
view our society?, and, Why are so many Negroes culturally deprived? The
emphasis is upon the use of social science methodology to analyze these
kinds of questions. A great deal of stress is placed upon the analysis
of statistics, and students are given the opportunity to compare data on
white and non-white groups in our society in order to help them make
their comparisons. Several commonly-held theories that claim to explain
the position of the Negro in the present-day society are examined and
students are encouraged to formulate and answer questions that place the
idea of race in a broader framework than is customarily seen in the
simplistic explanations found in many textbooks.

Another approach that points out the complexities of racial issues
can be found in the work of the Carnegie-Mellon Project.28 Two of the
four units designed for their tenth grade course entitled Tradition and
Change in Four Societies29 make a major effort to examine race relations
in the context of the societies of South Africa and Brazil. These two
units go into considerable depth tracing the history of race relations
in these two societies. Students are exposed to a variety of views on
the issue and are expected to use the techniques associated with the
historical method in their search for answers to the questions provided
in their readings. Keeping the discussion of race relations focused upon
two areas outside of the United States provides the students with oppor-
tunities to develop comparisons that are not restricted to their own
society. This Project also includes three chapters in its eleventh grade
materials on United States history that concentrate on the Negro past in
this country and the present struggle of the Negro to attain equal civil
rights. Thus, in combination, the Project's tenth and eleventh grade
materials provide schools with an opportunity to offer courses that deal
with the issue of race -- in depth -- in three different societies and from
a variety of viewpoints.

Lastly, the Sociological Resources Project3° has developed a unit
entitled Stereotypes that provides lecondary schools with material de-
signed to reduce stereotyped thinking concerning race and a range of
other subjects that frequently involve a lack of objectivity.

Together these kinds of units along with the others that are rapidly
becoming available from the publishers provide teachers with a wide range
of useful materials to deal with the most obvious physiological differ-
ence that students observe between human groups, i.e., race.

II. International Society

II. A. Groups to Examine

An understanding of the reality of how international society functions
requires that students be aware of groups and organizations that are
operating on at least three general levels: 1) sub-national; 2) national;
and 3) cross-national. Let us first briefly examine existing materials
that deal with these three kinds of groupings.

122



In general, both the published elementary materials and the recent
output of the Projects do devote considerable attention to the first
level, i.e., sub-national groups. Studies of families, tribes and
cities are found throughout the materials designed for elementary social
studies classes. Material developers have obviously become convinced
that studying families, tribes and cities in various locations around
the world is important. The question still remains, however -- for what
purpose are these things being studied? Unless the relationships between
these groups and the larger societies of which they are a part are made
explicit to students, these studies run the risk of becoming merely
descriptive and not in any way truly comparative. Care must be taken
to insure that students and, perhaps even more importantly, teachers
are clearly aware of why such groupings are studied. While all three
levels of studies -- sub-national, national and cross-national -- should
be included in the curriculum, this chapter will attempt to determine
only how the Projects have handled the national level, i.e., studies of
countries or areas.

II. A.2. Area and Country Studies

It seems safe to say that perhaps no single level of societal organi-
zation has received as much attention in the existing social studies
materials for grades K-l2 as have countries and areas. Elementary schools
-- virtually universally -- expose their students to an exploratory look
at other countries. This exposure occurs at several grade levels de-
pending both upon local and state mandates and upon individual teacher
preferences. Primary students (K-3) are seldom directly involved in
such country studies; however, few intermediate (4-6) students pass
through the social studies curriculum without at least one or more years
devoted to the study of other nations. Grades four and six are often
devoted to brief "visits" to such typical places as the fjords of Norway,
Lapland, the canals of Holland, the Swiss Alps, the islands of the Aegean,
the canals of Venice, the Nile Valley, the Arabian Desert, and then an
eastward journey to survey several other exotic areas in South and East
Asia. Canada and Latin America are usually each given a year in the
typical elementary curriculum; however, even this much more realistic
increment of time is dissipated by the misplaced focus of the study that
tends to concentrate on the different and/or unique elements in the
societies of even our closest neighbors. Very often these efforts to
study other countries or areas fall victim to the common practice of
trying to cover far too broad a sweep in too short a period of time. This
has necessitated superficiality and undue emphasis upon the bizarre and
the unique. Therefore, many elementary students have been left believing
that all Norwegians are fishermen who live in a tiny village at the head
of a fjord, or that all Greeks are villagers who daily go forth to ex-
tract sponges from the clear blue waters of the sea. "Country" studies
like these are not likely to help students begin to develop the kind of
accurate images that will provide them with the intellectual equipment
necessary to form the basis for scholarly comparisons. Too many ele-
mentary programs simply have not treated the study of numerous foreign
nations in a systematic manner using a comparative approach.

On the secondary level can be seen a slightly more encouraging
picture. Here, the majority of students usually take at least one course
during the junior high school years (7-9) that deals exclusively with
other nations. This course is usually taken in grade seven and the major
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emphasis is normally geographic. The senior high school years (10-12)

still lack any predominant single national pattern, with the exception

of the virtually universal requirement for some sort of course in. American

history or American studies in the eleventh grade. Although a course in-
volving the study of other nations is usually offered at the tenth grade

level, it is frequently elective and enrolls only a small percentage of

the total student body.

Social studies programs in the post-World War II period have also

been characterized by a proliferation of area-studies offerings -- usually

elective -- in grades eleven and twelve. Though commendable as an in-

dication of the schools' attempt to "globalize" the previously Western-

oriented social studies curriculum, most of these upper grade electives

are subject to the same criticism as the elementary school "country
studies" -- they attempt to cover too broad a scope given the limited

time available. Not infrequently one observes courses designed to try

to "cover" all of Asia, Africa (including the Moslem World) and Latin

America in only one semester. Studying Africa in two to four weeks

is not uncommon -- though patently impossible in practice. The same thing

can be said about studying China, from the Hsia Dynasty to the present

Cultural Revolution, in four or five weeks; India from the Indo-European
incursions to Madame Gandhi in only three or four weeks; Brazil in a day

or two; Argentina and Chile in the same time period; or Mexico in less

than a week. All of these are examples of teachers' attempts "to cover"

the assigned syllabus. Most of the available textbooks reflect this same
compulsion to "cover" -- that is, one chapter per week or one topic per

day -- regardless of whether the chapter deals with Spain or Africa, the

Netherlands or India, Scandinavia or East Asia. All nations and areas

tend to be regarded as deserving of equal time in the minds of many

publishers and educators. Granted that to their own inhabitants all

nations are important; nonetheless curriculum planners of programs for

future citizens of a global society might be wise to keep in mind the

line from Orwell's Animal Farm which says " but some are more equal

than others!"

Given this situation, what have the Projects produced that might

improve conditions? Any attempt to analyze in detai or to even com-

pletely list the Project materials designed to teach about all of the

countries or areas of the world is not possible in this short chapter.

Therefore, only one continent -- Africa -- will be examined. Hopefully,

the Project materials on Africa will serve as a representative sample

of the broader range of materials being produced in the category of

national groups, i.e., countries or area studies.

Africa and the Projects

Of those Projects that have prepared materials for just the elemen-

tary grades, only a few have dealt With Africa. The Minnesota Project31

has developed a Resource Unit for grade two on "The Hausa Family". This

is one of several units in this project's two-year sequence for grades one

and two entitled, "Families Around the World". The Teacher's Guide for

this material states that, "Children will study families from different

societies, including a family from a non-Western culture at each grade

level. They.will be asked to make comparisons with their own families.
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At the end of the year ... /thex/ will be asked to generalize about families
in their own community as well as around the world."32 The families --
including the Hausa -- have been carefully chosen in order to teach a num-
ber of concepts. In addition to others, cultural diversity, the uniqueness
-bf culture, the role of norms and values, the fact that culture is learned,
and certain site concepts are all stressed. Besides emphasizing these gen-
eral concepts throughout the two-year sequence, the unit on the Hausa pro-
vides examples of several specific ideas about polygamy, settled agricul-
ture in contrast to slash-and-burn techniques found elsewhere in Africa, and
the production of goods for market. The Minnesota material stresses an
inquiry approach and has very clearly stated objectives for the unit -- as
well as for the entire sequence of units. This work represents a rather
sophisticated attempt to make the study of subnational groups truly compara-
tive rather than merely descriptive.

A different approach to the study of Africa for the elementary student
is found in the preliminary work of the Taba Project.33 Under the director-
ship of the late Dr. Hilda Taba,materials for this Project were developed
originally for the Contra Costa County schools. In addition to including
Africa in the third grade course, A Study in Comparative Communities, this
Project stresses comparisons and contrasts and also places strong emphasis
upon the teacher adopting a flexible approach to content. Heavy emphasis
is also given to the development of a series of key generalizations or
"large central ideas" throughout the unit and some effort is made to encour-
age teachers to adjust the content to the varying abilities of the students.
Their materials on Africa include units entitled, "Primitives of Africa"*
and "People of the Hot Dry Lands", and although this latter unit covers
desert peoples in several locations, much of the material deals with Africa.
The potential for comparisons exists -- and is intended to be stressed by
the author(s). In this writer's opinion however, the Taba materials present
a potential problem to teachers who desire to use the comparative approach
because, as do many textbooks, they stress the more exotic and atypical Afri-
can types, i.e., the Pygmies and the Zulus. In contrast, the Minnesota Pro-
ject examines the much more typical Hausa. Most African scholars would agree
that although no single group is typical, the Hausa come closer to being so.
Nonetheless, both Projects do emphasize comparative sub-national group
studies throughout their materials.

Another project that has developed materials on Africa at the elemen-
tary level is the Providence Project.34 This Project has adopted the
unique strategy of devoting the entire sixth grade course to a simultaneous
in-depth comparison of Africa and Latin America. The entire year's work
is one continuous attempt to contrast and compare these two areas. Materi-
als are drawn from a variety of disclplines (as they also are in the Minne-
sota and Taba materials) with the heaviest emphasis placed upon geography
and history. Anytime materials attempt to compare entire culture regions
and/or continents the problem of making sure a representative

*Author's note: This title, though perhaps technically correct, may raise
serious questions with many Americans, particularly those of African descent.
The simple title, "Selected Peoples of Africa", might be preferable.
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selection has been chosen arises. In this writer's opinion, the Providence
Project might have been more helpful to the teacher if more carefully se-
lected areas, groups, cities or nations within these immense areas had been

concentrated upon.

In passing, it seems worth noting that persons preparing the reading
lists for all three of these Projects have neglected to make full use of
source materials published in the English language outside of the United
States. Some potentially highly urseful elementary materials do exist and
references to them should be included -- particularly when these units are
emphasizing comparative studies.

Several Projects have developed materials on Africa for the secondary
level. The Harvard Project,35 the first to have their African materials
published commercially, has developed an area study entitled, Colonial Kenya
subtitled, Cultures In Conflict. As is true of all of the materials from
this Project, the unit on Kenya consists of a series of readings that focuses
on basic questions concerning public issues. Using both historical and
contemporary readings this unit concentrates on fundamental differences in
the way Europeans and Kenyans view reality. This material's major innovation
is the willingness of the authors to come to grips with the complex and
difficult conditions surrounding the rise of Africans to political control
in areas that were formerly under white colonial rule. The Harvard Project's
materials reflect the increasing willingness of several of the Projects to
deal in depth with current, oflan open-ended questions that require the
students to make value judgments.

The Carnegie-Mellon Project
36

has approached its stud
7

of Africa by
concentrating on South Africa and the problem of apartheid. Prepared by
Richard Ford and the Project staff, their unit is entitled Tradition and
Change In the Republic of South Africa. These materials, like the Harvard
materials, consist of readings tnaL attempt to have the students focus on the
relationship between the races and, by so doing, increase their awareness
of their own values.

The Illinois Project" has developed an extensive unit on Africa.
Entitled Sub-,Saharan Africa: A Cultural Area, it 4 s the first of four area
studies designed for use in their tenth grade course. The Project Director,
Ella C. Leppert, has said: "In the process of learning to view cultures in
terms of the institutional arrangement that their members have developed
to cope with the persistent problems of economic constraint, political power,
and socialization, in terms of changes that take place within cultures, a
conscious effort is made to engage the student in the process of social
inquiry. Learning experiences provide opportunity for students ... to learn
to use the criteria and to develop the attitudes of social scientists".
Preceded by a short unit entitled "What is Africa?" the Project's major unit
is divided into five major sections: physical environment, social life,
economic life, political life and other aspects of life. The readings that
make up the units are a combination of the work of contemporary writers on
Tropical Africa, western specialists on Africa, and African writers and
poets. This latter group is included in order to provide the student with
"a sense of 'feeling' for the people and their way of life".39 Throughout,
the emphasis is upon helping the student to understand the tremendous di-
versity in Africa and to see Africa as a continent that reflects both sta-



bility and change. The student's "social map of the world" is developed by
continually stressing both the cognitive and affective aspects of learning.
Several of the sections make wide use of selections on various aspects of
life in Africa written by Africans. Included in Section II is a subsection
on South Africa and the apartheid policy, presenting both sides of the ques-
tion and encouraging students to come to grips with a number of difficult

issues. This exercise should help students see how a person's values might
influence his acceptance or rejection of apartheid. The Illinois Project
has made extensive use of source materials prepared by Africans to help stu-
dents "get inside" another culture. The Project stresses an inquiry-learning
approach and devotes most of its content to developing an awareness of the
cultures of the various peoples of Africa.

40
The Minnesota Project has developed a Resource Unit entitled "Africa

South of the Sahara" for its twelfth grade course. This unit provides the
teacher with a variety of ideas including forty-six generalizations (many
of them with additional sub-generalizations), sixteen attitudes, and a number
of specific flails to be developed. Following the generalizations, attitudes
and skills is an outline of the content to be covered along with the spe-
cific teaching procedures and a detailed reference to the materials that
can be used. The teacher has available 209 suggested teaching procedures,
many stressing comparative approaches and a majority designed to engage
the student in inquiry-oriented activities. Very few of them are simple
fill-in or rote copying-type activities. A wide selection of reading mate-
rials are suggested for use and in every case specific page references are
made to enable teachers to pinpoint their activities. While not organized
either chronologically or topically, this Project does provide a wide variety
of useful teaching suggestions on sub-Saharan Africa.

The last Project tote mentioned is the one solely devoted to Africa.
Under the directorship of Barry K. Beyer and now located at Carnegie-Mellon
University, Project Africa41 is developing secondary materials for studying

sub-Saharan Africa.

This project has developed materials suitable for use in existing
7 - 9th grade world geography or world culture courses. A framework for
a one-semester twelfth grade course on Africa south of the Sahara has also

been prepared. "The major focus in these materials is on people, con-
temporary culture, and individual and group problems relevant to life in
the latter part of the twentieth century."42 Their news releases indicate
that "the entire framework is designed to pose and answer the questions --
'Who are the people of Africa?', 'How did they get that way?' and 'What are
they becoming?"43

The first topic in the uasic materials for grades seven through
nine places its major emphasis upon a variety of contemporary African peoples.
Each group has been selected to be representative of one or more impor-
tant features of African life today. The emphasis is upon comparisons
--both within Africa and with other world areas. The second topic places
its major emphasis upon the sources of culture and the concept of culture
change. Here the student looks at selected periods in African history from
the earliest origins of Man up until the present day independence movements.
The final topic in the course deals with the impact of change upon the
individual.
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This Project uses a wide range of printed and audio-visual materials
throughout and emphasizes inquiry as its basic teaching strategy. In addi-
tion to the preparation of basic course materials, an effort to determine
student-held attitudes towards Africa as well as to collect and evaluate
the available teaching materials has also been successfully accomplished
by this Project. These efforts have provided teachers and curriculum
developers with invaluable assistance in their work.

In summary, these secondary school Projects° efforts to develop
materials for area and/or country .studies about Africa have provided schools
with a variety of materials not previously available. The emphasis through-
out all of these Projects on only sub-Saharan Africa dues tend, however,
to further reinforce the image of a split between North Africa and the
remainder of Africa that many Africans would not agree with.

II. A, 3. Cross-National Associations and Institutions

Of the three major groupings being examined in this section, un-
questionably the one that has been most seriously neglected throughout
the existing social studies curriculum is cross-national associations
and institutions. A brief look at the structure of the United Nations or
perhaps a passing mention of the North Atlantic Treaty Organization, the
Organization of American States or the European Common Market is often
the total exposure to the rapidly multiplying area of cross-national
groupings that students now receive in social studies courses. This con-
dition persists despite the fact that during the past ten years membership
in the United Nations has increased from 82 to 122 and that the United
Nations family of organizations and other regional organizations now number
well in excess of 150. As Chadwick Alger has noted, "Corporations such as
Shell, Nestre, Coca-Cola, and IBM are encountered around the world. Some
international business corporations...have annual budgets that surpass
the budgets of all intergovernmental and nongovernmental international
organizations, and also surpass the budgets of Many nations. Sap have
more influence on international relvtions...than many nations." -z These
facts of modern international life would seem to merit serious considera-
tion in the schools. Until now, with minor exceptions, they have not.

Conclusion

Today, very few social studies teachers remain unaware that many
efforts to revise the present social studies curriculum are underway.
Very often, however, teachers have little if any real idea of what these
various curriculum improvement efforts are doing. With the exception of
a few materials that publishers have already made available, teachers
know very little about the objectives or materials produced by curriculum
development centers throughout the country. About all they know is that
"the Projects" do exist "somewhere", doing "something" that "somehow" is
supposed to help them do a better job:

This chapter has been an attempt to select a few items produced by
the Projects and relate these materials to some of the ideas found in
other parts of this report. No claim is made that the selection chosen
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necessarily represents the most important kinds of ideas available to be
taught about a global society.45 Nevertheless, in the author's opinion,
this presentation represents a valid sample of available Project materials
that are relevant to the ideas put forth in this report, The number of

good, new materials does tend to generate a feeling of optimism. However,

before one becOmes too optimistic about the quantity and quality of ma-
terials potentially available from the Projects, it would be wise to
remember that many of the ideas included in the Outline of Categories have
been virtually ignored. The Projects have largely chosen to avoid
consideration of such topics as: the impact of corporations on global
society, the mounting problems associated with population increases, the
increased need for conflict resolution on both domestic and international
levels, the pressing need to establish worldwide control of pollution,
the everwidening gulf between the "haves" and the "have-nots" of our world,
the desirability of having available some form of supranational order or
control to assure peace, the whole complex area of foreign policy decision-
making, the growing role of regional organizations and common markets, as
well as many other similar significant problems and challenges facing our
students as they move into the role of tomorrow's leaders. In other words,
the Projects have not been as future-oriented as one would have hoped
they would be. This lack of significant emphasis upon the future -- plus
the usual long delay in getting any new ideas and materials accepted into
the curriculum -- is bound to sharply limit the likelihood that what is
taught to tomorrow's students will differ appreciably from what is being
taught today. This is not to say that the Projects have failed. They cer-
tainly represent a movement toward more vital and realistic curriculum.

Unquestionably, international education has benefitted from the
materials developed by these curriculum Projects. But given the magni-
tude of the task that teachers daily face in trying to help students
understand and intelligently cope with the world outside our borders, it
appears that much work remains to be done before we will be able to say
that the social studies curriculum truly reflects the real international
world.

CURRICULUM DEVELOPMENT NEEDS

As the previous pages indicate there is currently a wealth of new
curriculum materials either now available or forthcoming in the near
future. However, there continue to be several significant kinds of needs
in regard to future curriculum development. Some of what we perceive to
be the more significant of these needs are outlined in the following pages.

t .
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I. An annotative bibliography or inventory of available teaching-learning
resources.

There is currently available a sizable volume of teaching-learning
materials or resources in the field of international education. Additional
curriculum materials will be soon forthcoming as various curriculum projects
complete their work. However, it is a rare teacher or school that has the
resources to continually monitor the output of the American curriculum indus-
try. As a consequence many teachers and schools are unfamiliar with the range
of available teaching resources. In the course of this study we have heard
countless comments such as, "I would like to do more with foreign policy in
American history, but are there materials I could use?" "There is no question
that my sixth graders could profitably study international conflict, but I

don't know where to begin." "I teach a six week unit on Africa and would
like to use it to develop my students' understanding of the concept of cul-
ture and the notion of cultural diversity; what materials would be particu-
larly good for this?"

While the need for information about available materials can be partially
met by occasional reviews in Social Education or in the publications of such
organizations as the Social Science education Consortium and the Foreign
Policy Association, by themselves these are inadequate guides to available
resources. There appears to be a pressing need for a bibliography or inven-
tory of teaching-learning resources that would be updated annually or perhaps
every other year. Such a guide or inventory should be organized by age level
(i.e. materials for K-2; =Aerials for 3-6, etc.); by topic or subject matter;
and by type of resource.

The typology outlined earlier in the report suggests one potentially
useful mode of organization. For example, let us imagine that materials de-
signed for 5th grade use are being catalogued. The inventory might be organ-
ized the following way:

Resources primarily useful in teaching about the earth as a planet.

A. Materials primarily useful in teaching about the earth in the cosmic
system.

B. Materials primarily useful for teaching about the cosmological and/
or geological histories of the earth.
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Materials primarily useful for teaching about the human species:
A. Materials primari y use u ' or eac ng about man n comfit-TR-son

with other living systems.

B. Materials primarily useful in teaching about:

1. Racial diversity

2. Cultural diversity

3. Diversity in social institutions

N

Resources primarily useful in teaching about the international social
system.

A. Materials primarily useful for teaching about societies comparatively.

B. Materials primarily useful for teaching about international social
processes:

1. Conflict, conflict resolution, and war

2. Trade

3. Communication

N

The following typology suggests the sort of thing we have in mind
concerning categorizing learning resources by type of material.

1. Reading Materials

a. Textbooks
b. Collection of readings
c. Programmed learning materials
d. Case studies
e. Problem papers and decision scenarios
f. Newspapers and magazines

2. "Vicarious Experience" Situations

a. Simulations
b. Games
c. Role playing exercises
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3. Direct Experience Situations

.a. Exercises involving the use of "foreign visitors" as
experts and informants

b. Exercises involving the use of interviews and other
communication with international affairs experts and
actors

c. Exercises involving field trips

4. Data Sources

a. Data pools or banks of quantitative data
b. Descriptive profile data
c. Maps, charts, tables, etc.

5. Audio-Visual Materials

a. Movies
b. TV
c. Film clips
d. Records, tapes

6. Man-Computer Interactions

a. Computers in model and theory building
b. Computers in data processing

7. Teaching Situations

a. Situations in which students teach peers or younger children

8. Research Situations

a. Situations in which students assume roles of researchers

9. Physical Models

10. "Packaged", multi-media units, e.g. Fenton 9th Grade comparative
politics materials, the EDC 5th Grade course

11. 'Unit plans" or course outlines

The inventory should be annotated and provide its users the following
kinds of information:

1. Brief reviews of the content of the materials

2. Information about costs and where materials can be obtained

3. Reports on results of evaluations of materials when available.
(The Morrissett-Stevens evaluation is now being extensively tested.
Hopefully, it will not be long before a good portion of newly devel-
oped materials will be accompanied by the results of systematic eval-
uations. Where extensive evaluations are not available, the com-
pilers of the inventory might usefully comment briefly on the
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apparent utility of given material n light of given teaching obje
e.g. the development of inquiry sk s, the development of Conceptua
thought, etc.)

Needless to say, the construction of a periodically renewed catalogue
of available teaching-learning resources would be a sizeable organizational
undertaking. As such, it should be considered in connection with the need
for a clearing house in world affairs education that is discussed in Chapter VI
of this report. In the course of this study we have tried to outline in
rough fashion the dimensions of the task of systematically inventorying
available materials.

The enormity of the task of establishing and maintaining such a system
can be appreciated by considering that materials from all the following
organizations must be included and that continuous contact must be main-
tained with these groups:

-public school systems state and local levels
-private schools
-publishers
"social studies projects
-universities
-EPDA Institutes
-private educational organizations
-World Affairs Coutswils
-National, Regional and State Social Studies Councils
-Regional Educational Labs
-Title III Centers

To keep informed on new materials, the clearinghouse staff would also
have to subscribe to all educational newsletters and journals, be placed on
mailing lists of organizations which maintain them, and attend all education-
al meetings of significance.

It is difficult to estimate the number of pieces of material which would
be included in such a system, but it would seem to be in the tens of thou-
sands.

These above needs seem to demand a retrieval system of the IBM key...word-
index type or, even more useful, the Mirracode photographic retrieval system
which would retrieve and make copies of the desired material.,

Staff needs would include the following:

-Librarian to catalogue, etc.
-Headquarter's research and consultation staff to read newsletters
and journals, decide what materials should be ordered:, and serve
as curriculum consultants.
-Field staff to attend educational meetings, visit school systems,
make personal contacts, and gather materials.
-Secretarial staff

Of course the initial establishment of such a system would require more
staff than would be later needed to maintain the system.
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guides.

Cu0 r culum evalua on ns uments and planning

A second curriculum development need, not unrelated to the need for

inventories of teaching-learning resources, is the need to develop instru-

ments that can be used in evaluating particular K-12 curriculum systems and

in planning change within these systems.

A large number of schools are engaged in constant or periodic curriculum

revision, much of which is designed to strengthen the K-12 curriculum system

as an agent of international education. Very frequently curriculum reviews

and revisions take place in the absence of an over-all framework designed to

highlight problem areas and point up questions that teachers and curriculum

specialists neeu to consider. In our judgment, there is a need to develop a

set of instruments that can be used by schools in the selfrevaluation of
their curriculum system and in the planning of change.

The conception of international education and the typology of objectives

outlined in Chapters I and II of the report appear to provide a potentially
useful conceptual framework on which to develop a set of curriculum system

evaluation instruments and planning guides. These could assume the form of

a set of questions that the immediately concerned teachers or curriculum

specialists could ask of the curriculum at each grade level. As an example,

let us imagine we were seeking to assess the curriculum operative in a given

third grade.

What opportunities does your third grade curriculum provide students

for developing an understanding of the earth as a planet?

A. Is any time devoted to study of the earth in the cosmic system?

Yes No 4

OININININ.1.11120 1110.1.11.1011100

1. If "no", in your judgment should time be devoted to this?

2. If "yes", how much time? In your judgment is this sufficient?

If not, what would you propose? What in the current curriculum
could be eliminated or reduced to provide additional time?

3. If "yes'', what teaching-learning resources are available for
student use?

a. Books?
b. Maps and photographs?
c. Physical models?
d. Trips to planetariums?
e. Small scale telescopes?
f. Movies and pictures?

g. Visits by local specialists in astronomy?
h.

N
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Are you satisfied with available resources?

a. Are they useful in the development of conceptual learning?
b. Are they useful in the development of inquiry skills?
c. Do they "capture" or stimulate the interest of students?
d. What particular information do they communicate?

5. What teaching-learning resources do you know of that you would
like to examine?

a. Books?
b. Maps and photos?

N

6. What are your objectives in teaching about this matter? Do
you have "tests" or other evaluational instruments to measure
your success in realizing these objectives?

B. Is any time devoted to the study of earth history? Yes No

N

What opportunities does the third grade curriculum provide students
to develop an understanding of the human species?

A. Is any time devoted to study of man-other living systems comparison?

N

B. Is any time devoted to study of:

1. Racial differences? Yes No
a/MO.R.I IMMIllown110

a. If "no", in your judgment should there be?
b. If 'eyes ", in what context are racial differences studied?
c. What teaching-learning resources are available for

teaching about racial differences?

1. Stories?
2. Films?
3. Pictures?
4.

O

N

d. What are your objectives in teaching about racial differ-
ences? Do you have ways of determining whether these are
being furthered by the materials you use?
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e. Are there teaching-learning resources that you would like
to examine?

1. Stories?
2. Films?
3. Pictures?

N

This is obviously a very truncated example, but perhaps it illustrates
the sort of evaluation-planning instrument (or set of instruments) that we
have in mind. It should be stressed that this is not an illustrative
example. It will require considerable experimentation to determine the
format and content that would make an evaluation instrument most useful to
its consumers. As suggested in the report, it is impossible to prescribe

a detailed K-12 curriculum in world affairs education suitable for every
school. But it does seem both possible and desirable to create a set of
instruments that can be used by local school systems (perhaps in conjunc-
tion with outside assistance) in examining the kinus of contributions which
their curriculum is or is not making to the international education of the
students. A set of such instruments might well serve to direct or guide the
process of curriculum revision while at the same time encouraging the full-
est participation of teachers in t1 process.

III. Needs in respect to curriculum materials development

While there is a growing volume of new and forthcoming materials rela-
tive to international education, we believe that there are several areas
and/or kinds of materials whose development ought to be encouraged.

Secondary Education- With respect to secondary education, as Howard
Mehlinger indicates in a paper prepared for the FPA study, a great deal
can be done to "internationalize" high school curriculum in the content Of
existing courses. Specifically, we feel the following types of curriculum
development work should be undertaken.

(1) Materials for the comparative study of American histor . Most
American students are exposed to the systematic study of American history on
three separate occasions (usually in the 5th, 8th and 11th or 12th grades).
There are repeated charges that this arrangement exposes students to a great
deal of repetition and redundancy. Assuming that this charge is founded
(and there is available evidence indicating that it can be easily exaggerated),
several things can be done. One is to provide more in-depth ("postholing")
studies of certain historical periods or events. Another, and we feel a
potentially very fruitful, option is to enhance the comparative element in
studies of American history. Needless to say, American society's historical
experience is not unique in the sense of being incomparable to the historical
experience of other societies. The American revolution is but one of many
colonial revolutions. The problem of "nation-building", of integrating more
than a dozen separate and autonomous political units, was and is taking place
in all parts of the world. Problems of economic development in America's his-
tory are by no means problems unique to America in the 19th centuvy. Civil
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wars have occurred in many of the societies of the modern world. In a word,
there are a great many events, trends, and developments in the history of
American society that can be usefully compared to their counterparts else-
where in the world. It would clearly seem that one of the ways in which
existing curriculum could be strengthened is through the development of
of teaching-learning resources that place one historical experience of
American society in comparative perspective. In short, there is a need for
materials (ideally in time, whole courses) that explicitly treat the "Ameri-
can experience" as a case study or a laboratory for the study of many "pan-
human" phenomena. Some work is currently being done in the creation of
comparative American history materials. In our judgment this kind of effort
should be encouraged and extended.

(2) Materials for the comparative study of social problems. Many
American students take a course in their 11th or 12th years conventionally
called Problems of American Democracy. Few if any of the "problems" exam-
ined are problems unique in American society. Indeed they are problems
which are common to all human societies in their basic sociological dimen-
sions (e.g. problems relating to social control; the socialization of the
young; adaptation to social changer conflict management, etc.) and very simi-
lar in their particular manifestations to contemporary social problems con-
fronting all large-scale, industrialized, and urbanized societies.

There is, we believe, a need to develop curriculum that explicitly
recognizes these facts. In short, there is a need for materials dealing
with problems in race relations, crime control, education, urbanization,
bureaucratization, foreign relations, etc. that explicitly treat social
problems in American society in a comparative and global context. American
students should have the opportunity (1) to see that many contemporary prob-
lems in American society are but one manifestation of social problems that
are global in role, and (2) to examine in an objective and dispassionate way
the manner in which non-American societies have responded (and are responding) to
such phenomena as increased urbanization, population growth, industrializa-
tion, the need for expanded welfare services.

(3) Comparative studies of American social institutions.
There is currently a good deal of work being done on the development of
materials for the comparative study of American politics, economics, and
family structure. In our judgment this trend should be clearly encouraged
and future materials designed on the basis of the demonstrated strengths
and weaknesses of currently available and soon-to-be-forthcoming materials.

(4) Materials for a comparative and historical study of American
society in the 8th or 9th grade.

"Civics" has been traditionally a curriculum offering in a great many
American schools in either the 8th or 9th grade. For a large number of
reasons there is a growing discontent with traditional civics and many
schools are searching for alternatives. Several possibilities are either
available or are being developed, including courses in comparative politics
and economics and American political behavior. It seems doubtful whether
there will be any agreed-upon formula for some time to come. Indeed it
seems very desirable to develop several alternative kinds of courses to the
traditional civics offering. One such possibility, we believe, is the devel-
opment of a course dealing with contemporary American society in both a
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cross-national and historical comparative perspective. Such a course

might be organized around an examination of a few major structural charac-

teristics of modern American society. For example, (1) American society

is an increasingly urbanized society, (2) American society is an increas-

ingly industrialized society, (3) American society is a multi-racial society,

(4) American society is an increasingly bureaucratized society, etc. The

meaning and significance of these phenomena would be developed by comparing

contemporary American society with other nations and with American society

itself at different historical periods. The latter dimension of comparison

should have a strong future thrust or orientation. That is, the course

should entail the examination of American society's possible futures.

(5) Materials for the study of foreign policy and international

relations. There is a growing interest in the study of foreign policy and

international relations in American high schools. Currently, there is a

paucity of teaching materials. While there are new materials forthcoming

there is a continuing need for new materials, particularly in regard to

international relations. A growing number of schools are creating special
courses in international relations or politics. While the wisdom of this

move may be questioned, there is no question of a need for suitable teaching-

learning resources. Since high school level international relations is

more or less virgin territory in the sense of there being no established
format for such courses, we believe that the design of alternative types of

courses should be encouraged. One alternative that we believe should be
experimented with is a course that treats the international or world poli-

tical system cpmparativeiy. This is to say, the course should be designed

on the assumption that the world political system is one of many analyti-
cally comparable political systems and that as such this system can be best

.understood when it '
is explicitly compared to different human political

systems at the national and sub-national levels of social organization.

Such a course should also, we believe, stress the analysis of alternative

futures.

(6) A course on the study of contemporary world society. We feel

that it would be valuable to experiment with the development of a course,
that could be offered in lieu of world history,,that explicitly treats the

contemporary world as a global society that is analytically comparable to
human societies at the national and sub-national levels. Such a course

might be developed around a conceptually oriented examination of three

types of phenomena: (1) major structural characteristics of contemporary
global society, (2) major social processes within contemporary global
society, and (3) major social problems within contemporary global society.

The following outline suggests the nature of what we have in mind.

I. The Nature of World Society

A. World society is a politically uncentralized society.
B. World society is a multi-lingual society.

C. World society is a multi-religious socity.
D. World society is an institutionally diverse society.
E. World society is an ideologically diverse society.
F. World society is characterized by vast disparities in economic

wealth and political power.
G. World society is a rapidly growing society.

H. World society is an increasingly urbanized society.
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I. World society is an increasingly industrialized society.
J. World society is an increasingly inter-dependent society.

II. Social Process and Problems in Contemporary World Society.

A. Inter-group conflict and conflict resolution.

1. Inter-racial conflict
2. Inter-religious conflict
3. Inter-nation conflict

B. The management of violence
C. Trade, aid, investment and the problem of economic development.
D. International communication and the diffusion of culture.
E. Inter-nation influence.

III. The Possible Futures of World Society.

(7) Materials for the comparative study of non- American societies.
For a number of reasons it is very likely that some version of an area
studies approach will be the prevailing mode of organizing so-called non-
Western studies at the high school level for some time to come. We are
encouraged by the efforts on the part of several people involved in devel-
oping materials for the study of Asia, Africa, and Latin America to give
the study of these areas a comparative orientation. In our judgment these,
like recent efforts to develop comparative materials for the study of Ameri-
can society, should be encouraged and expanded. Specifically, we believe
that there is a need for inquiry-oriented materials for the comparative
study of societies within given regions or cultural areas and for inter-
regional comparisons.

Elementary Education- While a great deal can be done to strengthen the
international dimension of the secondary school curriculum, perhaps the most
critical curriculum development needs in the field of international educa-
tion exist at the elementary level. The existing research evidence clearly
suggests that a wide range of basic social orientations develop during child-
hood and that the elementary schools play a significant role in the forma-
tion of many of these. In our judgment there are several kinds of priority
needs in elementary curriculum development in international education.

(1) Materials for teaching about international processes organiza-
tions, and problems. As indicated in Chapter I of the report, international
education in elementary schools has been viewed largely as a matter of
teaching about other lands and peoples. Among the consequences of this is
the fact that while there is:a rather massive volume of teaching-learning
materials focused on particular countries, there is very little material
suitable for teaching about international social processes, organizations
and problems. Specifically, there is need for:

(a) Teaching materials designed to illustrate the multiplicity
of ways in which individuals and groups within modern soci-
eties interact with and are influenced by individuals and
groups in other societies;

(b) Teaching materials designed to develop children's conceptual
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understanding of conflict, conflict resolution, war, and inter-
national collaborations;

(c) Teaching materials designed to develop children's conceptual
understanding of international poverty and problems of economic
development.

(2) Materials for the comparative study of cities, social systems,
and national societies. There is a heavy emphasis within a good deal of
the contemporary curriculum reform movement upon the importance of compara-
tive studies at the elementary school level. However, there is a paucity
of suitable resources for teaching about cities, social systems, and national
societies comparatively. Moreover, some of the materials which are allegedly
comparative appear to be comparative in name only. They do not involve stu-
dents in the process of systematically observing similarities and differences,
let alone in the process of analyzing and testing hypotheses about similarities
and differences among a population or sample of cities, social systems, or
national societies. Happily there are some recent efforts to develop re-
sources for genuinely comparative analysis. In our judgment these efforts
ought to be encouraged and expanded.

(3) The development of materials for the study of alternative
futures. Throughout the report there is an emphasis upon the necessity of
educating young humans to live in a world of rapid and continuous change.
Existing curriculum in many schools fails to do this for a variety of rea-
sons. One of these is the fact that students are encouraged to think about
the past and to a lesser degree the present, but rarely are they asked to
think abot the future which after all is for the young the most relevant seg-
ment of human history. We believe that it is possible and desirable to
develop learning resources which provide students with the opportunity to
explicitly imagine and analyze alternative futures.

(4) The development of curriculum structure based on a world sys-
tems approach. While the international dimension cf. elementary curriculum
can be strengthened through the development of the types of materials noted
above, the most pressing need lies in developing alternative approaches to
the conventional patterns of organizing and sequencing elementary social
studies education. Specifically, there is a need to experiment with the
development of curriculum explicitly grounded in the approach to inter-
national education described in Chapters I and II of this Study. We
believe that this might be done through a long term project making use of
one or more pilot schools. Curriculum would be developed grade by grade.
During the first year curriculum would be developed for the kindergarten
level. During the second year of the project curriculum would be devel-
oped for the same set of students who would now be in the first grade.
Also during the second year, the kindergarten materials would be used with
a new group of children and further tested and revised. This sequence
would be followed throughout the elementary years.
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CHAPTER IV

A REVIEW OF EXISTING AND NEEDED RESEARCH ON
THE DEVELOPMENT OF INTERNATIONAL ORIENTATIONS

DURING CHILDHOOD AND ADOLESCENCE

Socialization viewed as "the whole process by which an individual,
born with behavioral potentialities of enormously wide range, is led to
develop actual behavior within a much narrower range," (Child, 1954), has
become a significant focus of social-scientific inquiry in recent years
(see also Goslin, 1969). Political scientists, sociologists, and anthro-
pologists have joined developmental psychologists and educators in study-
ing the structure and process of pre-adult socialization. In some cases
research has been focused upon socialization as a social process essen-
tial to both maintenance and orderly change in social systems. In other
cases, inquiry has focused upon socialization as a learning process in
the attempt to understand 'law individuals acquire and develop percep-
tions, cognitions, and valuations of various objects within their social
environment. The net result is a growing body of research literature
and theo,retical commentary illuminating both facets of the socialization
process.-L

Understandably, but nonetheless regrettably, to date the great bulk
of research concerning socialization into systems has focused upon the
socialization of individuals into systems at the national and sub-na-
tional levels of human social organization. Comparatively little
research has been done on international socialization which we broadly
define as the process through which individuals develop cognitive,
evaluative, and affective orientations toward the world social system
and learn specific images, feelings, knowledge and information-process-
ing skills with regard to particular objects within this system, e.g.,
images of their own and other societies, attitudes toward war, etc.
We are now beginning to learn a good deal about the development of
young people's orientation to national and sub-national institutions
but continue to be very ignorant about the development of orientations
to groups, organizations and states of affairs within the
international framework.

This chapter is an effort to do two things. First, we try to review
the major research on international socialization that has been done to
date confining ourselves to research focused upon children and adoles-
cents below college age. Second, we try to indicate the types of
research which we believe should be undertaken in the course of the next
several years.

The method for organizing the studies to be presented has been
determined in part by the areas of study where relevant data exist.
It would be a cause for celebration if researchers had actually col-
lected material on the attitudes of children toward the human species
or toward the earth as a planet - or if children had been queried about
the ways in which laws concerning international relationships differ
from those with more domestic scope, for example. This is not the case.
The material to be organized included studies of students in the first-
grade through high school which focused primarily on the content (and
secondarily on the process) of international socialization presented
and organized by major manifest content. Both descriptive and develop-
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mentally oriented studies are reported. There is a section on national-
ism which focuses on the role of c'.ose and distant experience in the

development of children's orientations as well as upon more traditional
approaches to national identification. These studies are particularly
likely to include children under six years of age because of the impor-
tance of this period for such basic attachments; they also include
several studies oriented to Piaget's conceptual framework regarding dis-
crete stages as well as the role of reciprocity, egocentrism, and decen-
tralization. Evaluations (particularly ratings) of other nation-states
and some orientations toward international processes are included in
the next section with considerable data re-analyzed from peripheral
studies. Cross-national as well as American studies of stereotyping
have been included here. There is a very short review of children's
attitudes toward. the United Nations followed by consideration of the
family and generational influences upon international socialization.
There is a loqg review of the role of school curriculum in changing chil-
dren's orientations. Finally, the core of the chapter is a statement of
our concerns for Airther research in this area.

The Development of National Orientation
And the Role of Close and Distant En2rjence

In Children's Orientations

The first studies reported in this section focus not only on the
cognitive abilities important in the child's development of a sense of
national identity, but upon th' prevalent view of the child's world as
a gradually expanding series of oancentric circles versus a view of the
young child's ability to deal wl',h more remote areas.

Piaget and Weil Study

Piaget and Well (1951) have lt longitudi nal.ly with developi17,
notions of the nation-sate in :aildren. P arly c:hildhood unti_
age five or six, they argae, is tecl by a total lack of aware.
noss of environment in a soci,atal win au inability to identify
town, city, state, or nation.. This seems to correspond to an uncon-
scious eFocentricity, both cognitive and affective, whereby the child
presumee° himself the center of his social world. After age six, chil-
dren queried by the researchers were able to identify their place of
residenoe in both city and nation, but the two entities were conceived
of as co-equal. 3 Between ages ol 7va and elvcn. the city beeme
part or the country apatially t1..t not At thA stfAge th47;
homeland is still only an abst.ract noticA: What countz is the towl
or the family, The chilciren do not synthesize thsir enviroamen al
knowledge into any conception " nitional system (1951, p. 565) . Only
at ages ten or eleven did the appear to develop a conception
of country as a coherent coli people and places.

Concerning the af.1 ctive
ing decentralization of attic
of complete egocentricity, to
five and six, the children st

researchers found increas-

- from the initial stage
group, to society. At ages

tended to express preferences for



nations randomly suggesting that no consistent attachments outside of
the family had yet developed.

Piaget and Weil suggest that children's failure to grasp the idea of
their country or homeland, either on the cognitive or on the affective
plane, represents two independent and parallel aspects of the same spon-
taneous, unconscious egocentricity - the original obstacle to any inte-
gration of logical relationships and affective values (1951, p. 566).

Slightly older children had begun to express preferences for their
country, and this preference appeared to represent an acceptance of the
relationship between nation, family birth, and residence. At this stage,
the authors suggest, the process of affective decentralization had
begun. By ages ten and eleven, the home country was preferred because
(a) no wars were there, (b) it was the home of the Red Cross, (c) it was
free, and (d) it was neutral.

Piaget and Weil introduced the notion of reciprocity which suggests
both cognitive and affective awareness of the equality and similarity of
status of the children's own nation and other nations and peoples.
Greater reciprocity was found among 10, 11, and 12-year-old children.
The authors concluded from the examination of children's developing
awareness of their own country and other countries and the transition
from egocentricity to reciprocity that:

...the child's discovery of his homeland and understanding of
other countries is a process of transition from egocentricity
to reciprocity that this gradual development is liable to
constant setbacks, usually through the reemergence of egocen-
tricity on, a broader or sociocentric plane, at each new stage
in this development, or as each new conflict arises. Accordingly,
the main problem is not to determine what must or must not be
inculcated in the child; it is to discover how to develop that
reciprocity in thought and action which is vital to the attain-
ment of impartially and affective understanding (Piaget and Weil,
1951, p. 578).

Jahoda Study

More recently, Jahoda (1962, 1963) has refined and embodied Piaget's
developmental theories in more systematic empirical research giving spe-
cial emphasis to children's sophistication with respect to geographic,
spatial, and nationality considerations. Jahoda, studied 6 to 11-year-
old Scottish children of middle and working class background. As Piaget,
Jahoda hypothesizes generally that:

...a child's intellectual grasp of his environment begins
in his immediate vicinity and only gradually extends out-
wards (1963, p. 48)

Jahoda classified responses to open-ended questions into four stages
of geographic awareness. The first stage (GI) was one in which children
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had no conception of Glasgow as a unitary whole (all children queried
were from Glasgow schools). The second stage (GII) was one in which
children had a conception of Glasgow as a unitary whole but were not
aware of the city as a part of Scotland. In the third stage (Gill)
children identified Glasgow as part of Scotland but not as part of Great

Britain. In stage four (GIV) the children accurately identified the
relationships between Glasgow, Scotland, and Great Britain. Jahodays

findings by age group were reported as follows:

TABLE B-1: Geographical Stages Reached by Type of School

and Age (1963, p. 51) (6 groups, 24 children in each)

Geographic
Stages

Middle Class
Schools

jadge

8-9 10-11

Working Class
Schools

4 16 5

13 3

L. r7

big. VINO

1171.41711.4110.11111

8 10 3

4 1 2

24 24 4 2L. 24 24

The data suggest that children increa agly ;,i'tth age grasp the nature

of their life space in btad geozrnphJ.cal units; approximtely 65 percent

of the Rasgow chilaren studied '4 +exmare of teir city, thei ::!ountry,

and their relationohip witn Great =. ;r in by age 10 or 11. Thir

tw,:ss developed earlier in h a ae baAgroufd, J9hoaa

had similar results relating to :AildrTn's t3

spatial representations of rlationt;hli and the ,oncept of

"town" in the Scottish context.

Jahoda further studied the ideas aml atti, &des of these Ldten

toward other countries. Fir t, they were asked t) name courd.,ri s, ;Pner-

ally, it was found that the younger c ildren named cunbrir,,s on a random

geographic basis. With increasing a gu, various "r..)gion country" p,'3terns

emerged; i.e., Norway and Sweden; France, Italy, and Spain, etc. Devel-

opmental, differences were noted between the ;middle and working c14,ss

children. The middle class childrF:n iamei Franc t.1., America,

Africa most often; the working class children named India, Afri-:a,
and France most often. In the 1= =tier ;laz3e, Jahoda argued, the:

identify the more "exotic," "strange" inis whez'eas the former Lt-oap
understands foreign countries in more 'Honventiovi,1" ways,

As to likes and dislikes, the youngest chi dren prefer Afei

"" " """' ,"7"-",",," ,r.r"



Canada, and India and disliked Germany (47 percent of the children ages
6 and 7 had no dislikes). Here, again, the exotic appeared to mobilize
evaluative feelings. In the eight and nine year range, France, America
and Switzerland were liked most and Germany, Japan, Africa, and India

were liked least. Expressions of positive affect were related to ma-
terialistic considerations at this age level - including French and
Swiss vacations and American cars and buildings. The dislike for Ger-

many and Japan was related to participation in World War II (the data

were gathered in the 1960's). In the ten- and eleven-year-old group,
France, America, Switzerland, and Canada were liked and Russia, Germany,
and China were disliked. The addition of distaste for Russia and China
represented perhaps an inculcation of some Cold War imagery. The author

noted some tendency, particularly among working class children:

...to judge a country favorable in proportion to its perceived
similarity to the home country...Conversely, one could discern
a disposition to be patronizing, if not hostile, to other
countries seen as different (Jahoda, 1962, p. 98).

Jahoda summarized his findings as in Table B-2.

Weinstein Study

Weinstein (1957) made an early attempt to describe the development of
the concept of flag and the sense of national identity in American
children and to seek the relevance of concepts such as those of Piaget

to this content area. He was especially interested in two approaches

of Piaget: the gradual acquisition of concepts - leading to a correla-
tion with age; and invariance of order in the acquisition of various
elements of the concepts. Forty-eight children from kindergarten
through the sixth grade in Bloomington, Indiana, were interviewed with
a 22-item interview schedule.(Some responses are quoted in his article).
The levels of development may be summarized as forming an approximately
ordinal scale in the development of the idea of the nation:

First Level (5-6 years): Child uses the vague impression
of the one flag in his experience to stand for all flags.

Second Level (also, often 5-6): Child first exhibits no-
tion of other countries - of two kinds, good and bad. The

flag is not yet a genuine symbol.

Third Level (7 years): Children at this stage look at in-
formation in a new way, rather than simply acquiring new
facts. Countries are now differentiated on the basis of geo-
graphical areas without the necessity of moral differentiation.

Fourth Level (8 years): Previously the flag, people, and
government belong to a country. Here country is like a cor-
poration with certain assets: people, flag, physical objects,
events and sanctions on people's behavior. The government is

like a board of directors which administers the assets.
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Fifth Level (8 years): Mainly improvement in conception
of a multiplicity of flags standing fox' different states
or countries. The United Nations flag is mentioned,,

Sixth Level (8 years): Child begins to grasp symbolism
and give more complex notions of country including the
existence of a group which has common purposes and alle-
giances.

Seventh and Eight Levels (10 years): Children increase
in ability to handle propositions of abstract loyalty
and to see that people in other countries think their
flag is best.

Ninth and tenth stages (11-12 years) are differentiated
mainly by knowledge of rituals.

At this (the final point) in the developmental process
the child's verbal organization with respect to flag
and national identity is a logical system incorpor-
ated in responses showing a sophisticated conception of
the relation of conventions to flag, people, and govern-
ment ... He also displays a better understanding of
governments as mediating bodies between people and the
use of the flag to identify this function (paraphrased
and quoted from Weinstein, 1957, pp. 171-3).

The acquisition of the concept is gradual as inferred
from the correlation between chronological age and
interview performance (.76). The elements which define
the concept are related in propositions which increase
in complexity as the children are older. Scalogram
analysis indicated that the order in which the elements
are acquired and the types of relationships perceived
among them is fairly stable from child to child. This

order can be explained as a function of the ability to
perform the logical operations necessary to relate a
set of terms as well as the availability of information
about those terms (1957, pp. 173-74).

Estvan and Estvan Studies

Although not specifically a study of national conceptions, Estvan
and Estvan (1959) investigated aspects of the near-far dimension of
orientations, including children at young age levels. These authors
interviewed 88 first and sixth graders, equal numbers of boys and
girls and equal numbers of rural and urban children. The subjects

were shown pictures of various settings (village, city, farm, factory,
mansion, poor home, resort, old beach, bedroom, dam, church, capital,
schoolroom, dock). They were asked in each case to tell stories about
the picture, to place a figure of a child (choice of happy, sad, neu-
tral, angry boy or girl) in each picture, and to choose favorite
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and least liked picture from the whole group. Only a few of the parti-
culars of their findings are worthwhile though the elements of their
scoring system are of interest. They distinguished responses which were
structural, describing objective features (that is a factory) from those
which were functional, adding dynamic aspects or including process (that
is a factory manufacturing steel in mass production). They were also
concerned with spatial and temporal settings and with positive and nega-
tive attitudes. Some of their conclusions are of interest for our con-
cern with children's ability to handle diversity: "Negative attitudes
toward lower- status living develop before children reach the first
grade" (Estvan and Estvan.). They concluded this from the fact that
the pictures of the poor family evoked the most negative attitudes to-
ward, though children seemed to have little concept of causes of, pover-
ty. They hoped to elicit some attitudes toward international trade
with their picture of ships at a dock. They discovered that most chil-
dren viewed this scene as persons departing for a trip; the interna-
tional aspect was not frequently mentioned.

In subsequent publications, Estvan (1965), Estvan (1966a), Estvan
(1966b) reported on the social perceptions of nursery school children
(three- and four-year-olds all from Detroit) using the Life Situation
Pictures used in the elementary school study. The reliability of
these measures (Estvan 1966a) was satisfactory with regard to most
scoring categories. In classifying these pictures spatially, not one
child placed a picture in a state, a region, or world setting (prefer-
ring to use home, or community).

Scenes depicting primary institutions and urban environment
were more readily perceived than scenes removed from urban
regions or representing adult activities. Allusions to
space and time also reflected the children's experiences
rather than the more sophisticated geo-political or other
systems of measurement Unfamiliar situations tended
to be rejected. (Estvan, 1966a, p. 384.)

The author highlights the marked change in attitudes that occurs in ,a
longitudinally studied sample between the years of 3 and 4 - away from
indefinite reactions and toward definite feeling tone.

Wann, Dorn and Liddle Study

Presenting a slightly different point of view regarding the child's
orientation toward close and distant events are Wann, Dorn and Liddle
(1962). Their pamphlet, though not particularly strong methodologically,
is of interest because of the age of children dealt with (three through
five), the anecdotal and unstructured nature of the material collected
from group discussions with these children, and the orientation of the
authors to understanding the process by which children "struggle ... to
understand, to interpret, and to put together into a comprehensible
pattern the pieces of the complex puzzle that is their world" (p. 39).
The authors challenge (and present anecdotal records from nursery and
kindergarten children to refute) the assumption that the young child
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deals primarily with the here and now and is only later prepared to

understand remote ideas.

... Young children (are) bombarded from all 'quarters with

stimuli from events and phenomena near and remote. Some

stimuli result in greater urgency to learn than others.
To assume, however, that those stimuli which arise from
immediate phenomena or events are more pressing and chal-
lenging than others ... is fallacious. A well-presented
television show about prehistoric animals or an overheard
adult conversation about the immediacy and dire effects of

another world war may present for a time a greater need for

understanding by young children than the newly fallen snow

or the sprouting bean seeds on the window ledge.

Actually, young children shuttle between the present and
the remote as a means of understanding the remote. They

attempt to understand the remote event ... by bringing it

into the familiar through play and thus testing its rela-

tionship to what is already and familiar (p. 39).

The authors also attack the idea of the use of clearly defined units to

teach concepts. They feel that with this age of child it is necessary
to involve the children in a series of relevant experiences over a

long period of time (see Spodak study in curriculum section).

They outline concepts which they feel the young child can acquire

through adult help in organizing the information to which he is ex-

posed as well as through specific information presentation.

1. Distribution of goods

a. All people and animals depend on climate and soil
for food, clothing, shelter.

b. Different places have different natural resources.

c. Transportation is an important factor in distribu-
ting products,

d. Man must deal with the problem of providing enough
for all.

2. Culture

a. Culture is composed of the material and ideological
possessions of society.

b. All societies have a culture.

ce There is great variety in different cultures.

3. Social Change
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a. Social change occurs all the time (neighborhood,

history).

4. Values

a. Different individuals have different values.

b. Different groups have different values.

c. An individual's values are usually determined by
the groups to which he belongs.

5. Social and political organization

a. Groups exist in order to take care of peoples
needs.

b. There are different kinds of groups.

c. All groups have rules for members.

6. Concept of self

a. What am I able to do?

b. In what ways am I like others?

c. What do others think of me?

(p. 109, Wann, Dorn and Liddle 1962).
.44

These bear a remarkable resemblance to some of the objectives of
interest to the FPA study.

Lawson Study

Lawson (1963) was interested in the replication of a study originally
published by Horowitz in 1940. Twenty boys and twenty girls in each
grade, kindergarten through grade 12, were tested in upstate New York in

1961. Twenty flags were mounted and presented randomly in a matrix 5 x 4.

Subjects were interviewed and asked to rank the flags for attractiveness.
(The Ferguson Nationalism Scale was also administered in grades 10-12
but the author reports no results from this instrument).

The United States flag was rated highest by children at all grade
levels except 10-11 in this study, with a constant percentage of about
70 ranking this within the top five flags. (In contrast, the earlier
study showed 27 percent of children in grade 1 making this ranking in
contrast to 100 percent of Grade 7 students). The Soviet flag in 1961
had the lowest ranking of all flags in the study - chosen within the
top five by 10 percent of the children in kindergarten and remaining
below this level in all subsequent grades. Twenty -five percent of the
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kindergarteners ranked the UN flag within the first five; this rose
steadily to be even higher than the U. S. flag at grades 10 and 11.

The author feels that this judgment about the attractiveness of
flags is a valid projective measure of national feeling; he concludes
from the early preference for the U. S. flag and rejection of the Soviet
flag that children are developing national attitudes at an earlier age
today than in 1940. They are also more sophisticated in not choosing
flags (like the Liberian flag) which bear surface similarity to the
U. S. flag. The author speculates that World History courses taught
in grades 10 and 11 influence the high rating of the U. S. flag at that
time. However, he places major emphasis on T.V. as a source of the
early development of these attitudes of acceptance and rejection of
flags (and presumably the countries they represent).

Hartley and Krugman Study

Among the older studies which have considerable relevance for the
problem of the child's ability simultaneously to have a national and
an international orientation, one of the best is that of Hartley (1948)
and of Hartley and Krugman (1948). The authors were interested pri-
marily in the child's ability to see people simultaneously as Jews
and as Americans. In preparation for asking questions like this, they
made inquiries of three- to ten-year old children to determine what sorts
of role shifts children could easily comprehend. A series of pictures
of the same person in different roles accompanied by the following
verbal definitions was presented.

First, there was a father, mother and child "This is Jimmy and his
mother and father"; second, the same man in the uniform of a mailman, "This
is a mailman"; third, mailman delivering mail, Is he still a father when
he is a mailman?"; fourth, same man as father with child - UWho is this?
Is he still a mailman when he is a father?". The authors found that
one of four possible reactions occurred in the child: first, the
individual was seen as identical with his momentary role (either A or
B); second, the individual had one continuous role and a number of
momentary ones (always A, sometimes B); third, the individual was equal
to all the roles he occupied (always A and B); function could be
either permanently or momentarily defined, but potential for the other
role was always present (A with potential for B). The authors con-
cluded that the perception of overlapping social roles begins with sim-
ple concepts familiar to the child, and overlapping roles are drawn
step by step.

Summary

The studies on children's understanding of nationality lead to
basically similar stage-oriented conclusions - though the exact age
norms may differ somewhat according to the particular questioning
method used. The evidence on the issue of close versus distant ex-
perience and its role in children's awareness is not so clear but can-
not be presumptively resolved in either direction.
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From these studies there is a clear impetus to concentrate upon
many different facets of children's orientations and to include very

young children asked to interpret both structured and unstructured

situations, both close to and distant from their immediate experience., We

become focused upon the role of symbolism as well as upon the particu-
lar importance of cognitive development as stressed by Piaget.

Descriptive and Developmental Studies of Children's
Orientations to other Nations and to International

Relations In General

The largest number of studies is included in this section, perhaps
because its boundaries are the most general. It includes studies which
focused primarily upon attitudes toward specific other nations some-
times in comparison with the United States, and sometimes with regard
to stereotypes; upon general ideas about how international relations
are conducted; and upon normative statements about how things should

be. There are some which include nationalistic feeling through the
studies. The previous section covers all studies where that was the
primary cOncer41 Ilowever; the focus here is both descriptive and devel-
opmental. It is perhaps easiest to define this section by exclusion:
Studies of war-peace conceptions, studies specifically of the United
Nations, studies which focused upon the curriculum or the family as an
agent of socialization are not-included.

Hess and Torney Study4

A project at the University of Chicago used a quite detailed ques-
tionnaire to study the attitudes of 12,000 U. S. elementary school
children (grades two through eight) in eight cities in the United
States (testing done in 1962). The data related to national political
socialization are reported in more detail in a book, The Development
of Political Attitudes in Children, by Robert Hess and Judith Torney
71967). The organization used in analyzing these data was the fol-
lowing: First, socialization was delineated as a process by which the
child develops conceptions of, ideal norms about, attachments or posi-
tive feelings toward, and skills of participation with respect to the
country and government. The changes which take place in these elements
over the elementary school years were described. In the process of
this nationwide study of national political socialization, some infor-
mation of a descriptive type dealing with international orientations
was also gathered. Certain other material with international rele-
vance was obtained in a pilot study prior to the nationwide testing.'

Let us review the findings of both the nationwide and the pilot
study - particularly attitudes toward America as a nation (what we
might call nationalism) and toward America as a participant in the
international system. Children of the youngest age tested (six years
old) had formed a strong and positive attachment to their country.
When asked in interviews why they would rather be Americans than any
other nationality, children gave replies like "I'd rather be an Ameri-
can because I like America better, because we have freedom, and I
know more people here." In the nationwide grump, with regard to
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feelings of nationalistic pride, a very high percentage of both younger
and older children agreed with the statement "America is the best coun-
try in the world." If the "don't know" 4,Bsponses are excluded, more than
90% of the children agreed.

Table C-1
Attachment to the Nation

Nationwide Data

America is the best country in the world.

Grade Yes

2 84%
3 84
4 84

5 87
6 86

7 89
8 91

DK NO

9% 6%

9 7
8 8

7 6

7

7 5

5 4

Note - N's for each grade range from 1626 to 1795.
Table to be published in Torney and Hess (in preparation)

Data in Table C-2 indicate that increasingly with age children
choose American ideology and aspects of the political process in pre-
ference to the President and to non-political aspects of America and
its people when asked what made them most proud to be American. Only
24% of 2nd graders chose the right to vote as a source of pride; 84%
of 8th graders chose this alternative. The importance of freedom to
our system increased to a high level at an even earlier age. Fifty-
two percent of 2nd graders and 96% of 8th graders chose this alterna-
tive. These positive feelings about the country become focused on
those aspects of American political process which distinguish it most
clearly from other countries. These are also abstract qualities of
the system; they represent ideals about how the system should operate
rather than statements which reflect any actual experience available
to children.

It Is reasonably clear that at an early age the overwhelming
majority of children have strong positive feelings about their coun-
try which appear to remain strong through elementary school (and
presumably into later life as well,. Children also focus their
pride in being American more and more upon ideological aspects of
America as a nation - pride in freedom and voting are almost unani-
mous among eighth graders. Action by the school in the direction
of this type of socialization of nationalism may be redundant after
early elementary school has passed.

Tables C-3 through C -7 give further insight into the image which
these children have of their country and of its relation to other
countries. These data indicate also the developmental changes which
occur in these images. Pilot data (Table C-3) suggest that America,
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Table C-3

Beliefs About America
Pilot Data

America tries to prevent wars more than any other country.

Grade Yes DK No

4 63% 14% 22%

6 68 14 18

8 63 16 20

America is the richest country in the world.

Grade Yes DK No

4 33% 20% 46%

6 37 19 43

8 46 16 39

America helps people in other countries more than anybody else.

Grade Yes DK No

4 54% 17% 29%

6 65 15 20

8 6o 15 25

The United States has more people in it than any other country

in the world.

Grade Yes DK No

4 29% 22% 49%

6 12 12 76

8 4 7 89

The United States is the leader of the world.

Grade Yes DK No

4 28% 30% 42%

6 27 22 51

8 39 25 36

America is the strongest country in the world.

Grade Yes DK No

4 140% 22% 36%

6 28 23 148

8 21 28 11-0
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Table C-3 (continued)

America controls the world.

Grade Yes

4 14%
6 6

8 6

DK No

13% 73%

7 87

8 86

Note - N's for each grade range from 98-195.

Table to be published in Torney and Hess (in preparation).



Table C-4

Beliefs about Communism
Pilot StudY

All foreign countries are Communist.

Grade Yes DK No

4 19% 32% 49%

6 6 9 85

8 6 3 91

All Communists are Russian.

Grade Yes DK No

4 27% 29% 44%

6 o 20 6 74

8 1 7 92

Russians are poorer than Americans.

Grade Yes

4 47%
6 65
8 66

DK No

14% 39%
16 19
18 16

In Russia people are forced to vote for whomever the Communists
put up.

Grade Yes DK No

4 55% 31% 14%

6 85 11 4

8 77 16 6

In Communism everybody works for the government, not for themselves.

Grade Yes DK No

4 31% 36% 32%
6 77 16 6

8 74 18 8



To

Table C-4 (continued)

live in a Communist country means to be "not free"

Grade

4
6

8

Yes DK No

56% 24% 20%

89 8 It

76 3 21

Note - N's for each grade range from 98-195.

Table to be published in Torney and Hess (in preparation).

Table C-5

Beliefs about the Justification of Lying
to Protect National Interest

Nationwide Study

It is all right for the government to lie to another country if

the lie protects the American people.

Grade Yes DK No

3 50% 17% 33%

4 4o 16 44

5 39 13 48

6 31 13 57

7 31 11 58

8 25 13 62

Note - N's for each grade range from 1667 to 1797.

Table to be published in Torney and Hess (in preparation).
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Table C-6

Beliefs about Communist Threat to America
Pilot StudY

The Communists want to take over our country.

Grade Yes DK No

4 66% 7% 17%

6 96 3 1

8 87 6 7

We can never relax as long as there are any Communists in our
country.

Grade Yes DK No

4 42% 18% 40%

6 62 14 24
8 64 7 29

Note - N's for each grade range from 98 to 195.
Table to be published in Torney and Hess (in preparation).

Table C-7

Beliefs about Russian/American Relations
Pilot Study

It is not the Russian people who are our enemies; rather it is the
men who rule Russia.

Grade Yes DK No

4 65% 9% 25%

6 88 4 8
8 92 3 4

The United States ought to try to make friends with Red China and
Russia.

Grade Yes

4 60%
6 63
8 64

DK No

22% 18%
14 23
11 24

Note - N's for each grade range from 98 to 195.
Table to be published in Torney and Hess (in preparation).
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in relation to the other countries of the world, is seen by the majority

of children at each grade as seeking to be helpful and peaceful. Older

children are not as likely to claim for America the honor of being most

populous although they are more likely to view America as the world's

richest country. There is consensus that America does not control the

world;, some decline in the belief that America is the strongest country,

and some express uncertainty that the U.S. is the leader of the world. In

summary, within the international context, children at all levels place

high positive valuation on their country - justifying this with belief

that America helps people in other countries, tries to prevent war, has

the ideological (and real) advantage of freedom, and has a worthy poli-

tical process which allows citizens to vote in free elections.

From interviews conducted as part of the pilot phase of the project

it was learned that symbols of the nation such as the flag and Statue

of Liberty seem important as objects for attachment and for concep-

tualizing our country's heritage for the young child. To further inves-

tigate the part played by national symbols, in a supplementary study in

1964 children were asked to choose the best picture to show what America

is; the Flag and the Statue of Liberty received the largest number of

choices at all grade levels (with the exception of grade 2 where George

Washington received the largest number). Even young children seem to

make a differentiation between America (their country) and the govern-

ment. The flag and the Statue of Liberty are infrequently chosen as

symbols of the government of America. In other words, the youngest

children in the sample had been oriented toward the symbols of America

as a nation - probably as a result of experience in attending public

events, in exposure to television, as well as in school. Specific acts

of patriotic ritual, like saying the pledge of allegiance and singing

patriotic songs are most frequently performed in the classroom. More

than 99% of the surveyed classrooms displayed the American Flag; more

than 90% of the teachers reported that the children said the pledge to

the flag daily; fifty-eight percent of the teachers of grade 2 reported

that a patriotic song was sung daily. Although it is debatable whether

the school is the only agent serving to socialize the child into national

feeling, time each day is spent fostering a sense of awe and submission

with regard to the symbols of government and stressing the group nature

of national feeling.

With regard to the Soviet Union and communism, even by grade four

most children have quite accurate ideas about the relation between

communism and. Russia (foreign countries are not all communist, but nei-

ther is communism limited to Russia). (See Table C-4). And the majori-

ty of children agree with the commonly presented image of Russia (lack

of freedom particularly in voting choice, less wealth, and government

control). However, fewer fourth graders than sixth and eighth graders

are informed on these matters. The majority of fourth graders and

nearly all sixth and eighth graders expressed the belief that the

Communists want to take over our country; a somewhat smaller but still

large percentage agreed to the somewhat more loaded statement "We can ne-

ver relax as long as there are any Communists in our country." See Table

C-6.. Table C-7 illustrates -childred's beliefs `about the importance of Rus-

sia as a problem for the U.S. - ranking ahead of all others. The majority of
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children at all grades believed that it is the Russian leaders rather
than the people of Russia who are the enemies of the United States - one
way for children to displace the aggressive feelings upon a small group
while prescribing friendliness and tolerance for the majority of the
people.

Given these positions, what course do children believe the United
States should follow. Unfortunately information on this was very limited.
Children, seem to prescribe for national and international relations
much the same kind of behavior which they find prescribed for themselves
as children. By displacing the blame for tension upon the Russian
leaders, they can suggest that friendliness and tolerance is a possible
course of action. But in this area, as well as in many other areas of
national political socialization, children see this in an oversimpli-
fied way. They focus upon individual citizens having the ability to
change international relations by personal acts of influence. In data
concerning national politics this was palled the "personal clout" illu-
sion. For, example, children believe that the individual citizen in
America can have nearly as much influence on political action as highly
organized interest groups. This is much of what children are taught as
the ideals of citizen participation in government. Likewise friendli-
ness on an individualized-international scale sounds plausible as an
ideal but is naive and may even have some more negative consequences.
It may stand in the way of the child developing realistic perceptions
about international relations and the power involved in them; it may
also cause a particularly strong disillusionment when the child dis-
covers that the world is not made up of Russians and Red Chinese who
can be converted to democracy by acts of personal friendliness. There
is some suggestive evidence from the children who were studied in 1962
that political cynicism may result when the individual discovers that
his control over the government is less than phrases like "the people
rule" might suggest.

An interesting sidelight on the morality of international action
posed by children is presented in Table C-5. There is a definite
decline with age in agreement with the statement "It is all right for
the government to lie to another country if the lie protects the Ameri-
can people." National interest takes somewhat less priority in older
children (though a substantial number of them still agree).

Targ Study

In connection with a study of the effects of simulation upon the
attitudes of elementary school children, Targ (1967) sought to dis-
cover, using a semantic differential, how fourth through sixth grade
children viewed their own nation (the United States) and three others
(the Soviet Union, China, and Canada). The interpretations of age
trends in these data must be qualified by the fact that the children
were not all from the same school. For this reason no significance
tests are reported.

In all grade groups the United States was perceived as the
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strongest coUntry with Russia a close second in rank; Canada and China
were rated much lower. Children in all three grades about equally saw
the Soviet Union and the U.S. as strong; a larger proportion of sixth
graders than fourth graders viewed the Soviet Union as important. As
their grade level increased children seemed to see China as somewhat
more important. The strength and importance of Canada appeared rela-
tively constant across groups. (See Table C -8).

Targ found, as shown in Table C-9, that on the affective dimension
children increasingly with grade level perceived the United States as
kind and good and increasingly saw the Soviet Union and China as bad
and cruel. In other words, the evaluation of the two countries seems to
become considerably more differentiated for older children.

Targ suggested that those fourth graders who saw the Soviet Union
and China as good still maintained a "sugar-coated" evaluation of the
world and its social and political components (as expressed by Green-
stein, pp. 27-54), and the reciprocity, unencumbered by adult predis-
positions postulated by Piaget (Piaget and Weil, 1951, p. 578).

The sugar-coating and unencumbered reciprocity probably also
help explain the constant and continuing positive evalua-
tion of Canada. Since children probably have not received
many negative evaluative messages from their social environ-
ment concerning Canada, the initial positive orientation
may maintain itself over time. The relevance of adult cold
war dialogue transmitted through home, school, and media to
childhood political orientation cannot be overemphasized
(Targ, p.75).

In addition to perceptions of the four nations, the Targ study
also examined selected aspects of children's understandings of several
other international processes. Targ found that children in all three
grades studied evidenced a basic understanding of the processes and
functions of international trade. In all three classes they believed
trade with other countries was an important aspect of international
life. Approximately ninety percent of the children at all grade levels
agreed that trading benefits both nations involved and understood that
all kinds of products may be traded.

Regarding economic development Targ observed relationships bet-
ween grade and understanding; See Table C-10. Less than forty percent of
fourth and fifth graders adequately identified development whereas fifty-two
percent of the sixth graders did so. Targ found that, contrary to
expectations, the increasing awareness of what the process of economic
development entails was not coupled with a growing awareness of indust-
rialism as a crucial aspect of this process. In fact, there was an
inverse .celationship between grade and identification of industrialism
as relevant to the achievement of status as a great nation.

When children were asked whether countries invested in industries
to develop their economies, to make war, to sign peace treaties, or to
win elections, - i.e., to distinguish the purposes of industrial invest-
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Table C-8

vOrlgAr7m;',77N770,7171!,,,--,

Ratings of Four Nations on Strong - Weak,
Important - Unimportant (Targls Data).

Grade N Weak

it 59

5 76
6 100

5%
8

3

Grade N Weak

it 54 9%
5 75 15
6 99 8

Grade N Weak

it 56 7%
5 75 17
6 97 12

United States

DK Stron N Unimportant

12% 83% 59 3%
5 87 77 3
5 92 100 3

Soviet Union

DK Stron N Uni I ortant

15% 76% 55 18%
13 72 77 14
9 83 99 6

Canada

DK Strong N Unimportant

32% 61% 56 7%
19 64 76 8
21 67 97 10

DK Important

9% 88%
9 88
6 91

DK Important

24% 58%
17 69
13 81

DK Important

2o% 73%
9 83

17 73

China

Grade N Weak DK Strong N Unimportant DK Important

it 58 22% 21% 57% 58 17% 22% 51%
5 75 20 11 69 77 21 17 62
6 98 17 15 68 98 12 14 74



Table C-9

Ratings of Four Nations on Good - Bad)
Kind - Cruel Factors (Targ's Data)

United States

Grade N Bad DK Good

4 59 5% 19% 76%
5 77 0 10 90
6 101 1 6 93

N Cruel DK Kind

59 8% 17% 75%
76 7 13 8o

101 4 10 86

Soviet Union

Grade N Bad DK Good N Cruel DK 'Kind

57 32% 21% 47%

5 78 45 23 32
6 loo 49 19 22

Grade N Bad DK .Good

Canada

54 43% 22% 35%
75 51 24 25

99 71 19 10

N Cruel DK Kind

4 57 2% 7% 91%

5 77 1 li- 95
6 98 1 1 98

China

Grade N Bad DK Good

55 o% 6% 94%
76 3 1 96

97 2 5 93

N Cruel DK Kind

4 59 27% 240 49%

5 77 60 18 22

6 98 68 16 16
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Table C-10

Correctness of Beliefs Concerning Economic Development
(Targ's Data)

Economic development refers to getting rich:

Grade N Correct Incorrect

4 61 38% 62%

5 79 33 67

6 103 52 48

Nations must have industries for greatness:

Grade N Correct Incorrect

4 61 67% 33%

5 79 54 46

6 103 51 49

Countries invest in industries to develop their economies:

Grade N Correct Incorrect

4 61 79% 21%

5 79 84 16

6 103 87 13

Leaders of poor countries should invest in industries:

Grade Correct

4 61 3

5 79 44

6 103 143

Se,
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ment from very diverse kinds of goals - all grades evidenced high levels
of understanding of this purpose of industrialization. A similar high
level of understanding was found when industrialization and military
preparedness were used to define "a powerful country." Nine out of ten
children in each grade saw "a large army and lots of industries" as
necessary components of powerful national status.

Children had some difficulty in specifying what measures they would
take if they were leaders of poor nations. Some chose to give most of
their country's money to their citizens and others chose to make peace
treaties. Less than half of each grade said they would "invest in in-
dustries." Although children, increasingly with age, define economic
development correctly and recognize the necessity of industrial growth,
they do not grasp the process of growth as investment in industry.

Targ also probed children's understanding of the foreign policy-
making process. Children were asked if heads of state should consider
the effect of decisions on citizens, advisors, the economy, or all
three when making decisions. As Table C-11 indicates, fourth graders
perceived the relevance of all three factors much less frequently than
did children in the fifth and sixth grades:

Table C-11. Correctness of Beliefs Concerning ,Decision-
Making by Head of State
(Targ's data)

Heads of State should consider citizens, advisors and the
economy when making decisions:

Grade

4

5

6

N Correct Incorrect

61 13% 87%

79 39 61
103 39 61

DiVesta Data Re-analyzed

An article by DiVesta (1966) is one of a series growing out of
a study supported by NIMH which dealt extensively with the develop-
ment of semantic structures in children. Three separate studies were
conducted with various samples of children in grades 2 through 7,
requiring them to rate various concepts on various semantic differen-
tial scales (presented in a slightly modified format with labels at
each scale point).

To summarize very briefly the general findings with regard to
reliability of these judgments, they found that with immediate retest
the form-form correlations for factor scores ranged from .64 to .75
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in 3rd, 5th and 7th grade children. Reliability was
in delayed retest, particularly with the younger chi

considerably lower
ldren.

With respect to their original interest in semantic structure, they
found that the factors evaluation, potency, and activity were most impor-
tant in describing the semantic space of children, just as with adults.
They also used an index of polarity - the degree to which judgments
deviated from a neutral point. The authors assume that an increase in
polarity means an increase in the meaningfulness of a concept. They
found that ipo percent of the abstract concepts increased in polarity
with age, while 7% declined; of the concrete concepts included, 28%
increased in polarity while 23% declined. This is valuable to keep in
mind when summarizing some other studies which use concepts such as
freedom and peace. In this particular study the concept peace was one
of the concepts which increased in polarity on the evaluation dimension
for older children.

Iri addition to the published material, the raw data was obtained from
the author and from the American Documentation Institute, and reanalyzed
from the point of view of actual content of rating rather than structure
or polarity. The concepts America, Russia, Enemy, Freedom, and War
(along with 15 others) had been rated on 37 semantic differential scales
by second to sixth grade children (100 at each grade level; approximately
equal numbers of boys and girls). Factor scores had been computed as
follows: Evaluation (good-bad, friendly-unfriendly); Potency (strong-
weak); Size (big-small, long- short); Activi-ty (fast-slow, moving-still);
and Warmth (hot-cold, dry-wet). Figures 1 and 2 are a graphic
presentation of the developmental changes in these content ratings.
The significance unit, used as the ordinate unit on the graphs, was
obtained from an estimate of the standard deviation contained in
DiVesta and Walls (1969) treated by the method described in Hess and
Torney (1967) - producing a rough index of the significance of group
differences. Two concept means or grade group means which differ by
one graphing unit are different at approximately the .05 level of sta-
tistical significance.

The most general conclusion from these data is that there is a
limited or at least gradual developmental change in the ratings of these
concepts. The evaluation factor is the one on which the children most
clearly differentiate the concepts. America and Freedom are viewed
very positively while Russia, Enemy, and War are viewed very negatively.
There is little change with age, with the exception of a slight de-
crease in evaluation of the three negative concepts between grades 2
and 3 and a slight increase in evaluation of freedom between grades 7
and 8. Perhaps the stamping-in process by which children seem to ac-
quire negative evaluations of enemies (like Russia) and of war is not
fully complete by grade 2. Although no directly relevant correlational
evidence was available, it seems from an examination of the other fac-
tors that the children's evaluative feelings about Russia, in particu-
lar, influence the ratings made on the other factors. America is rated
on the size factor as bigger than Russia though sixth graders are begin-
ning to decrease the size of the rating difference. It is also inter-
esting to note that on the size factor Enemy is rated at the neutral
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point and considerably below Russia, unlike the evaluative factor where

enemy and Russia have practically identical mean ratings. The Potency

factor (strong -weak) presents a similar picture. America (and also Free-

dom) are rated here as stronger than Russia (with the sixth graders moving
to a higher rating of Russia); Once again Enemy (in the abstract) is

rated at the neutral point. In summary, America is both stronger and big-

ger than Russia; Russia, in turn, is stronger and bigger than Enemy con-

sidered as a general concept.

The Activity factor shows considerably less differentiation be-
tween concepts. The most interesting trend here is the increase starting

at the fourth grade in the perceived activity of America, taking it from

a position undifferentiated from Russia to one clearly higher:. The
Warmth factor seems quite inappropriate for ratings of these concepts as
they are all rated very near the neutral point. (Graph not included.)

The evaluative ratings substantiate findings of Targ (1967) and of

Torney and Hess (in preparation) that America and freedom are very
highly valued early in elementary school while Russia is very negatively

valued. The evaluations change very little with age and influence rat-

ings of other aspects of the countries (like size and strength). Older

children appear to be slightly more able to see the size and strength

of Russia in more realistic terms.

Morrison Study

Morrison (1967) studied the attitudes of two hundred British secon-
dary school students toward international affairs, focusing, on their

ideas about East -West relations and the :'cold war." None of the stu-

dents had yet had any formal instruction on international relations. He

found that all of his subjects had coherent views on East-West relations,

that these attitudes were modeled somewhat after those of adults, and
that Protestant and Roman Catholic children differed in their evaluations

of countries.

Because of the lack of suitable measures of attitudes toward inter-

national affairs, the measurement techniques were fairly elementary.
Four complementary approaches were used to compensate for the deficien-

cies of each individual measure.

The students made ratings, on a coimon set of four evaluation seman-
tic differential scales, of My Country, China, Russia, U.S.A., Chris-
tianity and Communism. Three objects with significant differences be-
tn mean scores of denominational groups were further examined actor
ing to sex and socio-economic level. Table C-12 shows that girls gave
more favorable evaluations of China than did boys, while boys' attitudes

toward Russia were less disapproving than were girls'. Roman Catholic
children gave more negative responses to Communism, Russia and China

than did Protestant children. There were no significant differences be-
ii groups on .evaluations of West items, and all the groups responded
more favorable to West than East items. Socio-economic level did not

produce any significant differences.
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Table C-120 Mean Evaluative Scores for Countries and Beliefs

Girls

Protestant Roman
Catholic

Christianity 23.8 24.8
MY Country 22.8 21.8
U.S.A. 21.8 20.9
Communism 13.3 9.5
Russia 17.7 15.8
China 17.4 14,4

Boys

Protestant Ronan
t Catholic t

ns
ns
nsw
x
xx

25.0
22.8
22.4
13.0
18.7
15.0

24.8 ns
23.3 us
21.8 ns
10.6 x
16.7 x
12.9 x

t tests for differences between Protestants and Catholics.
Adapted from Table 1 on brriaon (1967) by rounding off original
data.

Approved relations between Britain and the U.S.A., Russia and China
were investigated by use of a scale of political distance on which stu-
dents indicated limits to which they would like Britain to go in her
relations with other countries. A close correspondence was found be-
tween the pattern of the students' evaluations of countries and their
feelings about relations with them. Generally, the children were in
favor of both trade and defense cooperation with the U.S.A., mutually
favorable trade with Russia, and trade with China only if it was to
Britain's advantage. These preferred levels of relations are similar
to actual relationships, although necessarily simplified. In addition,
each individual's attitudes toward a country and the preferred relation
with that country were found to be consistent (with the exception of
Protestant girls where no association was apparent).

Preferences for courses of action in conflict situations were eli-
cited by each student's indicating which of two actions he would prefer
that the U.S.A. take to handle hypothetical situations. The students
also gave their reasons for each decision. The situations were:

(i) The signing of a nuclear test ban treaty by the U.S.A.
and Russia. The choice lay between strictly adhering
to the treaty, or pretending to do so whilst attempting
to carry on farther secret testing.

(ii) A civil war between communist and non-communist sides
in a small but important country. The choice lay be-
tween intervention or non-intervention.

(iii) A very serious quarrel between the U.S.A. and Russia.
The choice lay between declaring war or not.

In response to Situation (i), three-quarters of the students favored
the U.S.A.'s attempting secret testing, and the dominant reason was an
expectation that Russia would do the same. The minority of students
favoring strict adherence to the treaty either claimed a moral obliga-
tion on the part of the U.S.A. or else suggested serious consequences
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and future distrust if the secret testing was uncovered. TWo-thirds of
the students favored American intervention in the civil war of Situation
(ii), arguing that Communism must be contained. Those opposed to inter-
vention believed that it would lead to an escalation of the conflict.
In Situation (iii), over eighty percent of the students did not want the
U.S.A. to declare war, and the dominant reason was a fear of mutual de-
struction. Neither religion nor sex produced any significant differen-
ces in patterns of response.

In an open-end questionaire the students were asked to define
Communism and give reasons for some people's dislike of it, and to tell
what might cause a war between the U.S.A. and Rusdia and who would be
to blame. A quarter of the students responded to the first question by
describing Communism as a form of authoritarian government. Another
quarter of the responses dealt with such ideas as social equality and
a classless society. In the largest category, over forty percent of the
students made references to the ideological characteristics of Communism,
typically asserting that Communism is atheistic and opposed to Christian
teaching and churches; some expressed the attitude that Communism is it-
self a form of religion. In explaining their personal dislike of Com-
munism, only two-thirds of the students gave explicit answers, the
others making vague references to Communism as being "wrong," "bad,"
and "unfair." Thirty percent of the responses, mostly Roman Catholic
girls, expressed dislike on ideological grounds and referred to "pa-
ganism" and "anti-religious attitudes." Other responses showed opposi-
tion to collectivism and to lack of individual political freedom. In
reference to a hypothetical war, the majority of students saw it as a
mutual responsibility, the major possible causes arising from rivalry
over control of space, from nuclear weapons or, less specifically,
from national rivalry.

M3rrison's findings reveal a wide variety of differences in the
development of the students' attitudes and understanding of East-West
relations. "At one extreme are those who possess no more than a few
random and stereotyped evaluations of the countries and beliefs involved,
have highly distorted beliefs and often support these with crude asso.=
ciations about the policies and peoples of other countries." In con-
trast, many of the students revealed conventional and coherent concepts
not very different from those of adults. These included "awareness of
an ideological as well as nationalistic conflict; distrust of the
intentions of the East countries; and a 'morality' of Western self-
interest in which limited war is viable, and intervention is justified
by the need to contain Communism and to maintain a balance of power."
Differences between Protestant and Roman Catholic views arise from the
fact, Morrison reasons, that the Roman Catholic students had been ex-
posed to additional influence reinforcing their disapproval of Eastern
countries and Communism. Girls were both more disapproving of and sen-
sitive to ideological definitions and dislikes of Communism.

Implications of these findings for education are difficult to
assess until children's responses to different methods of communication
are investigated. It is clear, nonetheless, that many secondary school-
age children possess to varying degrees well-established beliefs about
East-West affairs. Courses dealing with the history of East -West
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relations, therefore, may accomplish little more than make more rigid
a "cold war" concept. Presentation of new ideas, however, would almost
surely be met by these firmly established attitudes and the students
would be extremely selective in accepting views different from their
own, he concludes.

Beyer and Hicks Study

Beyer and Hicks (1968) in a mimeographed report covering Project
Africa, a social studies curriculum project, report the results of two
instruments designed to assess the stereotyped attitudes and the know
ledge of terms, facts, and trends respectively in 7th and 12th graders
in 28 school districts located throughout the United States. These
grades were chosen to include students both before and after a generally
prescribed course of study on Africa.

The authors developed a measure of the image and stereotyping of
Africa South of the. Sahara. Twenty ?five terms selected by a panel of
judges as stereotyped views of Africa were included in a set of stimu-
lus words along with 65 other words - some associated with other parts
of the world, others with modern industrial society, still others that
could apply to any region depending on one's point of view. These 90
concepts (each on a card) along with a two-color 9 X 16 outline map of
the world divided into seven regions (including Africa South of the Sa-
hara) comprised the test materials. The task was to place each card on
the region of the world best described by that word - and later to place
the cards into envelopes labeled with each of seven regions. No refer-
ence was made to Africa mr se in the instruction. More than three
thousand students were tested. Part of the analysis of this instrument
is presented in Table C-13. On a purely chance basis, each term could
be expected to be associated with a particular given region by 14.29%
of the students. However, only those terms associated with a region
by at least 25% of the students were indicated by the authors as pecu-
liarly descriptive of this part of the world. This was the basis of
their analysis for the content of the image of Africa.

A further index of stereotype was computed. This index ranged
from 0 to 1; the more agreement among students as to which region of
the world is best described by a particular word, the stronger the
stereotype. This stereotype index was higher for 12th graders than
for 7th graders. Among 12th graders 80% of the ninety stimulus words
were chosen in such a way to produce a Degree of Stereotype over .170;
corresponding to this in seventh graders was a figure of 63%. This
grade difference held in all types of schools and geographical areas.
However, at both grade levels the stereotyping was least strong in rural
areas and least strong in the West. The stereotyping tendency, it
should be noted, was true not only for judgment of words describing
Africa but for all geographical areas.

The content of the actual image of Africa may be assessed as
follows:



Table C-13

Stimulus Terms Placed in Various Regions By
25% Or Mbre.Seventh and Twelfth Grade Students

AFRICA
SOUTH OF THE SAHARA

Stimulus Terms Percent
7th 12th

Wild Animals
Daktari
Elephants
Witch Doctors
Jungles
Tigers

Spears
Tribe
Natives
Poison Darts
Drums
Black.

Savages
Cannibals
Naked
Pygmies
Huts
Snakes

*Villages
Superstition

*Disease
Primitive
Hot
Strange

*Deserts
*Dirty
Underdeveloped
Missionaries
No History
Poor
Backward
Illiterate

87.3 91.4
85.3 90.7
84.3 86.7
84.7 92.8

79.6 76.1

79.4 77.7
79.2 89.7
78.4 88.2
78.o 86.5
77.6 82.1
77.3 91.0
76.9 89.5

75.9 88.1
69.1 84.9
68.o 78.2
64.9 84.1

59.0 69.4
55.4 56.4
49.4 41.4
48.5 68.8
46.5 39.0
46.0 69.0
42.o 39.o
40.6 44.2

35.8 29.3

35.2
33.6 32.1
33.6 52.5
26.9 38.2
26.2
25.1 43.6

42.4

NORTH AMERICA

Stimulus Terms

Television
Houses
Department Store
Schools
Freedom
Automobiles

*Well-Educated
Clean
White
Railroad
Civilized
Rich
Cities
Lakes
Industry
Democracy
Bonanza
Churches
Christian
Powerful
Brave
Cattle
Beautiful
Folk Songs
Religion

*Friend
Dance
Farms
Capitalism
Peace
Racial Problems
Forests

*Mineral Wealth
Glorious Past

*Socialism
Fishing

*Oil
Music
Plantations
Mountains
Trade
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Percent
7th 12th

92.3 95.5
88.4 92.9
88.1 95.0
88.o 89.6
87.4 94.7
87.4 92.8

83.7 75.6
82.4 90.8
81.2 78.4
78.6 78.7
77.8 78.7
76.9 88.8
76.8 80.2

75.0 81.1

73.0 88.1
69.3 95.6
69.2 80.5

63.1 61.9
61.5 67.6
61.2 71.7
60.6 74.2
56.3 57.9

52.9 55.9
52.8 56.6

51.6 54.3

51.0 34.4
50.8 55.8
49.o 56.o
46.7 54.8

45.8 57.8
44.3 89.1
43.9 46.7
42.4 35.0
41.1 41.1
40.5
38.7 44.6

37.2
32.1 25.7

31.9 34.1
28.1

30. 2



EUROPE

Stimulus Terms

Art
Sculpture
Music
Trade
Beautiful
Fishing
Glorious Past
Friend
Churches
Neutrality

ASIA

Stimulus Terms

Overpopulated
Buddhist
Hindu
Malnutrition
Poor
Temples
Disease
Dirty
Muslim
Violence
Underdeveloped

Table C-13 (continue,l)

Percent
7th 12th

56.5

52.7
44.8

31.4
29.2
28.8
27.8

Ole

80.0

75.4
6o.6

40.5
29.3
27.1
41.7
46.7

30.5
39.8

Percent
7th 12th

44.2
37.0
36.4
32.7
31.9

0.1

OW

70.7
60.3
58.9
57.4
45.7
42.7
40.4

38.7
32.1
27.4
26.2

SOUTH AMERICA

Stimulus Terms Percent
7th 12th

Plantations 44.4 55.4
Palm Trees 42.2 42.8
Hot 32.5 34.8
Snakes 29.4 34.7

*Trade 25.6
Weak 29.2
Grasslands 28.9
Neutrality 27.4
Underdeveloped 26.3
Villages 25.8

MIDDLE EAST

Stimulus Terms

Deserts
Temples
Muslim
Oil

RUSSIA

Percent
7th 12th

35.0 45.6

30.0 38.2
27.8 39.2

38.4

Stimulus Terms Percent

Enemy
Dictatorship

*Violence
Cold
Powerful
Strange
Socialism

7th 12th

68.2 75.6
46.4 70.0
36.7 26.2
46.3 81.6
28.5

25.8

57.7

Notes - * 12th graders less likely than 7th graders to attribute con-
cept to this area. Criterion 5% or more difference.

- less than 25%
Table adopted from Beyer and Hicks (1968)
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To American seventh and twelfth graders, Africa south of the Sahara
seems to be a primitive, backward, underdeveloped land with no
history - a hot, strange land of jungles and deserts, populated
with wild animals such as elephants, tigers, and snakes and by
black, naked savages, cannibals and pygmies. Missionaries and
witch doctors vie for control of the natives, who live in vil-
lages, are prone to superstition and disease, and who hunt with
spears and poison darts when not sitting in front of their huts
beating on drums. (Beyer and Hicks, 1968, p.19)

In a second part of the survey, an attempt was made to assess know-
ledge both specific and general about Africa. This included questions
about physical geography, history before European penetration, history
of Europeans in Africa, indigenous society, economic development, and
current affairs, A sixty item test was constructed using standard item
judgment, reliability of two forms, and analysis for difficulty and
discrimination. (Reliability was about .60 for 7th graders, .80 for
twelfth graders). 845 seventh graders and 794 twelfth graders took
this instrument. The knowledge about Africa South of the Sahara was
limited at both grade levels - the mean score (out of 60 possible) be-
ing 18.78 for 7th graders and 25.11 for 12th graders (a significant
increase, however). Both groups scored highest on questions related
to economic development, trade and products. History of Africa before
European penetration was the subtest with the smallest proportion of
correct answers. No regional or urban-suburban differences were noted,
except that rural groups were the lowest scores. The authors also report
an ingenious analysis of misconceptions about Africa utilizing ques-
tions where 45% or more of the students selected the same incorrect re-
sponse-in five cases identical misconceptions for 7th and 12th graders.
The fact that students who scored highest on the test in total score
were just as likely as others to hold the common misconceptions about
Africa suggests that students actually may be learning misinformation
(rather than simply lacking correct information). "The misconceptions
may be built into the courses of study followed in secondary school;
they may result from unbalanced treatments of the topic in various
instructional materials; or they may come from the popular media."
(Beyer and Hicks, 1968, p.31)

The mis-information that students have about Africa may come
primarily from the popular media. While students may never
have heard of Africa's sudanic kingdoms, they probably have
heard of Tarzan, Jungle Jim, and King Solomon's Mines. If
Tarzan lives in the jungles along with his lion and elephant
friends, and this is all that a student knows about Africa,
the student's image of Africa will certainly not be accurate.
If a student has seen innumerable drawings or animated cartoons
of missionaries in the cooking pot with savages dancing around
the fire, but has never seen a photograph of an African farmer
or fisherman, he will not have a balanced image of the region.
As long as students go to camp and sing about Zulu kings sitting
underneath coconut trees, and as long as such songs are their
chief source of information, their image of. Africa south of
the Sahara will be distorted.
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No doubt the current content of the popular media presents

a somewhat more accurate view than has been true in the

past. However, it will take more than Clarence the Cross-

eyed Lion to erase the image of Africa south of the

Sahara that American students presently hold.

Much of the accurate information about Africa that stu-

dents receive, they receive from formal instruction in

social studies classrooms. Since the majority of social

studies teachers are not well informed about the region,

the type of information that students receive is deter-

mined primarily by the instructional materials used in

these classrooms. Usually the information contained in

commercial instructional materials is accurate, although

sometimes certain misconceptions about Africa are so

widely held that they will slip in. In addition many of

the materials are very much out-of-date, for what may

have been true of Africa five years ago may very well

not be true of it today. The problem, therefore, with
instructional materials is usually less one of accuracy

of information, than it is one of lack of balance and

up-to-dateness in the information presented.

This lack of balance is especially noticeable in the ele-

mentary grades. Here instruction about Africa south of

the Sahara tends to focus on the strange and the bizarre.

There are very few pygmies in Africa in relation to the
total population; yet, in terms of what students study

in elementary school, pygmies would seem to be a major

segment of the population - or, in some cases, the total

population. Since pygmies live for the mast part in

rainforest areas, the image of Africa as a land 'covered

by jungle is reinforced.

Where broader coverage is given to Africa, the strange

animals, the gold and diamonds of Southern Africa, and

the tall, graceful Tutsi warriors are othe.' favorite

topics of study. For the most part the specific informa-

tion is accurate, or at least was, when the material

was prepared. HoweveF, when the study of Africa south

of the Sahara focuses on these and only these topics,

the resultant image and knowledge is most inaccurate and

misleading. (Beyer and Hicks, 1968, pp.33 -3I.)

Table C-13 (modified from data in the original report) presents in

one table the results from both 7th and 12th graders use of the map

instrument. The increasing tendency of certain stimulus words to be

associated with particular geographical areas is very evident here

simply by noticing the small number of concepts where the percentage

of twelfth graders choosing a particular adjective is smaller than the

proportion of seventh graders. We feel it appropriate to consider the

meaning of Beyer and Hicks' measure of stereotype. If the task had

required children to indicate all areas to whiah a given concept could
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be applied and, the student had chosen only Africa (or only North America)

that would, in our opinion, have been a clear indication of stereotype;

likewise if under the same condition students had chosen no general term

commonly between North America and Africa (terms like Forests, Folk Songs,

Cattle for example) stereotype would have been clear. However, it is

not surprising that when the task is to find that single area which is

most closely linked to a concept, Pygmies, Natives, Witch Doctors, and

Elephants are associated with Africa more than with any other areas.

The rise in proportion of 12th graders who make this choice does not,

to our thinking, indicate increased stereotype within these students

but rather the fact that more of the older students have taken on the

primary association which .appears to be prominent in the popular as

well as the curricular culture. The random choice model used by Beyer

and Hicks here does not seem appropriate. In summary, stereotype has not

been measured well and its degree has probably been over estimated.

Nevertheless, this method gives a fascinating picture of the content

of the African image (as well as of the images of the other countries).

Before pointing out some rather more general (and less African) implica-

tions of the data, the finding (previously cited) of misinformation and

low levels of information among these students seems much more disturbing

than the fact that 12th graders think Witch Doctors are more characteris-

tic of Africa than they are of other countries.

Looking from a total world perspective, the concurrence of students

in the use of adjectives to describe all parts of the world increases

over the 5 year age period. Some of the age changes per se are inter-

esting to note - particularly those concepts in which the trend for
twelfth graders to choose a concept more than seventh graders is re-

versed. For example, the percentage of seventh graders who choose

Disease as associated Africa is nearly 47; a smaller but still sizeable

39% of twelfth graders still associate Disease with Africa. Fewer

than 25% of seventh graders associate Disease with Asia - 40% of 12th

graders make this association. The tendency is very similar for the

concept Dirty - associated with Africa by 35% of 7th graders and less

than 25% of twelfth graders - associated with Asia by less than 25% of

7th graders and 39% of 12th graders. StereotypesOf poverty appear to

become associated with the poor continents. It is clear from this

and other data that negative associations to both Africa and Asia are

frequent, and that Asia is faring little better with regard to affec-

tive tone than is Africa. The image of South America is not dissimilar.

The Middle East had few concepts tailored to it, but it is also

interesting that it is for twelfth graders more a locale of Deserts,

replacing Africa at least for some students.

The three major developed areas are interesting to contrast as

well. Russia has a clearly negative image (little surprise from all

other data) and its negativeness has a particularly political charac-

ter (Dictatorship, and for twelfth graders Socialism). It is interest-

ing to note the change in association of Socialism between the 7th

and 12th graders. Slightly more than 40% of 7th graders associated

Socialism with North America fewer than 25% of 12th graders did so.

Fewer than 25% of 7th graders associated Socialism with Russia; nearly

60% of twelfth graders did. This is clearly a result of increasing
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sophistication,not increasing stereotype for the 12th graders.

These findings, along with some other similar concept switches
(from the appropriateness of oil for North America in 7th grade to
Middle East in 12th grade) suggest that at least some of the content
and conceptual part of the curriculum is forming accurate stereotypes,
i.e. oil is more likely to be found in the Middle East than North
America and Socialism in Russia more clearly than North America.

One of the reasons for the detail here with respect to these data
is the fascinating and creative nature of the instrument used and the
representativeness and size of the sample tested. The data deserve
analysis from a variety of perspectives, only one of which has been taken

here.

Lambert and Klineberg Study

All social scientific inquiry confronts a problem of cultural bias,

and there is good reason to expect that in the case of socialization

research the problem of culturally bounded findings and limited generali-

zations is particularly acute. (See Delin, 1965) There is no complete

answer to this problem, but comparative cross-national studies provide

one important means of reducing the eff($cts of cultural bias. Moreover,

the mapping of cross-national differences and similarities in the con-

tent and process of international socialization constitutes in its own

right a very important domain of research. There is a slowly accumu-

lating body of comparative research on national political socializa-
tion,10 but with the exception of one study of war cited in the fol-
lowing section, to our knowledge there is only one large-scale cross-
national study of children's international orientttions.11This is the
Lambert and Klineberg (1967) study of stereotyping and national attitudes.

In reviewing the sources of their interest they cited four types

of research in adult stereotyping. The first type is checklist research
which uses the number of adjectives which college students check as
descriptive of other nations. A second type of study has dealt with
collective stereotypes by analyzing the content of mass media in their

presentation of different racial and ethnic groups. The third, type

was most clearly represented in The Authoritarian Personality, as a

predecessor of many other studies investigating the personality con-
comitants of a tendency to be ethnocentric or stereotyped in one's

thinking. The fourth type was the experimental situation exemplified
by the work of Sherif.

Lambert and Klineberg used a structured interview schedule, with
3,300 children at three age levels (6, 10, and 14 years), from 11 parts

of the world. The material gathered in the U. S. was gathered in
Watertown, Massachusetts and included both boys and girls from the

upper, middle and working classes. The following are conclusions from

the author's profile of the responses of American children. Children

in the U. S. do not think of themselves primarily in terms of national

background. This was inferred from answers to the first question in

the interview schedule, "What are you?" Less than 10 percent of the
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4;0

children in Watertown referred to themselves as "American" or as being
from New England. The most popular response was to say that they were a
girl or boy. When these children were asked for adjectives to describe
their national group, they placed special emphasis on "wealthy" and
"free." This was in contrast to other countries, such as Japan, in which
children frequently referred to themselves as "bad." and "poor." Children
were also asked what nationality they would wish to be if they were not
American. Most said they would not wish to be of any other nationality;
particularly, they disclaimed any desire to be Russian because of
"aggressive" people there and because of political domination. Mention
of Russia as an undesirable place to live increased with age in all
nations except Germany. American children would not have preferred to
be African either because of perceived cultural and environmental back-
wardness of African nations. China was frequently mentioned as unde-
sirable though a smaller number of 10 and 14 year olds mention it than
6 year olds. Among the foreign nations tested there were interesting
clusters in reasons for choosing to be of another nationality; some
stressed wealth of desirable countries, others peacefulness, still others
culture.

Among the most important questions were those to determine whether
children perceived a country as similar to or different from their own;
children were also asked in what ways the countries were similar or
different. The groups which were perceived by American children of all
ages as predominantly different were Chinese, Indians from India, Negroes
from Africa, and Russians. Younger children tended either to give no
response or to determine similarity or difference on the basis of cloth-
ing, physical characteristics, and language. Ten year old children of-
ten referred to habits and material possessions, while political charac-
teristics and habits were the predominant focus of 14 year olds. Ameri-
cans were considered by a relatively large proportion of children of
all foreign groups except Bantu to be like themselves; in certain coun-
tries there was also a substantial group who considered Americans "not
like us."

American children stood out from the other groups in the degree of
their liking for people of different countries, particularly as this
liking was not directly correlated with similarity. In other words,
American children seemed to express interest and liking for people who
were dissimilar from themselves as well as for those who were perceived
as similar. This was in contrast with other countries in which testing
was conducted.

The social class differences are quite interesting; lower class
children in several countries (including the U. S.) were likely to view
foreign peoples as similar but to express dislike for them. The authors
suggest that "lower class children express dissatisfaction with their
own lower class status by disliking foreign people in the same social
status as their own. In contrast, middle class children...may be in-
trigued by the exotic differences of foreign peoples and therefore
express affection for them." (Lambert and Klineberg, 1967, p.156)

In indicating the sources of their information about foreign
peoples, American 6 year olds reported T.V. and movies particularly
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rrecuo! lv and parents somewhat less often). Ten and 14 year olds
added boo:s, courses, texts and maPazines. Parents were more important
informalional soi.lr,:es for the young children in other countries. The
auLlors felt they had insufficient information to do more than speculate
about the effect of different information sources on the child.

Certain of the material which Lambert and Klineberg present on the
stereotyping nrocess, on the ways in which similarity and difference are
defined, on the existence of stereotyped responses, and on age differences
in feelings about foreign neople are relevant. For our interest, some of
the clearest results came from the total group including children from all
countries. Early in the book, the following quotation appears: "Children
in certain cultural settings consider themselves as minority or majority
members of a world community." (Lambert & Klineberg, 1966, D. VII). It

might be added that children in many parts of the world consider certain
Particular other groups as minority members of the world community. In

particular, the Chinese and African Negroes were considered by children
in many countries to oe "not like us." The qualities which children
in the total group used, to determine similarity and differences were
common or uncommon historical roots, geographic proximity or distance,
similar or dissimilar customs and language. In other words these are
the dimensions along which they found that children contrast themselves
with other countries; these are the qualities of other countries which
are retained from the massive information available to children about
these countries. The authors also sugges., this by looking at the child's
stereotype of his own country. The perception of, similarity between
countries requires more ability to generalize than does consciousness
of the difference between countries or groups because it involves Dlacing
one or more objects under the same category. Conceptual categorization
is known to be a characteristic of cognitive development. In contrast,
differences between countries can be perceived with less conceptual equip-
ment, These authors suggest a better method which they did not use out
wh;ch might oe an appropriate one to assess these matters. Children
would be asked to consider 3 nations one of them their own, and to tell
which two nations are most alike and why.

A very important part of the results on similarity was their linkage
of children's perceptions of nations as similar or dissimilar and the
child's reported affection for these nations. In certain countries, only
nations perceived as similar were nations to which children expressed
any positive attitude or feeling. Children from United States, however,
stood first or second at all age levels in their liking for foreign per-
sons who were seen as dissimilar. The United States also scored rela-
tively low on an ethnocentrism scale, They concluded that children in
the United States, particularly those of about ten years of age, are
particularly receptive to approaches to foreign people and are interested
in people who are dissimilar as well as those who are similar. They
point out also that by the age of fourteen, the children appear somewhat
less open to positive views of foreign nations and relate this to the
growing teenage concern with conformity and with attitudes as a method
of reference group solidarity.

Another major contribution of this study was to point out the

181



stereotyping which occurs in children's attitudes. Tn fact, the most
genera/ conlusion of th book was that stereotyping probably begins by
the age of 6 as the child views his own country, not as he views other
countries and people.

Since the child's own group is repeatedly compared with other
groups, it becomes, we presume, the focal point of developing
conceptions, as its salient characteristics are magnified and
stereotyped. We make this inference from our finding that the
first signs of stereotyped thinking turned up in the descrip-
tion children gave of their own gvoup rather than of foreign
people; even ab the six year age level many different national
groups of children made over-generalized statements about the
personality traits of their own group at the same time as they
desuribed foreign peoples in more factual objective terms.
Thus, the stereotyping process itself appears to get its start
in the early conceptions children develop of their own group,
and it is only much later, from ten years of age and on, that
children start stereotyping foreign people. ( Lambert and Kline-
berg, pp. 223-224.)

The author attributes this in part to the older child's use of
more subtle ways of characterizing other groups which are, one must
assume, more subject to stereotyped notions. These authors inferred
stereotype thinking from several types of data, among them what they
call descriptive diversity or the tendency for children's free re-
Tams to cluster within a few general categories. Some of the dis-
tinctions which they make within this diverse characterization are
confusing. They characterized separately the diversity of evaluation
(that is, the number of different ways in which some one said that a
country was good or bad) and the diversity of nonevaluative material.
This was further confused by the fact that the two types of diversity
were differentially related to certain other characteristics. Coun-
tries which were liked were generally seen by children in restrictive
evaluation terms and diverse content terms. From this the authors
attempt to infer whether information precedes attitudes or attitudes
precede information without much explanatory success. American chil-
dren in general ranked as lacking in diverse evaluation: that is,
they would say, "they are kind," but would be highly diversed in their
content descriptions, The one exception was that American children
were notably lacking in diverse information in their description of
Africar, Negroes.

These authors used extensively two theoretical and experimental
studies of the development of nationalism and prejudice to help in the
interpretation of their descriptive data. They reviewed Piaget's
suggestions that the young child assumes that the attitudes arising
in his situation are the only possible ones - an egocentric approach.
Only later in childhood does he acquire the understanding, for exam-
ple, that he would be foreign if he visited another country and that
others from different countries have different loyalties than his own.
The authors do stress, however, the similarities of their findings to
Piaget's idea that attitudes towards other countries may be derived
vicariously and unsystematically from various information sources.
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They also cite the work of Morse and Allport (1)52) who found tnat exan:-
gerated loyalty to one's own go up or country and the identification of
one's self with the national interest
prejudice. However, this was a study of adults, not children. Lambert
and Klineberg also found what they call a general ingroup-outgroup
feeling among certain of their respondents, but do not specify how these
data are related to prejudice.

Dennis Study

In a cross-national study with relevance primarily for understanding
children's interpretation of cultural differences, Dennis (1966) studied
drawings of men done by eleven, twelve, and thirteen year olds from the
United States, Mexico and European, Middle Eastern and Asian countries.
He proposed that their drawings reflect their positive social and cul-
tural values.

Moat of the drawings examined depicted modern man in Western dress.
Even children of areas where native or traditional dress was predominant,
such as children of Sudan and of a Japanese village, Navaho Indians and
ultra-conservative Brooklyn Jewish offspring, drew men wearing modern
clothing. Dennis interprets this as an indication or the youngsters'
preference for modern life and predicts cultural change among these
ethnic groups.

Caucasian children from North America, Europe and the Middle East
seldom drew men of races other than their own; Chinese and Japanese
children's drawings displayed Oriental features. American. Negro young-
sters, however, rarely drew Negroes. Dennis cites Myrdal (1944) to
suggest that the American Negro disapproves of his own facial features,
and adds that the Negro values highly the white's social position. The
same holds true for the majority of th^ drawings by Sudanese Negroes
which also represented white men.

Dennis also examined the drawings for such content as masculinity,
work and religion. In the United Ptates white Christians, Jews, Negroes
and Navahos all hold a relatively uniform set of American cultural
values. In contrast, Mexican Indians have made no comparable identifi-
cation and are unsure of their social goals and group values. The
Middle Eastern groups seem oriented toward European goals but have not
fully accepted them.

Summary

The studies reported in this section are highly diverse in one
respect and considerably lacking in diversity in another respect. They
all make the assumption that the nation-state (one',s own and others)
is the major relevant attitude object. The scarcity of material for
inclusion in the next section (on attitudes toward the UN) is further
evidence of this pervasive bias. Studies in many countries and with
varying focuses suggest that the perceived polarity of the United
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States and Russia is linked to several aspects of the child's perception
of the international world and that this attitude is formed at a very
early age.

The studies of stereotyping are also rather discouraging (though
for different reasons). The actual meaning of stereotype, a defensible
measure for it, and the degree to which the concept is valuable in
understanding how a child is restricted in dealing with the vast scope
of the international world are unclear. Perhaps, given the nation-state
system with its requirements of national allegiance, some stereotypes
are the best adjustment we can expect from a child who has such a mass
of information to cope with. To discard stereotypes in all forms mi,ght
require rearing children practically from birth to appreciate diversity
and to value some form of international loyalty.

Research on Pre-Adults' Attitudes Toward the U.N.

In addition to studies of children's orientations toward their owa
and other countries, there is some research focusinp upon the develop-
ment of children's orientations toward the United Nations.

In the Hess and Torney nationwide study, children were asked to
indicate whether the United States or the United Nations made the
greater contribution to world peace. At grade 2, only 14% of the
children chose the United Nations as contributing more than the United
States to preventing war. At grade 8, 87% of the children chose the
United Nations. The most striking age trends in the attitude occurred
before grade 6. (See Hess and Torney, 1967, Table 3).

The United Nations also was included in the nationwide question-
naire as one of a list of issues. The child was to indicate whether
he had talked about each problem and, if so, whether he had taken sides.
There was, as with all the issues, a clear increase with age in the
percentage of children saying that they had discussed and taken sides
in their discussion. The United Nations ranked second (the Space Race
was first) in the percentage of children who reported having discussed
it. "Giving money to other countries" was also of interest as an issue
but to a somewhat lesser degree.

Approximately 70% of the children in the Hess-Torney pilot study
felt that the U.N. does a good job in preventing wars. As far as sug-
gesting changes in the U.N. about 45% of the children believed the U.S.
ought to do more to support the U.N. while only 35% advocated the U.N.
having more power over member countries. (See Table D-1)

Targ, in the study cited above, also examined children's beliefs
about the United Nations. Comparing beliefs about membership with
beliefs about functions, he found that children evidenced somewhat
more awareness of the function of the organization than of facts about
the proportion of the countries of the world who are members. The func-
tioning of international organizations appears to be more understandable
than are facts about organizational structure and membership, perhaps
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Table D-1

Beliefs about United. Nations
(Pilot Data)

The United Nations does a good job in preventing wars:

Grades Yes DK

4 62% 25%

6 78

NO

13%

11

8 81 10 9

Our country ought to help the United Nations a lot more than we do now.

Grades Yes DK NO

4 44% 3% 25%

6 50 20 29

8 44 18 38

The United Nations should have power over all the countries that are
members of it.

Grades Yes DK NO

4 33% 25% 41%

6 32 19 50

8 37 14 49

Data to be published in Torney and Hess (in preparation)
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because the child generalizes childhood social experience.

Although relatively extensive information has been collected from
adults concerning their attitudes toward the U. N., with the exception
of passing references to other studies cited here (Lawson, 1963) little
material has been reported on children.

Research on Pre-Adult Orientations Toward Titer -Group Relations
Within the International System - War & Peace

Cooper Study

With the exception of studies of children's attitudes toward war,
very little research has been done on the development of pre-adult
images of inter-group relations and social processes within interna-
tional society. Within the past five years three studies done in
countries other than the U.S. have made vast strides in this area.

Cooper (1965) utilized Piaget's theoretical framework in an
effort to trace the developing orientations of more than 300 English
and 113 Japanese children toward war and peace. On an open-ended
written questionnaire, children were told to write down whatever came
into their minds about the words "war" and "peace." Other questions
dealt with the causes of World War II, the justification for war, and
the personal circumstances in which the child would go to war. Some

tape-recorded interviews were also utilized. The children queried
were from age groups 7-8, 10-12 and 14-16, and were all of relatively
high intelligence.

In the case of war - Cooper found that in English children coher-
ent responses to questions about war began around age 6 or 7, and that
by age 7 or 8 war was clearly defined. Initial responses by the young
related to the concrete objects of war such as airplanes, guns and
ships (and to a lesser degree soldiers, sailors and countries). In-

creasingly with age, Cooper stated, these object images were displaced
in favor of a recognition of the actions and consequences of war -
fighting, killing, dying.

The concept of peace among English children, Cooper, found, lagged
behind war in its development. Four distinct meanings were discovered
by the author: peace as (1) inactivity, freedom from stimuli, tran-
quility, relaxation; (2) respite and an end to hostile activity - no
war; (3) sociable activity, friendship; (4) reconciliation from war,
the means of avoiding war and the sustaining of international good
will. The prevalence of the first meaning (which Cooper referred to
as the "personal" meaning of peace) - inactivity, tranquility, etc. -
increased with age until 12 and then declined markedly. Viewing peace
as reconciliation tended to increase with age but this orientation was
mentioned less than any other.

The image of peace seems dominated by the inactive and personal
considerations of Quiet and Silence although there is some understanding
of Peace as an international movement. In all events, the idea of
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"Peace" to these English children scarcely represents a vigorous drive
toward international cooperation but rather corresponds to a state of
mind of "inner peace." (1965, p. 5)

Concerning World War II, Cooper asked the English respondents to
judge whether Japan and England were right in going to war. The older
children, fourteen to sixteen, most often attributed wrongness to Japan
and rightness to England suggesting that for these teenagers only a
finite amount of morality exists for distribution among the conflicting
parties. Younger children were less likely to relate the actions of
the two countries.

When English children were asked why England and Japan partici-
pated in the W'ar, three categories of reasons were noted: (1) defense
of country; (2) friendship and honor; and (3) aggressive attack.
Increasingly with age, the children saw Japanese participation as
emanating from reasons of national pride, feelings of inferiority,
and a desire to expand while England's participation was seen as self
defensive. Along with the increasing acceptance of the defense-of-
country rationale for England's participation in World War II, by ace
there was a growing justification for war by nation-states in general.
While 70 percent of the 8 year olds queried felt that no justifications
for war existed, only 10 percent of the fifteen year olds held this
position.

The 15 year olds are firm in their belief that war is
justified to punish an aggressor in order to demonstrate
to him his immorality, and as we have seen, the moral
judgment presents little difficulty. (1965, p.6).

Cooper suggests that the inculcation of patriotism becomes effec-
tive by ages 9 or 10 and that children begin to develop a "patriotic
filter" which screens out negative images of the home country and induces
the "we"-"they" dichotomy. From a casual perusal of history and geo-
graphy materials from which the children were taught, Cooper suggests
it was evident that the classroom reinforced the patriotic filter.

Table E-1 presents data on the reasons for which the English
children would go to war. The older children, it appears, differen-
tiate between situations when allies and trade are in danger (where
war could be unjustified) and when country and family are in danger
(where war could be likely). The children were asked to rate each of
the four categories on a 0-10 scale: 0 (positively would not go to
war); 5 (not sure); 10,(definite1y would go to war).

Table E-1
Provocaility ratings (0=102, 10=high)

Mean Rating
aze in years Trade U.S.A. Country Family

7-8 years (n=27) 6.5 8.0 7.0 8.5
10-12 " (n=46) 3.0 6.0 8.0 9.0
14-16 " (n=20) 4.0 3.5 9.5 8.0
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Relating necessity of war to age groups, Cooper found the younger
children believing that wars need not develop - that there is nothing
in human nature driving man to war.

The eight year old confidently rejected the necessity of War
on the t6rounds of the danger of physical hurt. He places his
faith in a Policy of Deterrence. A War of conflict is unlikely
provided that each party is well aware of his weakness or
strength and whether he will win or lose, hence peaceful co-
existence is in the nature of things. The child is clearly
referring to his own social order. The order can be disturbed
by "bullies," by ignorance of the order, and by a change in the
order with age. The child appears to be implicitly familiar
with rank-disequilibrium as a source of aggression. ( 1965, p.6).

The older children, 14-16, made explicit assumptions about human
nature - that man is capable of good and evil and the evil motivations
in man's nature make war highly likely.

In terms of expectations of war and expectations as to its effects,
many children under twelve predicted a nuclear war within fifteen years
while a majority of those over twelve felt that wars would never occur.
A steep decline was evidenced in the children's expectations of them-
selves and their friends living through a nuclear war, although the
older children were more convinced of their own survival than that of
their friends. This was linked by the author with various develop-
mental stages.

Sex differences were along expected lines. Girls were less likely
to focus on weapons, less likely to support England at Japan's expense,
less likely to believe war is justified, and more likely to conceive of
peace as a protest to war.

Although Cooper found basic developmental similarities between Eng-
lish and Japanese children, some variations were noted. The Japanese
children evidenced more concrete concern for objects of war, and main-
tained these until age 14. The older Japanese children were more aware
of current events and international relations than their counterparts,
and were more internationally minded and less concerned with fighting,
killing and dying, and with the effects o' war. These older children
also expressed more anti-war postures than the English.

In terms of peace, the Japanese children conceived of it as socia-
bility in the early years; in later years the ideas of respite and
reconciliation became more important, (along with peace symbols like'
the dove). In general then, the Japanese children evidenced more pro-
test toward war, and more international mindedness in conceptions of
peace.

Analyzing his data, Cooper develops several descriptive hypotheses
for future study. (1) Children learn games and competitive norms of play
early in their lives using concepts like cheat, bully, and courage which
are then applied to reasoning about war. In this context nuclear and
conventional wars are seen in the same light. (2) Wars begin to lose
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their closeness and become part of history books (about age 9). (3) Hos-
tile patriotism develops out of an awareness of protective defense and
the need to punish attack (about age 9). (4) With developing cognitive
skills, usually at the teenage level, war is related to conceptions of
human psychology based upon hostile instinctual drives. (5) The older
children deny the potential for physical hazards to themselves via
warfare because they lack experience and imagination as to fighting
and killing.( 6) Finally, in the image-y and experience of children a
linkage exists between personal, social, and international conflict
but with an accompaniment of increasing justification for war (which
Cooper calls the Schema of Conflict).

The various ways in which Cooper presents his theories and stages
are quite consistent with Piaget's general ideas about development.
Early stages are egocentric and dependent upon concrete reasoning.
Internalization of play is important, and the cognitive propositional
skills of the teenager perform a vital role in understanding his more
complete conception.

Alvik Study

The major focus of Cooper's article is to develop a model for
understanding the child's schema of conflict which is similar to the
type of model proposed by Piaget, as well as to present data (leading
to hypotheses) about the actual form and content of this understanding
with implications for this schema. Following the Cooper article Alvik
(1967) reported a study of similar design, using Norwegian children,
with some of the same aims but a slightly different emphasis. It
should be noted that this is a complex study which cannot be easily
summarized. He begins with a review of previous studies (including
Escalona, 1963; Geddie and Hildreth 1944; Jersild and Meigs 1943;
and Preston, 1942 which are not further considered in "this edition"
of this review). He summarizes the conclusions of these studies
citing the variables found to be important by investigators at dif-
ferent times and places and using different methods: age - the ages
11-13 being an important dividing line in the course of development;
sex; intellectual level; socio-economic background as it determines
the milieu to which the child is exposed. He concludes from his re-
view also that children seem to have fewer ideas connected with the
notion of peace than with the notion of war; finally, in this review
he concludeE, that Cooper's line of reasoning indicates how one may
disentangle the various factors underlying development in order to
explain how age and socioeconomic background relate to the develop-
ment of the concepts of war and peace.

In particular Alvik is interested in the relationship between the
child's general ability to relate multiple perspectives in the logical
sense (according to Piaget's definition) and his ability to relate
multiple perspectives with respect to conflict and conflict prevention.
He makes a particularly interesting case for the use of Piaget's con-
cept of "horizontal decalage.4
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The concept of horizontal decalage represents the fact that,
whereas it may be useful to think of an individual as being
generally characterized by a given cognitive structure, he will
not necessarily be able to perform within that structure for
all tasks. Task contents do differ in the extent to which
they resist and inhibit the application of cognitive structures.
This is a fact which a stage theory must reckon with, however
much it may lend a certain equivocality to statements like
'Individual A is in stage X'. In brief, the existence of
horizontal decalage seems to point up a certain heterogeneity
where only homogeneity might have been suspected. (Flavell,

1963, p. 23)

Decalage may be of particular importance with respect to concepts
of war and peace since as entities they are at present quite remote
from the child's general sphere of interest. This results in the fact
that growing structures of intelligence h.ore not yet been applied to

them. Adults often do not capitalize upon the child's growing intel-
lectual capacity by informing him about what lies at the bottom of
conflict conditions on the personal as well as the intergroup level.
Decalage is particularly crucial in understanding the peace concept of
children. Alvik's interest is more in checking theoretical reasoning
such as this than it is in generalizing from his sample to the content
of attitudes in any population.

The testing included 8, 10 and 12 year old Norwegians of varied
socioeconomic status. Assessment included: an interview similar to
Cooper's on peace and war (eliminating questions on nuclear war and
adopting an oral rather than written response, format); two Piaget
tasks to test the child's development of reciprocal reasoning; and
questions to assess the level of moral judgment (particularly reci-

procity). Children were also asked to draw pictures of war and peace.
Fifty-eight children of high socioeconomic status and fifty-six of
low socioeconomic status were tested.

With respect to utilization of sources of information about war
and peace, T.V. was cited, as the most important source. The author
found greater utilization of parents by higher status children (as

expected) and otherwise no difference. He speculates that information
coming from sources other than parents centers around more concrete
aspects of war. When ongoing conflict is viewed at all in a recipro-
cal framework and not from the point of view of one side, this is usu-
ally on a high verbal level that requires parents to serve as "deci-

pherers of information."

Alvik reports some differences in types of associations given by
his subjects to war (when compared with Cooper's group), although his

presentation is a little difficult on this point. He concluded that

"while the war concept can be said to appear miner similar in the
two investigations it looks as if the peace concept is more culturally

determined." p. 180) In general, over both peace and war

concepts, the developmental or age related changes were less pronounced
in the Norwegian than in the English data particularly with regard to
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concrete aspects of war - a finding which may also be influenced by
the narrower range of ages tested in Norway.

Ability to perfJrm reciprocal reasoning was correlated somewhat
more highly with Concrete Aspects of War and with Passive Conception
of Peace than was age with either of these conceptions (though these
correlations were in the .25 range). He reported correlations be,
tlwal age and Active Conception of Peace (.56) and Ability at Recipro-
cal Reasoning and Active Conception of Peace (.41). He uses the
decalage concept in discussing children's limited intellectual capa-
cities to comprehend abstract aspects of peace.

Socioeconomic status was related to an understanding of peace and
war. The author did some analysis of the interaction of socioecono-
mic class and reciprocal reasoning, finding that the higher the reci-
procal reasoning the greater the difference between subjects of high
and low socioeconomic status. High socioeconomic status children did
not necessarily have more active peace concepts. Others of his con-
clusions seem somewhat biased by the alternative nature of the ab-
stract-concrete responses, i.e., a child who gave a concrete response
could not simultaneously give an abstract one. Few consistent rela-
tionships were noted when moral judgments as a whole were correlated
with moral judgments of war. A high degree of equity in moral judg-
ment was related to seeing war as right under certain conditions and
there was a relationship between socioeconomic level and age and the
rightness of war questions. These data led him to conclude that "Ap-
parently, level of formal operational thinking as well as the wider
perspective, possibly encouraged by contact with educated parents,
play a role in the moral judgment of war." (Alvik, 1967, p. 186)

He emphasizes the reasoning ability and knowledge from particular
sources throughout the article. He also points out that moral judg-
ment of war with respect to whether both parties are right, both
wrong, or one right and one wrong (in both possible combinations)
looks much like Cooper's data, leading him to conclude that "the
moral judgment of war may be related to generally increasing ability
of reciprocal reasoning; the parties appear as more symmetrical."
(Alvik, 1967, p. 187)

His general conclusion is the following:

...rather than applaudin undertakings such as children's
selling UN emblems or depicting more or less stereotyped
portrayals of people from remote cultures or epochs, we
should recommend parents and teachers continuously to help
the children to analyze any conflict situation in terms of
values fought for, and in terms of what can specifically
be done to prevent a conflict or to solve undertakings which
deliberately train functions, rather than rely upon the power
of words alone. To inform children about war as a conflict
situation and peace as SOO a pattern of active cooperation.
(Alvik,'1967, p. 189)

191



Rosell Study

Rosell (1968) studied developmental patterns of children's views of
war and peace in a sociological framework. He considered the developmen-
tal patterns to be the result of socialization - the learning of social
roles.

His sample included 200 Swedish boys and girls aged 8, 11 and 14.
The children represented upper, middle and lower classes. The interview
instrument used by Rosell was very much like those of Cooper and Alvik,
his intention being to compare his results with theirs and add some
more general points about; socialization.

Rosell used Cooper's open-ended questions to determine the aspects
of war and peace that children perceive. "War-processes" and "conse-
quences"were the dimensions most often mentioned by the subjects when
they were asked what comes to mind with the word "war." "Processes"
correlated negatively with age and"consequences" correlated positively
- a finding congruent with Cooper's research. Rosell offers the inter-

pretation that the trends result from the changes in society's expecta-
tions as the child grows older. Some relationship was found between
these dimensions and sex, girls mentioning more about consequences and
less about war-processes than boys.

In the children's definitions of war, perception of consequences
was negatively correlated with age, as was war-processes; in this ques-
tion the recognition of conflict, barely mentioned in the association
question, was positively correlated with age. Accepting Piaget's
theory of intellectual development and assuming that ability to perceive
conflict behind war depends upon the capability of reciprocal reasoning,
Rosell suggests that perception of conflict is dependent upon intellec-
tual development rather than upon socialization. (1968 Roselle.)

In regard to perceptions of peace, Rosell found, as did Cooper and
Alvik, that children have fewer associations with peace than with war.
His subjects did not make much mention of positive aspects of peace -
peace as an international process of cooperation - but perceived instead,
only the absence of war. According to developmental theory it might be
expected that as they enter the formal operational stage and become
capable of reciprocal reasoning around age 13, children would begin to
perceive peace as a process instead of as the absence of activity. Ro-
sell explains the contrary findings - no appreciable mention of posi-
tive peace even in the older children - as a phenomenon of decalage
where social expectations with regard to peace are too elementary for
children at these age levels, resulting in their failure to proceed
into formal operations from concrete operations.

The will to defend things like family, friends and country is the
result of general socialization occurring earlier than the 8-14 age
interval, at a time when children learn to consider certain things as
valuable and important. Rosell found this to be true in his sample
where his subjects at each age level had consistently high willingness
to defend their social groups. (See Table E-2). Sex differences occur,
but the boys were not always higher than girls for this trait (as might
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be expected). The 8 year old boys were more willing than girls to de-
fend especially their country, but this difference decreased by age 14.
The fact that girls were found to be more willing to defend their fami-
lies is in accordance with the thesis that girls are primary-group-ori-
ented. Rosell attributes the difference between the sexes to general
types of behavior, like children's games, which are conditioned by sex
role. The will to defend may also be dependent on children's level of
activity, boys being more active. Another interpretation Rosell offers
is that younger children perceive the role of defender as particularistic,
belonging to men, while older children perceive it as universalistic,
expected of both men and women.

Rosell did not find any relation between the dimensions dealt with
and social class. He suggests that this lack of correlation may be due
to the particular population sampled, to the examination of behavior
socialized by universal social norms rather than of traditional poli-
tical behavior, or to the possibility that children's political be-
havior at these ages is actually not highly dependent on their social
backgrounds.

With respect to sources of information, the mass media was espe-
cially important at all age levels and the family least important.
Friends became increasingly important with age.

Table E-2

Willingness to go to war to defend
Family, Friends, and Sweden by age and sex.

Age
8 11 14

Sex Boy Girl Boy Girl Boy Girl

Family 89 77 93 85 89 86
Friends 89 73 82 64 82 77
Sweden 96 70 85 64 87 74

Rokeach Study

In the context of an ongoing project concerning the value system,
Rokeach (of Michigan State University) has provided some unpublished
data which are of particular interest. Using a preliminary form of
Rokeach's Value Survey, Bivins and Rokeach gathered rankings of 12 values
from approximately 65 students at each of four grade levels - 5th, 7th,
9th and 11th. Each individual had to rank the values: A Comfortable
Life, A World of Peace, A World of Beauty, Equality, Freedom, Friendship,
National Defense, Personal Security, Respect from Others, Salvation,
Self±- Fulfillment, and Wisdom, given the following instructions - "arrange
them in order of importance to YOU as guiding principles in YOUR life."
Table E-3 presents the median rank order of the values of children in

193



each grade.

Table E -3

Median Rank Order of Rokeach Values

Grade 5 Grade 7 Grade 9 Grade 11
N=69 N-75 N=59 N=67

Median Rank Med. Rk. Med. Rk. Med. Rk.

A World at Peace 2.06 2.14 2.56
National Defense 7.11 7.38 7.65

4.40
10.53

The highest median rank for grades 5,71 9 children was attained by the
value A World at Peace (no median rank was closer to the top of the list
than 2.06, 2.14, etc.). For grade 11 children Freedom received the
highest median rank with A World at Peace second. The median rank of
National Defense places it as the 8th most important, the 6th most impor-
tant, the 9th most important, and the least important of the twelve val-
ues at the 5th, 7th, 9th, and 11th grades respectively.

Corroborating data has been provided for a group of 1095 9th grade
students by Martin Miller (also at Michigan State) using a later form
of the Rokeach Value Survey with similar instructions. In this form
there are 18 values. Once again World at Peace is by far the most
important value with a mean rank of 4.48 (out of 18). Forty percent
of the students ranked this as either the most important or the second
most important value. The mean rank for National Security (Protection
from Attack) was 10.09 with only about 2% of the students classifying
it as the most important or second most important value and approxi-
mately 12% classifying it as the least important or next-to least impor-
tant value (out of 18).

Data from Rokeach (unpublished) collected from adults suggests that
this placement of values in children corresponds closely with the rank-
ing in adults. This suggests that in dealing with ultimate (or what
Rokeach calls terminal) values the avoidance of conflict, particularly
in the world as a whole, is by grade 5 (and continuing into adulthood)
one of the most important values held -- clearly more important than
national defense.

Allerhand Study

Allerhand (1965) reports on recent investigations into children's
reactions to societal situations which have the potential for crisis.
That children are aware of societal crises, the cold war in particular,
is evident in the results of investigations carried out by Escalona
(1963) which indicate that a good majority of adolescents mention the
issue of war and peace when they consider the world of the future.
Parents reported on a questionnaire administered by Allerhand and COPE
(Committee on Psychological Effects of Nuclear Age) that their elemen-
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tary school age children do make reference to nuclear war subjects such
as shelters.

Having established that children are, in fact, aware of the nuclear
threat, Allerhand considers their methods of dealing with this aware-
ness. The COPE study revealed that children reacted to the threat by
seeking facts. Also, the children displayed more concern for their own
self-protection than they did for the needs of others. Other researchers
have reported conflicting attitudes concerning the possibility of future
war. Because Allerhand contends that there will probably be a war in
the future, he interprets the large number of negative responses as an
indication of the denial of the reality of the nuclear threat.

According to developmental theory, the resolution of survival needs
is associated with the recognition of more personally distant social
experiences. Escalona supported this by reporting that upper-, middle-
and lower -class children mention progressively less frequently the
possibility of future war. Allerhand however, points out that the
majority of people have not sufficiently resolved their survival needs,
and thus the majority of people do not perceive reality in an intelli-
gent and flexible manner.

Allerhand proposes the following genralizations drawn from chil-
dren's reactions to the cold war situation: feeling anxiety, children
look for support and controls but find their parents inadequate because
they, too, are experiencing the great rapidity of social and techno-
logical change. The confrontation with this emotional void pushes the
children into a state of, greater anxiety with lowered adaptive behavior
and effectiveness in coping with external circumstances. Some children,
particularly those who are younger, academically unsuccessful or socio-
economically starved, reveal a lowered awareness to factors beyond
their daily living situation. Unable to turn to adults for stabiliza-
tion, the children turn to anything available, usually an impersonal
source such as television.

Targ Study

Targ (1967) also examined children's orientations to war. He
found that children increasingly with age and grade level saw war as
legal. Twenty percent of the fourth graders sampled said war was
legal; 41 percent of the fifth graders said it was legal; and 55 per-
cent of the sixth graders agreed. Coupled with the increasing belief
that war was legal was a constant evaluation of war as bad (92%, 89%,
92%) and war as cruel (94%, 90%, 87%) across grades.

Targ hypothesized that the coupling of negative effect with
increasing belief as to its legality represents an inculcation into
children of the cold war dialogue and the "realistic" political theo-
ries represented by international relations scholars such as Hans
Morgenthau (1960). The concepts of the Just War, the balance of
power, and the aggressiveness of man appear to be part of the western
cultural baggage, as evidenced by both Cooper and Targ.
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It has been hypothesized by Greenstein (1965) and others that chil-
dren increasingly become cynical and pessimistic in their predictive
imagery as they get older. Increasing inculcation of the cold war dia-
logue, the political realism school of international relations embedded

in American culture, and adult cynicism4,serve to shape the developing

perspective of the child.

Targ asked his fourth, fifth, and sixth grade participants if they

felt a war would come that would destroy the whole world. Twenty percent

of the fourth graders answered affirmatively, as did 25 percent of the 5th

graders and 38 percent of the sixth graders (a slight reversal of Coo-

per's trend). When asked if the cold war would continue, 17 percent of

the fourth graders, 31 percent of the fifth graders, and 33 percent of

the sixth graders agreed. About one-haIf if each class felt that the
major participants in the cold war - Russia, China, and the United

States - would not agree to disarm in the future.

Summary

Attitudes toward war have interested several highly competent
investigators. Children's orientations toward processes like war seem
to have more coherent links with other types of cognitive ability than

appectrs to be the case with other international attitudes. This (along

with the interestin:): variety 'measurements used) suggests several

very fruitful lines of inquiry for the future (including replications
in countries like the U. S. of the Cooper-Alvik-Rosell material).

Agents of International Socialization -
Parents and Generational Change

The problem of separating the effects of school, family, mass media

and peer association, even in the more narrowly conceived range of
national political socialization, is an issue of considerable interest
to many and an area of disagreement.

Helfant Study

Helfant (1952) investigated the source and determination of adoles-
cents' socio-political attitudes, beginning with the assumption that
these attitudes are the result of a complex interweaving of personality
and social factors, social factors being more important. He sought to

make a comparison of two relationships: "(a) the relationship between

a particular social factor (parents' socio-political attitudes) and
adolescents' socio-political attitudes; and (b) the relationship be-

teen a particular personality factor (adolescents' personal feelings of
outwardly-directed hostility) and adolescents' socio-political attitudes."

(Helfant, 1952, p. 1) The following hypotheses were presented:

"1. Adolescents' attitudes toward Russia, international relations,
and war are significantly related to:
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a. Th-, attitudes of the adolescents' parents on the same topics.
b. Tbo, adolescents' personal feelings of outwardly-directed

hostility.
2. Adolescents' attitudes toward Russia, international relations,

and war are more closely related to the attitudes of the adoles-
cents' parents on the same topics than to the adolescents'
personal feelings of outwardly-directed hostility."

A group of 166 New Jersey high school seniors served as subjects.
A battery of attitude scales and personality and intelligence tests was
given to the students; their parents were given the same attitude scales
and were interviewed. Correlations. among the resulting factors were
then calculated.

To measure opinions and beliefs about Russia and about international
relations, HelCant constructed, according to the Likert technique, two
sixteen-statement surveys. The students and their parents responded to
each item on the two scales by indicating their opinions on a five-point
agree-disagree continuum. The Russia scale included items such as "I
believe that Russia is a dictatorship worse than Hitler" and "I feel
friendly toward Russia." The items concerned tendencies to criticize
or reject foreign people and a feeling that we should take a more mili-
tant stand in international relations. Representative of the interna-
tional relations items are: "I believe that the U. S. should send for-
ces and materials to any country that needs thee,and "It is my belief
that other nations are often plotting against us." These scales were
constructed by an item analysis of internal consistency and by asking
students to rate their attitudes toward Russia and toward international
relations on linear scales. Correlations between self-ratings and atti-
tude scale scores were .78 and .70 respectively.

Attitudes toward war were measured in the same way by 16 items
chosen from Likert's eighteen item version of the Droba-Thurstone
attitude - toward war scale. Choices included: "The benefits of war
outweigh its attendant evils;" "It is our duty to serve in a defensive
war;" and "It is the moral duty of the individual to refuse to parti-
cipate in any way in any war, no matter what the cause."

The students' personal feelings of outwardly-directed hostility
were measured by two instruments. A Like-Dislike Scale was adapted
from the thirty-four "aggression" items of the Interests and Activi-
ties Questionnaire used by the Progressive Education Association. On a
five-point like-dislike continuum students indicated their responses to
such items as: "Throwing spit balls," "Watching a good fight," and
"Looking at pictures of death and destruction." The extrapunitive
scores of the Rosenzweig Picture Frustration Study served as Helfant's
second measure of hostility. For twenty-four cartoons depicting people
in mildly frustrating situations, the subjects filled in the "balloon"
above the frustrated person. A typical situation is: "A woman is apolo-
gizing to her partner in a card game for having made a stupid play."

Student intelligence was measured by a twenty-word vocabulary test
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adapted by R. L. Thornlike from the I.E.R. Intelligence Scale.

Helfant constructed a parent-interview form to obtain further
qualitative and quantitative information about the students including
social class, foreign experience, and amounts of home discussion of
international relations.

The inter-correlations, means, and standard deviations of the scores
on each of the tests and scales administered to the students and their
parents are recorded in Table F-1. Outwardly-directed hostility was
related at a low but significant level to international relations atti-
tudes and to war attitudes. Correlations between mother's and father's
attitudes were in all cases as high or higher than those between parents
and children. Some individual item correlational analysis was done but
results were ambiguous. Correlations between parent and child attitldes
toward war as an ideological issue were positive; correlations using
items concerning personal participation in war were negative. None of
the differences between means of parents and children were significant.
There were some differences in variances, with parents showing less
dispersion of attitudes than their children.

In homes where parents and children discussed international relations,
the correlations between the students' and parents' attitudes were
generally greater than in homes where they did not; but all of these
correlations were small, lacking statistical significance. The amount
of parental contact with other countries was significantly correlated
only with students' vocabulary-test scores (r=.19) and home-conversation
scores (r=.22). There were no significant relationships between the
kind of attitudes held and the amount of home conversation rbout interna-
tional relations or the amount of parental contact with other countries.

Frequency of the students' church attendance was found to be relia-
bly associated with less liberal attitudes toward international relations
(r=-.22), and the e.conomic positions of parents were correlated with stu-
dent vocabulary scores (r=.21). The students' intelligence, as measured
by their vocabulary scores, was found to be significantly correlated
with their attitudes toward international relations (r=.21), attitudes
toward war (r=.20), and index of parental economic position (r=.28).

In discussing the influence of parents' attitudes on their children's
socio-political attitudes, Helfant draws several conclusions. First, in
general the students tend to hold more extreme attitudes than did their
parents. An adolescent whose mother has a mildly friendly attitude to-
ward Russia is himself likely to be very favorable. Also, based on an
analysis of "ideological" as compared with "personal-participation"
items of the attitude-toward-war scale, he concludes that parents and
their children tend to have similar ideological attitudes toward war
but dissimilar attitudes toward personal participation in war, though he
suggests no reasons why this might be so.

Helfant offers two explanations for the fact that most of the corre-
lations between parents' and children's attitudes and husbands' and wives'
attitudes reported in his study are lower than those in other studies.
It is possible that the samples studied differ, Helfant employing as
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subjects students within a narrow age range; or that Helfant's subjects
may have been at a stage in development where it is common to revolt
against and reject parental attitudes. The other explanation can account
also for the differences between husbands' and wives' scores: since
previous studies have depended upon willing child subjects to obtain
their parents' attitudes the results may have been biased by the coopera-
tion displayed by the participating subjects and the greater likelihood
of close identification within the family.

The students' personal feelings of outwardly-directed hostility
affected some of their socio-political attitudes but not others. Hel-
fant suggests, in explanation, the following hypothesis based on an
analysis of subscores on groups of items from attitude scales: "When
social pressures with regard to an attitude are strong, the effect of
personality factors is overruled; and, conversely, when social pressures
with regard to an attitude are not strong, the attitude held is more
likely to be consistent with the person's characteristic ways of react-
ing." (Helfant, 1952, p. 17)

It is interesting to note that these correlations are low and in
the same general range as the family correlations reported by Hess and
Torney. This suggests that factors, agents and models other than paren-
tal identification must be sought in order to understand this type of
attitude development.

This is a suggestive study but one which suffers somewhat from
inferences without clear basis in results. The scales may be very
valuable.

Queener Study

Queener (1949) reported a study of 50 upper-middle class New Eng-
land men using their retrospective accounts of their early years to sug-
gest sources of their international attitudes. He also used two criteria
to classify his subjects - an attitude criteria (scores assessing the
acceptability of war) and an action criteria (membership in an interna-
tional peace organization or writing letters to Washington advocating
international peace). Queener developed what he called a "cue theory ":
a respondent's attitude varies directly with attitudes held by prestige
persons and groups in their personal histories, and inversely with
attitudes of non-prestige persons and groups. A number of his observa-
tions are relevant. He found that attitudes strongly adverse to the
taking of life seem to transfer to the international area only if they
are intense. Ordinary humaneness (indicated by a cue such as being
kind to others) did not seem to conflict with highly sanctioned violence
in the name of national policy. It was difficult to distinguish be-
zwmn active internationalists and those who held attitudes without action.
Active internationalists tended not only to have imitated prestige per=
sons who were active, but also to have had their initial actions rewarded.
Some of the inactives were so sophisticated on international matters
that they despaired of their action accomplishing anything.

The lack of deliberate teaching on the part of those prestige persons
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whose attitudes were imitated was pointed out. An idea or an institu-
tion might have been accepted or rejected in a passing remark or a
significant gesture at the table or around the stove. Queener postulated
two reasons for an individual selecting one set of cues and not another:
(1) perceptions that the cue is an important response for the model;
(2) the cue's proximity in time and space. The agents that Queener felt
were most influential in combining cues and prestige were religious
institutions, teachers (as persons, more than through pedagogical tech-
niques), and family. He concluded the following about parent-child
influence:

Fathers cue sons more on international matters than do mothers,
although women definitely appear to transmit greater anxiety
against war and greater chauvinism favoring it (Queener, 1949,
p. 251).

The Helfant article suggests in a more direct way that at least in
adolescence cues have no been very accurately absorbed, if one uses
direct similarity between children and parents as the criterion. It
must be remembered, however, that studies of perceived attitudes (where
the younger person reports both his own attitude and his parents' atti-
tudes) in some cases exaggerate the amount of similarity. Neither can
studies of intra-family similarities in attitudes ignore the problem
of generational change.

Studies of Generational Change

The socialization of young humans takes place in a unique set of
historical circumstances. In periods of rapid socio-cultural change
there is likely to be considerable discontinuity in the historical con-
text of each generation's socialization, often thought to produce genera-
tional differences in social perceptions, values, attitudes and beliefs.3
Previous research in international orientations indicates the existence
of several significant kinds of generational differences.

Inglehart (1967), in a study of European attitudes toward European
integration, compared the attitudes of different age groups. He hypothe-
sized that "important changes in political socialization may have been
taking place in recent years, as a result of the post-war European move-
ment, the increases in trade, exchange of persons, and the erection of
European institutions." (Inglehart, p. 91)

Inglehart rejects the possibliity of a "life cycle" explanation of
these differences, which would argue that pro-Europeamess is a manifes-
tation of youthful rebellion and will disappear or decay with age. He
argues that the age group differences can be linked to generational
differences in the conditions of early socialization including:

a. Absence of a major intra-European War from the younger
individuals' experience(

b. A marked increase in intra-European transactions, with a
possible reduction in the psychological distance between
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the groups concerned.
c. Development of ,2;uropean institutions which perform

important functions and are regarded as beneficial.
(inglehart, p.97)

The simple presence of age-related differences does not, of course,
prove tnat these reflect generational changes. Age differences can
logically imply developmental changes as well as generational differen-
ces. For example, if younger people are more liberal than older people
this could reflect either inter- generational differences or life cycle
effects. Perhaps individwas simply become more conservative with age.
Cohort analysis which was initially developed by demographers has been
successfully applied in the study of international orientations in order
to determine the relative influence of life cycle and generational fac-
tors in the explanation of age-related differences in attitudes.9 Cut-
ter (1968) applied cohort analysis in a study of American adults' foreign
policy attitudes which evidence age-related differences. His findings
indicate:

Neither the aging process (life-stage) nor the generational
succession (cohort) interpretations of the age variable ex-
plain all of the observed differences; rather, each inter-
pretation accounts for some of the variance. The generational
cohorts, however, provide a relatively stronger explanation
than do the life-stage groups. Controls for sex and education
do not alter the relative power of the life-stage and cohort
explanations.

Specifically, for example, there is a trend toward the increas-
ing salience of foreign policy matters for the American public;
that is, the more recent the generational cohort, the higher
the level of foreign policy salience. There is a historically
decreasing trend in negative images and perceptions of the
Soviet Union, but a corresponding increase in the level of more
generalized negative expectations emanating from the environment
of foreign policy and international realtions, including, for
example, an increase in the expectation of war.

Specific policy evaluations and preferences also yield a number
of identifiable trends associated with generational cohorts.
Historically older cohorts tend to support isolationist and
unilateral-aggressive foreign policies; the policy which they
endorse the most is advocacy of war. The more recent the
generational cohort however, the greater the endorsement of a
variety of foreign policy programs; for example, those indi-
viduals who were Mont.twnty years of age in 1945 are quite
internationalist in their orientations and support policies of
foreign aid, maintenance of American military preparedness,
and collective security agreements.

While previous studies clearly suggest the existence of generational
changes in international orientations, the paucity of research means
that we know very little about this phenomena. What orientations are
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more likely to be slbjo qi to ci.norational cham-e? ay? Vow does ornQra-
tional ehnnge occur? ;'ilen in the life cycle do crienerational changes

bein to emercxi? These are examples of the wide range of questions about
wz:111 we know very little. Clearly studies of generational change and
stability in international orientations constitute an important research
need. This need is likely to become more acute in the years ahead since
it is reasonable to acslme that generational change will become an even
more significant feature of most societies in the modern world. Ne 1-
less to say, studies of the generational phenomena in developing rations
are particularly salient; in developed societies also, social change,
both within the society and within the international environment, is
sufficiently rapid and extensive to suggest significant discontinuities
in the historical circumstances under which different generations become
socialized. Moreover, what is currently known about the structure of
the pre-adult socialization process clearly suggests that there is ample
room for agents of change to work their effects upon new generations.
Jennings and Niemi (1968) in a recent study of the transmission of poli-
tical ideas from parent to child conclude that:

There is considerable slack in the value-acquisition process.
If the eighteen-year old is no simple carbon copy of his par-
Puts - as the results clearly indicate - then it seems most
likely that bther socializing agents have ample opportunity to
exert their impact. This happens, we believe, both during and
after childhood. These opportunities are enhanced by the
rapid socio-technical changes occurring in modern societies.
Not the least of there are the transformations in the content
and form of the mass media and communication channels, pheno-
mena over which the family and the school have relatively
little control. It is perhaps the intrusion of other and dif-
ferent stimuli lying outside the nexus of the family and school
which has led to the seemingly different Weltanschauung of th9
post-World-oviar-II generation compared with its immediate pre-
decessor.

The place of change factors or agents thus becomes crucial in
understanding the dynamics at work within the political system.
Such factors may be largely exogenous and unplanned in nature,
as in the case of civil disturbances and unanticipated conse-
quences of technical innovations. Or they may be much more
premeditated, as with radical changes in school organization and
curriculum and in enforced social and racial interaction. Or,

finally, they may be exceedingly diffuse factors which result
in numerous individual student-parent differences with no shift
in the overall outlook of the two generations. Our point is
that the absence of impressive parent-to-child transmission
of political vaLues heightens the likelihood that change fac-
tors can work their will on the rising generation. (p. 184)

At least two kinds of generational change studies seem to be called
for. First are studies of age-related differences in adult orientations
employing cohort analysis in the manner exemplified by the Cutler (1968)
research on American foreign policy attitudes. Second, we need studies
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of rthildron rind young people at different ages that are deliberately
designed to be replicated at periodic intervals (for example, every five
or six years). This would not only provide trend information about
pre-adult orientations but would also, after a period of time, provide
a means of developing and testinl hypotheses about the effects of chan-
ges in the social organizntion and curriculum of he sr!h-x, i r#:l or the
international events that give rise to generational change in interna-
tional orientations. This is similar to the method called pseudo-
logitudinal analysis.

Hess and Torney (1967) concluded that the family's influence as a
source of information about national political attitudes had been over-
estimated, inferrinf- this from the lack of correlation between attitudes
of siblings (4/ith the exception of political party and election candiL.
date attitudes) and from the similarity between the reports of curri-
culum stresses and the developmental chank;es in attitude. Then chil-
dren were asked to rate several figures on how mu-h each taught them
about being a good citizen, teachers were rated first with parents and
clergymen a close second. Books and Nriodicals fell somcwirit farth r
down the scale, followed by TV and friends. A study of actual student
teacher similarity in attitudes is in process (Tbrney and Hcss, in
preparation). One of the crucial needs in both national and interna
tional studies is the determination of the relative influence of all
possible socialization agents and the consequences of different models
of the socializing process.

In the Lambert and Klineberg study, children were also asked for
the source of information about other countries. The younger children,
the six- and ten-year blda, most frequently cited television, movies
and parents, while older children of fourteen referred more frequently
to school and books. The sources of information about the Russians
differed somewhat from the sources reported for other countries - school
was viewed as a less crucial source of information about Russia, while
magazines were reported more frequently. Other material on sources of
attitudes is reported in the section of this chapter on attitudes
toward war and peace.

With regard particularly to nationalistic attitudes, Tajfel (3967)
quotes Fishman:

The transition from ethnic group to nationalism is based on
elaboration in which the daily rounds of life that constitute
traditional ethnicity (speaking, dressing, harvesting, cooking)
come to be seen not as...localized and particularized "innocent"
acts, but rather as experiences of common history, values and
missions. (Tajfel, 1967, p. 62)

Children are at a particularly appropriate stage to transform innocent
acts into acts which express history, values and mission.

Lambert and Klineberg likewise point to agents who use assumed
consensus to encourage stereotypes in children:
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An otherwise purely personal or local and usually unexpressed
view of a particular foreign group may become a full grown
stereotype if, through information coming from parents, school,
or the mass media:, children tend to believe that "everyone,"
"everywhere," knows that "they are like that." (Lampert and

Klineberg, 1967, p. 143.)

Summary

The major evidence suggests that direct transmission of attitudes
from parent to child may not be the most appropriate model for under-
standing international socialization. Much of socialization may go on
outside the home and be influenced by subtle processes, historical cir-
cumstances, and children's cognitive capacities. The following section
deals with a number of these outside influences.

Curriculum Research on International Orientations
and Its Implications

Research on international socialization is an important area for
scholars seeking to understand the functioning of the international
social system. Since research can also have significant implications
for the content, organization, and sequencing of the school curriculum,
one kind of needed inquiry is an effort to indicate the implications of
research findings for world affairs education within the schools. John
Patrick's study (1968), Political Socialization of American Youth: Re-
view of Research with Implications for Secondary Social Studies, pub-
lished by the National Council for the Social Studies, is an excellent
example in the national socialization area of the needed work to link
basic research to curriculum reform and development. As the number and
variety of studies of international socialization expand, there will
also be a need for periodic review and stock-taking focusing on edu-
cational implications of the new research findings. The content,
format, style, and sponsorship of these "reviews of international
socialization research" should be such as to maximize their use within
the educational community.

What are the implications of existing socialization research for
world affairs education? In the first place, existing research suggests
the importance of seeking ways to substantially expand the international
dimension of elementary curriculum. The work of Hess, Torney, Easton,
Dennis and Greenstein all document the thesis that the elementary years
are critical in the formation of many basic social values, attitudes
and cognitions. Hess and Torney observe that:

The results of. these testing sessions failed to support the
hypothesis that significant major development and change occurs
during the high school years. On the contrary, the findings
revealed that an unexpected degree of political learning and
experience had occurred at the pre-high school level. (Hess

and Torney, 1967, p. 9.)
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Moreover, within these years, it would seem that the school Is a primary
agent of political socialization. Hess and Torney have hypothesized
that the elementary school,

apparently plays the largest part in teaching attitudes,
conceptions, and beliefs about the operation of the political
system. (Hess and Torney, 1967, p. 217.)

The research on which these conclusions are based focuses for tie
most part on the development of orientations to the domestic political
system, but there is little reason to assume that the picture is radi-
cally different in the case of international orientations. If many
basic international orientations are formed during childhood and if the
elementary schools are actually or potentially a very potent agent in
this process, then there is little question about the importance of the
international component of elementary school curriculum. In short,

what is don (or not done) by elementary schools would seem to be of
considerably more consequence than what is done by high schools, colleges
and universities.

If existing research suggests by inference that elementary schools
may be a critical agent in the development of many basic international
orientations, existing research also suggests the feasibility of enlarg-
ing the world affairs dimension of elementary curriculum through sub-.
stantial modification of the expanding environment or concentric circle
model of curriculum organization.

First, there is a slowly growing accumulation of empirical findings
which indicate that the child does not expand his cognitive awareness
or affective interests in some kind of simple geographical progression
from the near to the far or the small to the large or the part to the
whole. Existing political socialization research, as John Patrick
states: "...indicates that young children become aware of first the
national government, then local government, then state government.':
(Patrick, p. 70.) There is also some evidence indicating that chil-
dren's awareness of their national and international environment has a
good deal more cognitive content than many presume. For example,

Roberts Sigel (1968) studied Detroit children's reactions to the Ken-
nedy assassination and found that children even as young as fourth
graders were generally aware of the politics of the Kennedy era.

Children's concern for peace and sensitivity to the tensions
of the international scene were marked. There is no doUbt
that even young children were aware that they were living in
troubled times full of international conflicts and dangers of
war. (Siegal, 1968, p. 218.)

She concluded that:

Detroit school children were by no means ignorant of their
political environment; they seem to have known the essentially
important issues of their time and what transpired during the
President's term of office. To be sure, this image lacked
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depth and detail as well as sophistication, but the same
can well be said of most adults. They too respond only to
the most dramatic in politics and then only in highly
general terms This being the case, the gap which
separates children from adults in political sophistication
may well be smaller than generally believed (p. 226).

Spodek Study

There is also research relating to the "geography" of children's
awareness. Wann (1962) provides an interesting insight into the limita-
tions of the concentric circle model of awareness. Spodek (1962), who
worked with the Wann project, reports a very interesting attempt to teach
general social studies concepts to kindergarten children. He reports that
recent knowledge of the learning process indicates advantages to using
basic concepts as the foundation of curriculum. Spodek observes that
there is sometimes little relationship between the social studies concepts
that lower elementary children are expected to develop and those expected
of children in the upper grades.

Spodek's research was based on the assumption that kindergarten
children, when given the opportunity, can begin to develop concepts that
are significant in the fields of the social sciences. He identified
concepts in the fields of history and geography and used these as till.: basis
for him learning program about "New York as a Harbor." This program was
incorporated for two and one half months into a New York kindergarten
curriculum. Observation records and pre -teat and post-test interviews
provided the research data. The test interview revealed at the close of
the program a mean increase in score of 10.4 points (on a 49 point scale),
significant at the 1 percent level. The major effect of the program was
the realization by the children of new relationships among objects.

The traditional approach to social sciences has been the concentric
circles model -- dealing first with social phenomena like home and school
which are close to children and then moving farther and farther out into
the world; Spodek believes that the content of the social sciences should
be ordered in relation to the abstractness of the phenomena to be studied
rather than to the relationship of the phenomena to the child's physical
existence.

Spodek discovered that kindergarten children bring a background of
social knowledge to school. This already existing knowledge must be
built upon and extended, or modified and corrected. The main source of
information prior to the classroom was television which informed the
children especially about remote places and events. Misconceptions
could most often be attributed to the children's oversimplification and
stereotyping or to their inadequate vocabularies and consequent confu-
sion by language. Spodek suggests two hypotheses to explain the reten-
tion of misconceptions even in the face of contradictory evidence. First,

in line with Piaget, he reasons that an equilibrium was achieved with the
initial false idea, and the child was too young to assimilate the
new information. The second explanation supposes that primary experience
has strong impact, and that it is difficult to modify, unlearn or replace
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initial concepts with later ones.

While recent research does not disprove the Piaget-derived hypothe-
sis that "...a child's intellectual grasp of his environment begins in
his immediate vicinity and only gradually extends outward" (Jahoda,
1963, p. 48), it does suggest several needed kinds of inquiry relating
to the "geography" of awareness. As suggested elsewhere in this chap-
ter, there is a need to replicate the Piaget research in the contem-
porary American cultural setting. Even though there are developmental
sequences in the expansion of awareness, these are likely to be influ
enced by cultural factors. Specifically, there is some reason to
believe that substantial kinds of differences may exist between a "TV
culture" and a "non-TV culture." There is also a need for careful con-
ceptual analysis of the whole problem of the expansion of awareness.
For example, it may be useful to try to rethink the problem in terms of
the concepts of "units" and "levels" as discussed in some of the recent
literature in the philosophy of the social sciences.

In many cases, children absorb and process information according
to rules which are not understood by adults (as adult 'impatience with
many of children's questions indicates.) Certain things catch chil-
dren's interest and they search out more information. President Ken-
nedy seemed to be an object of great interest, and children retained
fragmentary but to them fascinating pieces of information about him.

Miale Study

A study presented in pamphlet form entitled "The Short- Changed
Children of Suburbia: What Schools Don't Teach About Human Differen-
ces" documents the limitations of certain schdols in their handling of
aspects of human differences. In this four-year study of a New York
suburb, teachers and children were surveyed concerning classroom ex-
periences related to the child's learning about human differences and
his attitudes toward them.

The conclusions of these authors are dismal with regard to the
child's learning in this area. They suggest that children in suburbs
such as this learn to be hypocritical about human differences and about
human conflict. Children hold prejudices but most teachers deal with
them by teaching children that it is "not nice" to use slurring words
to refer to other national groups. National and racial stereotypes
appeared at a very early age, in the first and second grade, and were
expressed in various projective techniques and in various interviews
in which children simply made assumptions that Negroes were inferior,
or that people from Mexico ate food which was unhealthy, or that
children who did not have economic advantages did not exist in the
United States. One of the clearest examples of the teachers' failure
to use experience as it presented itself in the classroom was the fact
that even when this school had a temporary bussing program for Negro
children, the teachers avoided the racial issue, and simply hoped that when
the children left the whole problem of Negro-white relations would not
be brought up again.
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Indicating their attitudes toward persons of lesser economic means,
the children said that children in a picture who were badly dressed,
dirty, and thin could not possibly be American. One child said, "you
can tell by looking at them - no white children in our country would
look like these." Parents, when they expressed attitudes about their
children's economic beliefs, merely wished that their children would
recognize that poverty existed so as to be more appreciative of the
advantages which they had. Teachers simply seemed to ignore the study
of things directly related to economic values. For example, no study
was proposed of the social structure or class economic system of the
suburb itself. Teachers used as an excuse the fact that the subject
of economic equality was not covered in text books and that they had no
prepared materials to draw upon. However, since the teachers were in
many cases of lower socioeconomic status than their pupils, their own
insecurity may also have had an effect. The authorS led classroom
discussions focuses upon the type of information the students would
need in order to make judgments about economic problems. For example,
they attempted to guide the children in making propositional statements.

The authors found that the teachers were more likely to utilize
and plan for discussions of religious differences, and there seemed to
be somewhat less tendency to avoid this material. In dealing with the
diversity that results from different nationalities, the teachers tended
to follow the book and concentrate primarily upon the sorts of facts
contained in social studies curriculum about population, products and
major cities. Teachers did, however, seem to make some attempts to
stress to children why the ethnic (if not the racial) diversity of our
country was a source of its strength.

The impression one gains from this material is that these children
view themselves in their neat, clean and orderly life as leading one
type of life that should be expected. of the rest of the world; their
concepts of people who are different is shaped not only by the evident
racial or religious or economic differences of these people but also
by the deviation of these people from the way of life in the suburbs
which is regarded as the only proper way of life.

In answer to the argument that children have many opportunities
to learn about human differences outside of the classrooms, the authors
point out that the parents put primary stress upon academic matters and
in most cases preferred that their children did not associate with
persons outside of those in their neighborhood. They also indicate that
70 percent of all respondents rated family and school (in one sequence
or the other) as the two institutions that chiefly molded the child's
social attitude. The justification which teachers used for not handling
material about human differences was often: "When differences are not
mentioned, the children are less likely to develop bias." The attempts
which the teachers did make to show that people all over the world were
alike were often pursued in what the authors consider an oversimplified
way. (For example, suggesting that music is a universal language.)
This led, they felt, more to a denial of differences than it did to
any feeling of solidarity with the human race.

These authors went a step farther than many others in suggesting
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an appropriate action program for the schools to inculcate in children
a greater appreciation of human differences and what might be called a
sense of history in dealing with their own place in the world. They
suggested that the school should first work on developing higher thought
processes to teach children to analyze issues rather than to simply
acquire information. Children should become able to differentiate the
symptoms from the causes of a situation. in class, students should
discuss differences and controversies as they exist in the structure
of their own community rather than simply learn facts about distant
parts of the world. This should not be construed to mean "the- police..
man -is -our- friend" type curriculum, but rather a program dealing with
economic inequality or racial prejudice as it exists in the child's
community. Some appreciation of diversity in sets of values is also
important, though the authors point out that this is a particularly
sore spot with middle class parents. Finally, they suggest the devel-
opment of an empathic understanding of other countries, other social
statuses, other racial groups. Most of all, they suggest that these
differences should not be glossed over, nor should children be made to
feel that differences are bad or unmentionable. Particularly in appre-
ciation of the worldwide society of mankind, they suggest stressing
both commonalities, for example, in holidays, costumes and rituals,
and differences. They suggest a balance in studyidg the world, looking
at Asia, Africa and Latin America, as well as at Europe and North
America; likewise it should be pointed out that class and nationality
differences are not limited to whites or to the United States. They
also stress the possibilities of various aspects of language learning
as it can be relevant to teaching children to live in a multi-national
society.

This study used teacher's information about their handling of various
situations and discussions with children both in classroom groups and
individually. It is a crucial study for two reasons. First, it points
to the fact that curriculum change must include ways of dealing with
various problems which teachers face in presenting the curriculum and
using spontaneous incidents. It also points to what the authors call
the abysmal nature of childrena' knowledge of human difference as it
hampers movement toward international understanding.

A very brief study recommends a similar program of culture contact
in a slightly different context.

Allen Study

Allen (1963) reported in a descriptive way the reactions of eleven-
year-old children from aany countries to experience in Children's Inter-
national Summer Villages. Her conclusions were tentative, but suggested
that in many cases preference for acquaintance with children of the same
sex surmounts preference for children of the same nationality; children
who have had this experience evidence fewer "barriers of thinking" than
children who have not. She clearly believes that these small groups of
children exposed to international contacts can form the nucleus of a
group which can change even adult attitudes in the direction of world
community.
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There is currently considerable interest in assessing the actual
impact of various kinds of nationally and internationally oriented curri-
culum on young children's attitudes and information.

Farnen and Wills Study

Farnen and Wills (1969) compared the percentages of correct items
concerning domestic social studies issues and items concerning inter-
national social studies issues (both Western and non - Western) using
nationwide groups of high school seniors, college sophomores and college
seniors. For the college group only, they found that items concerning
international matters had higher difficulty levels than did items with
only national relevance. They also found that the difficulty level of
international items decreased somewhat during the years 1961 to 1965,
suggesting, but not proving, the impact of current emphasis'On interna-
tional studies in the curriculum.

IEA Study

There is currently in progress a large scale study of the effects
of education in eight countries (Chile, England, Finland, Germany, Iran,
Italy, Sweden, and the United States) under the auspices of IEA (Inter-
national Association for the Evaluation of Educational Attainment).
This study included some items with a particularly international per-
spective, though the majority of the items (which will be given to
populations of ten-, fourteen-year-olds and pre-university students)
concern the student's own political system or his support of very broad
democratic values. Although data from students is not yet available,
national centers of educational research in each country have reported
goals, curricular statements, tests, text and other content topics in
the area of civic education. Several classification systems have bee'
used. A major division has been made between cognitive and attitudi-
nal aspects of civics education, the cognitive tests being constructed
in a framework of correct and incorrect answers, while the attitudinal
material is much more similar to previous attitudinal studies of poli-
tical socialization. At a later stage the data from these two separate
sets of measures will be analyzed together.

On the cognitive side, an international master grid summarizing
the major content and abilities of civics education with weights or
emphases was constructed from the national center reports on curriculum.
A
iweighting

of 14 percent across all nations was assigned to the area
"international relations and organization, cross-cultural, nonwestern,
comparative politics and governments (e.g., unitary and federal systems,
parliamentary and presidential system, etc.)" (IEA, unpublished, 1969.)
The cognitive pretests being prepared for administration reflect this
weighting in the number of questions in this area.

On the attitudinal side, an analysis of national center check list
responses indicate that "appreciation of the interdependence of people
and of personal responsibility for international amity" was checked as
important by all countries and fairly equally at all age levels.
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"Appreciation of national traditions and the national heritage" was
checked with a considerably more variable pattern, being stated as an
emphasis at one or more levels in three countries, including the U. S.,
and receiving attention only at one age level in three other countries
(IEA, unpublished, 1969).

This study, when completed, will provide valuable irformation about
the role of the schools in the acquisition of national and international
beliefs, values and-attitudes as it varies in different countries.
Clearly, there is some variance here, at nast in the area of goals and
presumably in the area of actual student attitudes as well.

Recent research suggests that the development of national loyalty
within young people may not be as dependent upon social studies instruc-
tion as we have generally assumed. First, it indicates,

Most American children acquire strong positive, supportive
attitudes about their political system and nation at an
early age, and that most American adolescents and adults
retain this generalized basic loyalty to state and nation,
even in the face of contrary influences. (Patrick, p. 69.)

The fact that the development of national identification and loyalty
apparently occurs at an early age suggests that perhaps "lagh school
social studies teachers do not need to be mainly concerned with incul-
cating loyalty to state and nation." (Patrick, p. 69.)

The recent research in the development of national loyalties sug-
gests that perhaps even the elementary schools do not have to be so
concerned with the inculcation of patriotic attitudes. Hess and Tbr-
ney's research on elementary school age children suggests that with
respect to the development of national loyality the family may be the
primary agent of socialization and hence a major institution which
insures the stability of basic institutions. The making of Americans
is a process that takes place very early in most children's development
and is a process that in large measure results from the consensus of
family, community, peers and the school. Thus, it may be that both
elementary and secondary schools enjoy a freedom to become the organi-
zational agents for expanded world affairs education and environments
in which children and young people can learn how to think and to
critically analyze social beliefs and values.

Litt Study

The first of several less inferential and more direct studies of
curriculum was concerned with the existence of overtly nationalistic
orientations within U. S. high school students. Litt (1963) conducted
a study of the relationship between various social studies textbooks,
civic education, community norms, and high school student's change in
attitudes in three communities in the Boston area. Among the topics
rated from a random sample of paragraphs in the textbooks was "poli-
tical chauvinism - references to the unique and nationalistic charac-
ter of 'democracy' or 'good government' as an American monopoly, and
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glorified treatment of American political institutions, procedures, and
public figures" (Litt, 1963, p. 70). Only in the lower-middle class
community did the percentage of chauvinistic references characterize
more than 5 percent of the paragraphs (and then the figure was actually
6 percent). Students were also tested on a scale of political chauvinism
including the following 3tems:

The American political system is a model that foreigners would
do well to copy.

The founding fathers created a blessed and unique republic
when they gave us the Constitution.

Arwricans are more democratic than any other people.

American political institutions are the best in the world.

Each question was answered with a five point choice - ranging from
agree strongly to disagree strongly. Five scales in other areas of
political socialization (with less international relevance) were included.
The author did not state how he weighted individual items. The fol-
lowing table compares the attitudes of students in the three communities
before and after civics education classes (in the case of the Class
group) and over the same time period without class experience for the
matched Control group).

Table G-1

Comparison of Percentage of Sample
Strongly Holding Attitude of Political Chauvinism

Before and After Civics Class, or Control Condition*

Class Controls
N Before After N Before After

Community A 38 23% 8%
Community B 51 31 19 46 29 27
Community C 59 29 10 63 33 38

*Table adapted from Litt, 1963

A decrease in chauvinistic sentiment as a result of the civics
course and also an increase in support of the democratic creed (ano-
ther of the scales) were two results which held across the three com-
munities. This suggests that high school civics courses are successful
at least to some extent in modifying chauvinistic sentiment. The con-
tent of the course itself with respect to international orientations
was not given.

Two studies have compared the effects of traditional curriculum
with more modern and innovative curriculum.
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Williams Study

Williams (1961), in a briefly presented study, attempted to assess
the differential impact of two curricula in the geography of West Africa
on tne attitudes toward West African Negroes of 13 and 14-year-old
British students. The experimental curriculum, which was taught to 47
students, "sought to emphasize not so much the physical and regional
geography of West Africa as the actual details of everyday life, the
nature of current problems facing the people of the area, ana the help
which was being given by such international bodies as the specialized
agencies of the U. N." (Williams, p. 293, 1961). The control curricu-
lum was a more standard geography (physical, historical, and regional)
of West Africa. The author taught both classes. A general attitude
scale was given to both groups (scale attributed to G. E. R. Burroughs)
before and after the 20-lesson curriculum. The mean score of the group
t5iven the standard curriculum changed by .2 points is a favorable direc-
tion; the change recorded in the experimental group was 7.6 points. It
is difficult to determine from the statistics presented whether these
prerpost differencesin the experimental group would have reached sta-
tistical significance. The author felt, however, that within limita-
tions, the value of this type of curriculum should be exp7.ored. He
did not indicate where curriculum plans might be obtained, however.

Elley Study

Elley (1964) investigated the possibility of inducing attitudes
favorable to international understanding in 14-year-old boys in a
New Zealand secondary school. Attitudes toward war were examined with
a Thurstone-type scale, and attitudes toward thirteen national groups
were investigated with Bogardus attitudes scales. An experimental.
course emphasizing international understanding was taught by the author
to the experimental group of 29; a second class of 30 was taught by
the author according to the regular curriculum; and a third group,
another control class of 33, was taught the traditional course by ano-
ther teacher. After a four-month course of study, all classes were
retested to ascertain attitude shift, and the experimental group was
tested a third time two months later. All students were below average
in intelligence (mean of groups on Otis ranged from 90.1 to 95.2) and
in social status.

The following concepts were included in the experimental social
studies course:

1. Brief historical outline of the causes and effects of war.

2. Outline of attempts to keep the peace, with particular empha-
sis ran the League of Nations and the United Nations.

3. Illustrations of interdependence of nations and similarity
of people's needs throughout the world.

4. Detailed study of the life and problems of the people of
India, China, Japan, Holland and Russia.
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Active participation was encouraged. The control groups studied the
same geographical areas with extra work on the geography of the Pacific.

Emphasis was placed on such things as climate, vetvtation, and products;
more traditional lectures were used.

On the Attitude toward, War Scales there was a significant change
between the pre- and post-test (significant at the .01 level) in the
experimental group while there was no significant change in the control
groups. The testing two months later showed that the change in the
experimental groups had been maintained.

On the Social Distance Scales there was, within the experimental
group, an increase in tolerance toward all national groups. Looking
only at attitudes toward those five countries chosen for special study,
there was a statistically significant increase for four. There were
no significant changes in national toleration within the control groups
(although they had also studied the same countries, but using a more
traditional focus). After the additional two-month interval, all
changes in the experimental group remained significant except for atti-
tudes toward the Japanese. The author suggests that this may be due to
films of World War II shown in compulsory military training.

The author's conclusion was: "Schools make little contribution to
international understanding unless teachers deliberately plan to foster
it" (Elley, 1964, p. 325).

These two experiments have several common factors which should be
noted. First, both were conducted by teachers using curriculum plans
of their own making. Second, these curricula,were expressly designed
to contrast with conventional curriculum, though covering the same
geographical area. Third, both authors, though cautious about the
generality of their findings, suggest that schools must make a con-
scious effort to foster international understanding with explicit
curriculum material and tasks, rather than expect knowledge acquired
to generalize to improved attitudes.

Bellak Study

A study recently completed by Bellak (1966) will ,be of particular
interest because of his findings concerning the relationship between
prescribed curriculum and active classroom interaction. The research
used a standard curriculum which was taught by each of fifteen teachers
during the period of time when the research team was observing in the
classrooms. A curriculum unit on international economic problems with
a stress on the value of free trade was used. Pupils were given pre-
and post-tests based in large part on materials in the booklets they
had studied and including one question to ascertain their attitudes
toward economics as a subject of study. In coding substantive meaning
of teacher-student interactions the researchers found that all teachers
devoted a fair proportion of their time to discussions relevant to
trade, but that there was great variation in the amount of time spent
on specific topics. In one class, exports and imports were discussed in
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23.5 percent of the verbal interactions; in another class, this topic
occupied only .5 percent of the time. Free trade (basically the theme
of the materials) was discussed in 38.4% of the interactions of one
class and in only 4.7 percent of those of another - in spite of the
fact that the curriculum guides and booklets were identical. The lar-

gest number of interactions was classified by the authors as substan-
tive logical (meaning that the teacher was explaining and stating
facts). Very few evaluative opinions were given by the teachers. There

was no relationship between the particulars of classroom interaction
and changes in attitudes toward economics on the part of students. On
the basis of IQ and pretest scores the authors predicted the mean post-
test scores of the different classes. Teachers of classes where the
actual post-test mean was higher than the predicted mean had utilized
fact-stating and explaining to a lesser degree (67 percent compared
with 81 percent) than teachers of classes scoring lower than predicted.

Oliver and Shaver Study

Before concluding this section, it is important to mention the
work of Oliver and Shaver (1966) describing their experimental social
issues curriculum for use in high school. Their findings cannot be

briefly summarized. They are interested in the task of developing
curriculum to deal with problems of international relevance - realizing
the difficulty of teaching students to deal with political controversy
in which one or more parties in the dispute have different ethical
bases (Fascism or Communism) or where they are communities which have
only recently attempted to enter the liberal democratic tradition.

It is quite possible that the student's ability to deal
with domestic problems in an explicit,ethical and legal
framework will help him deal with international issues more

intelligently. First, if the student learns to distinguish
essential ethical commitments from superficial custom within
our own society, he may well be able to make the same judg-
ments regarding other nations. (The fact that the Soviet
Union places severe restrictions on free speech and the
organization of voluntary groups is greater cause for concern
than the fact that the Soviet national sport is not baseball
or football). (Oliver and Shaver, 1966, pp. 84-85.)

They also suggest that foreign policy developed as the center of a
new curriculum including subtopics, such as disarmament, the uncom-
mitted nations, the stabilization of central Europe, the underdeve-
loped countries, and the relationship between power and law in the
international community.

Another major contribution of this study is their analysis of
the teaching dialogue itself - too complex to be handled here, except
to say that they contrast recitation teaching, where the teacher is
thought to control knowledge, with Socratic teaching, where the stu-
dent is required to consider alternatives and present his own posi-
tion.
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Conclusion

These several examples illustrate some of the implications of
current socialization research for the work of elementary and secon-
dary schools and suggest several areas and methods for further work.
The expansion in all areas of socialization research will eventually
generate still other implications. Thus, as noted above, there is a
need for periodic reviews of research findings designed to extract from
these findings their implications for the content, organization, and
sequencing of world affairs education in the schools.

International Orientations as a Subject
of Social Science Research

International education or socialization, as used in this report,
is conceptualized as the social experiences and learning processes
through which individuals develop images of the world system and cognitive
and affective orientations towards particular components of that system.
While international education so cone, T. is clearly a life-long process,
there is good reason to believe that i ars of childhood and adolescence
are critical in the international educL`.,'n of most individuals. A good
deal of learning occurs later, but usually within the parameters formed by
the beliefs, -,ttitudes, conceptualizations, and feelings acquired early in
life.

If these assumptions are correct then research on the international
socialization or education of children and adolescents constitutes a very
important domain of social scientific inquiry. At present we know rela-
tively little about the content of children's and young people's interna-
tional orientations and still less about the process through which these
orientations are initially acquired and are changed.

There are three basic values to a compendium of research such as
this. The first is to satisfy ourselves that this is a definable area
for which certain conceptual orientations are appropriate; second is to
determine regularities of data including a mapping of those areas where
information exists and those as yet relatively untapped. Third is to
provide an impetus to further work.

The review itself has indicated that existing data is concentrated in
a few content areas, with a few age groups, and often with limited generali-
zability and inadequate conceptualization. Existing possible areas of
concern and possible objects of research are very diverse and include
topics (psychological and educational) where either little material cur-
rently exists or where existing material needs to be reanalyzed or recon-
ceptualized in order to bring it to bear more directly on these problems.

Substantive Content of Needed Research

Studies of re- adult orientations toward the earth as a planet

While there is some research currently available relating in a periph-
eral manner to this matter (particularly studies of the development of geo-
graphical concepts), to our knowledge the extant research is limited in
providing an overall picture of what is known about the knowledge, conceptual
imagery, and attitudes of pre-adults toward the earth as a planet. The
following areas of research seem warranted:
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1. Studies of children's cognitive imagery of the earth in
relation to the larger cosmic system.

2. Studies of children's cognitive imagery of the cosmological
and geological histories of the earth.

3. Studies of children's cognitive imagery of the influence of
physical environments on human life.

Ii. Studies of children's cognitive understanding of and attitudes
toward problems of air, water, and soil pollution, mineral con-
servation, and the exploitation of ocean resources. Many
people argue (and we believe rightly so) that an interest or
concern with the problems of controlling further deterioration
in the human environment and a concern with the "rational"
exploitation of newly discovered ocean resources must be developed
in childhood in a large portion of the population if it is to
be developed at all.

5. Studies of children's cognitive imagery and attitudes toward
space exploration. There is good reason to assume that we are
currently seeing the beginnings of a world-wide debate about man/
outer space interrelations which includes the issues of how outer
space should be controlled and what fraction of human resources
should be devoted to space exploration relative to investment on
world-wide problems in education, health, the reduction of
poverty. Many of the basic conceptualizations and attitudes
that will structure this debate in the decades ahead are being
formed within children and young people who are now in school.

Studies of pre-adult orientation toward the human species

In a great many respects research aimed at illuminating children's
and young people's cognitive understanding of their own species would appear
to be one of the most significant kinds of research in international educa-
tion that could be undertaken at this time. This research would include
the following kinds of studies:

1. Studies of the way in which pre-adults perceive and concep-
tualize life/non-life differences.

2. Studies of the way in which pre-adults perceive and concep-
tualize man/other living system differences and similarities.

3. Studies of pre-adults' conceptual imagery of and attitudes
toward human history and the place of their own lifetime in it.

4. Studies of pre-adults' conceptual imagery of and attitudes toward
human differences and/or similarities. These clearly include:

a.. Studies of pre-adult orientations toward physiological dif-
ferences, particularly racial differences. There is of
course a massive volume of extant and on-going research on
children's racial attitudes. There appears, however, to be
relatively little research available on the way children and
young people conceptualize and explain racial differentia-
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tion as an example of human differences.

b. Studies of pre-adult conceptual images of and orientations
toward differences in human actions, particularly cultural
differences. Cultural differences are defined as differ-
ences in socially shared perceptions, beliefs, and values.
(Thus cultural differences include religious differences
and ideological differences.) While it is obvious that
children begin to perceive differences (both inter-personal
and inter-group) in human actions and ways of life at a
very early age, little is known about the cognitive cate-
gories in terms of which pre-adults and particularly young
children explain or account for differences. This as well
as children's affective ability to emphasize the positions
of persons in a different cultural framework are of special
importance.

c. Studies of pre-adult orientation toward differences in
human social institutions, particularly family systems.
political systems, and economic systems. At this point
emphasis should be placed on studies designed to illuminate
the categories in terms of which pre-adults perceive social
system differences and the concepts used in explaining or
accounting for perceived differences.

d. Studies of pre-adult orientations toward linguistical
differences. In addition to physiological differences
between human beings, children apparently seize upon dif-
ferences in languages and dialectics as affectively impor-
tant variables in classifying (and judging) people. Hence
it seems important to expand our understanding of the way
in which pre-adults perceive and explain language differ-
ences.

5. Studies of pre-adult orientations toward socio-cultural change.
These should include studies of the way children perceive and
value changes in social institutions, societies, and cultural
beliefs as well as the conceptual categories in terms of which
change is explained.

6. Studies of pre-adult orientations toward inequalities in the
distribution of such human values as wealth, education, health
respect, and power. Stress should be placed on studies designed
to illuminate the extent to which children experience inequali-
ties (both within and between societies) as a morally salient
issue; studies designed to illuminate the conceptual categories
in terms of which perceived inequalities are explained or
accounted for; and studies of children's attitudes toward in-
equalities including the conceptual categories in terms of which
equality and/or inequality is justified as fair, just, good, etc.
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Studies of pre-adult orientations toward the international social system.

1. Studies of pre-adult orientations toward their own and other
national societies. There is a good deal of existing research
dealing with children's and young people's images of their own
and other societies which provides a solid foundation on which to
base several types of future research.

a. Studiei*of the content and structure of national self-images
including the symbols widely used in the political sociali-
zation process.

b. Studies of the structure of national
in its development.

c. Studies of the content and structure
of other nations.

loyalty and the stages

of images or perceptions

d. Studies of the conceptual dimensions in terms of which chil-
dren and young people make comparative judgments about na-
tional societies and the cognitive categories in terms of
which perceived differences are explained. One should
include research directed to the problem of close and distant
experience in their effect upon international socialization.

2. Studies of pre-adult orientations toward cross-national organi-
zations and associations.

a. Studies of children's and young people's awareness and
images of the functions performed by different international
organizations.

b. Studies of children's and young people's attitudes toward
cross-national organizations as organizational substitutes
or supplements to the nation state.

3. Studies of pre-adult orientations toward inter-f lietal relations
and processes.

a. Studies of children's images of international conflict and
conflict resolution, particularly war.

b. Studies of children's images of international collaboration
or cooperation, particularly peace.

c. Studies of children's images and attitudes toward interna-
tional power or influence.

4. Studies of pre-adult orientations toward international social
problems. Included are:

a. Studies of pre-adult images of the problem of managing
inter-group violence.

b. Studies of pre-adult images of the problem of population
growth.
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c. Studies of pre-adtilt images of the problem of economic
development.

5. Studies of pre-adult images of the future of the nation-
state system. These include studies of young people's images
of possible alternatives to the nation-state system and their
attitudes toward these.

Related Studies of pe-Adult Opacities

1. Studies of egocentrism in children's perception or modes of
thinking.

2. Studies of the development and/or decay of ethnocentrism in
children's perceptions or modes of thinking.

3. Studies of the development of a capacity for empathy within
children.

4. Studies of the content and structure of children's moral
judgments.

5. Studies of the structure of children's international
attitudes.

6. Studies of the scope of pre-adult's awareness, the depth of
their cognitive knowledge, and effective saliance of inter-
national phenomena.

7. Studies of the development of an emoti'mal acceptance or
tolerance of diversity.

8. Studies of the development of an emotional capacity to adapt
to socio-cultural change.

9. Studies of the development of a capacity to "live with" social
conflict and hostility.

10. Studies of the development of a capacity to "live with" moral
ambiguity.

11. Studies of the development of a capacity to experience
multiple loyalties or to perceive oneself as a responsible
member of many different human groups.

12. Studies of the development of a sense of trans-national moral
and social responsibility.

Types of Needed Studies

In the last section we have briefly outlined the substantive con-
tent of research we believe ought to be undertaken in the field of inter-
national education. Certain of the following types of research studies
are more useful for one particular content area than for others.
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tpfjulAlinternstional orientations.at.ti.209sciests of the content of r -a

Given the overall paucity of knowlegs about the "world view" of
young people, there is a need for descriptive studies designed to provide
relatively simple, descriptive infOrmation about the content of the inter-
national orientation of children and adolescents at different cgs levels.
How do third graders "typically" view war? Now do ninth graders view the
nation-state system? What images of Africa prevail among primary grade
children? Haw much awareness and knowledge do graduating high school
seniors possess about international organisations? These are examples
of a wide range of simple descriptive questions about the content of the
"international world" of pre-adults that need to be systematically explored
if we are to begin to build detailed profiles of pre-adult international
orientations.

Bevel ntalLy oriented studios ofive-adult international orientations. 4

By developmentally oriented studies, we mean change or growth in
international orientations through time presumably accounted for by the
increasing maturity of individuals as well as age linked experience (such
as school). It is difficult to plan descriptively oriented research which
does not also foreoe upon development. How do children's images of conflict
change during their elementary school years? D3 young people's attitudes
toward other nations alter during their high school years? The type of

inquiry we have in mind is illustrated by the Hess and Torney research (1967)

on the development of domestic political attitudes and in the international
field by the work of Piaget and Weil (1951), Jahoda (1963), and many
others cited in this review. More studies are needed of young children,
extending even to the early years of language development because of the
concepts and values that develop so rapidly during that period. This
requires still more ingenious methods of questioning as well as a broadened
concern with the roots and precursors of world attitudes, and with conceptual

dimensions rather than with specifics of international orientations.

Beginning with young children we need longitudinal studies of the
development of attitudes toward world society. Alternative to that (since
extensive longitudinal studies of the development are nightmares of
administration and financing) is what Bell has called quasi- longi-
tudinal studies. In such a study, for example, children of 8, 10, and 12
might be tested twice at 2 year intervals, giving overlapping information
and allowing a separation of developmental and social generational factors.

In
methods
ise the
tive
proce

the study of groups young and old, cross sectional and longitudinal,
need to be divergent in approach. It is important to reconceptual-
problem area of internatinal studies in order to focus upon cogni-

roots of international orientation, as well as upon models of the

sses of socialisation.

Method of :Obtaining Information,

lb date the majority of socialisation research (outside of anthropoe
logical studies of child rearing practices) has been in the form of studio:
using various kinds of questionnaire instruments administered to large
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samples of young people. Survey research and paper and pencil tests
alone cannot provide a complete or in-depth -icture of social orientations
or the processes through which these develoi... Responses may be forced into
a set of patterns with little opportunity for the respondents to give unique
or unorthodox responses. Children may give answers that they believe the
researcher or their teacher wants. Reported behavior may differ markedly
from the individual's actual behavior. Thus, there is a need to supplement
large scale, questionnaire-based studies with in-depth examinations of
smaller samples of children.

One type of such study consists of intensive interviews in which the
researcher probes for additional information or clarification. Many of
these approaches call for concrete material with some interest for children.
such as open-ended questions like those used by Lambert and Klineberg,
"What are you?". In this case some useful questions might be: "Tell me
about the place where you live?" or even "Where do you live?". What is
relevant to children? -- the size of their house, the race of the people
in the neighborhood, the particular persons who live near them, or even
perhaps national, state, or city identifications. One might ask children
to fell about the last time they heard about another country, or heard
two adults talking about world affairs or saw something that made them

.

think about people who live elsewhere in the world) -°

Other types of questions which would be useful are inquiries about
children's ideal norms -- what they think should be the case and to what
extent they see these ideals realized. Stereotypes need to be explored --
is this concept a useful way of organizing what we know of children's
orientations? The use of pictures as stimulus material is another useful
way of focusing the child's interest. For example, children can be asked
to choose "the best thing to do" when given pictures of two alternative
ways of resolving a disagreement.

One can also make use of fantasy. For example, children can be asked
to pretend that they are establishing a society on a desert island (see
Adelson and O'Neil, (1966)) or observing the world from the vantage
point of a space man or re-drawing national boundaries. "What if"
questions also fall into this category - "How might the social world be
different had the continents not drifted apart?", "What would happen had
Hitler won the war?". One might also ask children to assume the role of
teaching children on another planet about the planet earth. The researcher
would pose basic questions, for example, "Are you human beings the only
form of life on the planet?" "No, then are there other forms of life like
you or different from you?" "Do all human beings have the same skin color?"
"No, why are human beings different?". With small children puppets dressed
in "space uniforms" can be used in conjunction with this.

Another kind of in-depth study is participant-observation based on
reconSiiuction of the "international world" of the child. By directly
observing one or more children over a period of time and supplementing these
observations with some interviewing a "portrait" of children's "information
environment" could be constructed. What do they hear and see of inter-
national relevance? What information seems salient to them? What are the
sources within this life space of world affairs messages? What adult com-
munications seem to influence their views?
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Simulations, games, role playing, and dramatic situations also con-
stitute technologies around which to develop in-depth studies of children's
and young peoplds incernational orientt'aon. (See Shaftel and Shaftel
(1967).) For example, one might construct brief scenarios depicting
international crises involving the V.S. and ask young people to select
from among alternative actions and discuss them. (See Worchell for
similar study with adults (1967).) Children could be asked to assess the
probability of various events within the next ten years -- events like a
third world war, or abolition of world poverty. Children could also be
placed in teaching situations where they, for a short period, might teach
younger children. As the work of Mary Alice White indicates (White & Boehm
(1968)) this provides, among other things, insights into how children
organise information.

In addition to basically descriptive studies, we need to investigate
children's conceptual structures and processes. What concepts or concep-
ttal dimensions do children use to organise their information about the
international scene? What role do the processes of differentiation and
integration play? How do children structure, reduce, expand the informa-
tion which they receive? In other words, we need to investigate the non-
content dimensions of children's international orientations. (See Tbrney
(1965) for a discussion of non-content dinsions of national political
attitudes). Many open-ended and fantasy-oriented questions are appropriate
for dealing with non-content dimensions as well as revealing cognitive
approaches to the possible.

There are several techniques which have been used in determining
diversity of cognitive structure in adults which are also appropriate for
dealing with children's cognitive maps of the international world. The
prototype of this is Kelly's Rep Test, where the tested individual is asked
to classify persons or dimensions, telling how two persons are like each
other and unlike a third person. (See also Bieri and Blacker, (1956).)
Lambert and Klineberg (1967) likewise suggested that a useful technique
would be to ask how two nations are like each other and unlike a third.

StuAltrularzaamazalignEanillpb-Cultural Differences

Existing literature on domestic political socialisation evidences
the presence of significant inter-group variations and sub-cultural differ-
ences in the content and probably the process of socialisation within the
United States. Greenstein (1965) discerned significant sex-related
differences in the New Haven children he studied. Langston and Jennings
(1968) in their study of the impact of the civics curriculum upon nine
dimensions of high school students' political orientations found a signi-
ficant difference between whites and blacks. More than half of the Hess
and Torney (1967) volume is devoted to differences between socio-economic
status groups, the sexes, children of different intelligence, religion,
and social participation groups. Jaros, Hirsch and Fleron (1968) lt-
served significant regional-socio-cultural differences iu the orientations
of both elementary and secondary students. Group variation is a major
thrust in current research on national political socialisation.

Studies of adult orientations to world affairs revealed many differ-
ences related to socio-economic status, religion, ethnicity, regions, and sex,
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(For summaries of relevant research see Scott, (1965) and Rosenberg,
(1965).) While some of these differences undoubtedly have their origin
in the life situation of adults, others undoubtedly began to develop during
childhood. Thus, there is a need for studies <Jf inter-group or sub-cultural
differences in the international orientations of children and in the pro-
cesses through which these are acquired. Needless to say, one particular
need in regard to this general area is studies of the international social-
ization of black children, (which should probably be planned and carried
out by black social scientists).

o arative Cross-National Studies of Pre-Adult International Orientations.

All social scientific inquiry confronts a problem of cultural bias,
but there is reason to believe that the problems of culturally bounded
findings and limited generalizations are particularly acute in regard to
socialization research. While there is no total escape from these problems,
comparative cross-national studies afford one means of reducing the effects
of cultural bias on research findings and social theory. Moreover, the
mapping of cross-national similarities and differences in the content of
pre-adult international orientations and in the process of international
socialization constitutes an important domain of inquiry in its own right.
One example of the basic type of comparative research that should be
undertaken is found in the recent Lambert and Klineberg cross-national
study of children's attitudes or images of their own and other countries.

Studies of Generational Chan in Pre-Adult International Orientations.

The socialization of young humans takes place in a set of historical
circumstances that are partially unique to a given generation. In periods
of rapid socio-cultural change there is very likely to be considerable
discontinuity in the historical context in which parents and children and
even different siblings are socialized, and hence, generational differences
in social perceptions, values, and beliefs. Misting research on inter-
national orientations of both Europeans and Americans reveals several
kinds of generational differences which appear to have their foundation
in differences that emerged in childhood. On-going or continuous studies
of generational change in international orientations appear to be one of
the major needs in current international socialization research.

Studies of the A ents of International Socialization

International socialization takes place in a variety of institutional
environments of which the school is clearly one, but only one, of several.
It is difficult to unravel the relative impact of family, school, mass
media, peer groups and other agents of socialization on the over-all process
through which children and young people acquire their images, perceptions,
beliefs, values; research on the relative importance of different agencies
of international socialization is no less important for being methodologi-
cally difficult. Specifically, two types of studies are particularly
needed at this point. One of idhese is studies of the impact of television
on the international orientations of pre-adults. The second type of study
can be termed curriculum impact studies, that is, studies of the influence
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of school curriculum on international orientations. Two kinds of curriculum
research can be readily identified. One is research on the impact of par-
ticular courses or sets of courses. Existing studies by Langston and Jen-
nings (1968) and by Beyer and Hicks (1968) raise some very serious questions
about the kind of influence curriculum has upon students' social orientations.
There is clearly a need for systematic studies of what, if any, influence
such courses as world history, world cultures, and international relations,
have upon students' international orientations.

Studies of the Processes of International Learning

How do children and young people acquire their international orienta-
tions? There have been several recent efforts within social psychology
and child development research to develop models of social learning which
we believe should be explored in efforts to illuminate the processes in-

volved in the acquisition of different kinds of international orientations.
One such set of models in the area of political socialization to national
social systems is the presentation by Hess and Torney (1967). Hopefully,

these models have considerable relevance for understanding the development
of views of the international world and perhaps even socialization into
world citizenship.

a. The Accumulation Mbdel -- This approach makes the assumption
that skills, attitudes, and role expectations are simply accumulated in
relatively unrelated units. Adults make frequent, direct and specific
attempts to teach children those things which they believe that children
should know. Because there need not be any logical consistency between the
elements presented to the child, this might be called the "confetti theory"

of storage and retrieval. It makes few assumptions about the child's
abilities or needs as they may limit or facilitate the teaching process.
Someone who implicitly follows the Accumulation Model is likely to expect
that what is presented by the teacher and what is learned by the pupil
will be identical. A curriculum which requires that the child memorize
dates or facts by repetitive drill or that he learn to apply a single
method of problem-solving by plugging given numbers into formulas to
produce solutions illustrates this model.

b. Role Transfer Model 11 -- This model stresses the patterns of
need fulfillment and motivations that the child possesses as a product, of
his experience in different roles -- as a boy or girl child in his family
and as a pupil in his school,

He brings these already acquired motivations and expectations to the
current learning situation. There is considerable overlap between systems
in the socialization process. Sex roles and roles adopted in response
to parental authority are probably adopted by the child in dealing with
the political authority system as well. The assumption is that children
structure, modify and may also distort information in accordance with the
internalized structure of their roles and associated needs.

There are many similarities between this approach and concerns of
the educator. Attempts to facilitate transfer of learning, learning sets
and curricula which include the application of past experience to the under-
standing of the motivation of characters in literature are examples.
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c. Identification Modell2 -- This point of view stresses the
child's modeling of the behavior or attitudes of some other person --
usually a parent or teacher -- even though the adult may never have
discussed the attitude with the child. The child may either model small
units of behavior or he may take on general identifications (like
political party). In some cases the child may understand none ox' the
ramifications of party identification, and the identification may therefore
lack consistent relationship with attitudes toward partisan issues or
candidates, for example.

This model is adopted by schools when they bring scientists into
the classroom with the hope that children will adopt elements of the scien-
tific method. The use of the inquiry method in the laboratory and the simu-
lation and role playing methods in social studies are other ways in which
this model is used (Shaftel and Shaftel, 1967). This method is proba-
litr most useful in understanding the acquisition of motivation and value
orientations (such as participant citizen action) and least useful in
explaining the acquisition of specific information.

d. Cognitive- Development Model -- Here the emphasis is upon the
existence of tendencies within the child to transform, stabilize and
differentiate knowledge as well as store it for retrieval. It serves
to explain some of the slippage between learning and teaching and is in
some respects a reaction against the "confetti theory" assumed by the
Accumulation Model. To quote Piaget: "the great mystery of development...
is irreducible to an accumulation of isolated learning acquisitions."
(Piaget, 1967, p.533). This model points out that the child's capacity
to deal with certain concepts has an influence upon the learning he
demonstrates. Distinctions between concrete and abstract (Werner, 1948),
between concrete and formal operation (the work of Piaget reviewed by
Flavell, 1S'S3) and the development of differentiated sex role (Kohlberg,
1966) are among the sources of this model.

This model when applied generally to the classroom gives clues to the
stumbling blocks children experience in the learning process. For example,
at the time when children can view a situation only in terms of their own
egocentric perspective, it may be difficult to teach them to think in an
international framework. Likewise it may be difficult to inculcate the
value of internationalism when the child cannot think of himself as per-
forming roles in more than one social system. As a third example, the
acceptance of the value of disagreement within the national government
requires that children be able to perceive an ideal of government operation
and contrast it with the realities of a given practical political situation.

Summary

We have reviewed the substantive content, the methods, some of the
major issues, and the theoretical dimension in looking toward future research
in international orientations. A similar review conducted in ten years'
time may be quite different in issues and focus. There is a tantalizing
background upon which to build and possibilities at present seem nearly
unlimited.
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CHAPTER V

TEACHER EDUCATION WITHIN A WORLD SYSTEM

Formal educational systems have throughout human history been major
exemplars of the chasm that separates human aspiration. from human achieve-
ment. Seneca's dictum, "Non vitae sed scholae discusum" is as potent a
criticism today as it was 2,000 years ago. Formal schooling is still but
a pale reflection of the pulsating drama of life. In large measure, the
school was, and continues to be, both insular and insulated; circum-
scribed by narrow vision and protected by tradition and circumstance from
the challenging and dynamic forces of social interaction in the world.

The past may have been able to afford the luxury of these limitations.
Its guiding educational principles were buttressed by many social, poli-
tical and econow_c forces which helped to sustain the dichotomy between
schooling and life. The elite could, without fear of serious contradic-
tion, use society's educational tools to shape their progeny in their own
image, often to the detriment and disparagement of the rest of society.
Society's leaders could afford to maintain a philosophical view that
deprecated action and celebrated the unchanging nature of ideas and values
so long as the dependent multitudes remained inert and passive. Further,
they could safely promulgate the view that security and social welfare
depended on the maintenance of distinctive personal and cultural iden-
tities. The outsider, the threat to social progress, became the "barbar-
ian", the "savage", the "gentile" or the "non-gentile", the "infidel", or
the "black power advocate", the embodiment of evil design or subversive
ideology.

The current world-wide social unrest is adequate evidence that these
attitudes and conditions, though still entrenched deeply in the fabric of
human endeavor, are no longer adequate to cope with or provide solutions
for the problems besetting the world. Rapidly increasing urbanization,
ethnic and racial antagonisms, the changes and dislocations brought about
by an advancing technology, disintegration of traditional social patterns,
the depletion of natural resources, increasing over-population, growing
food shortages, wide-spread illiteracy in a large portion of the world,
continuing international tensions in an age of weapons of mass-destruction
and disaffection among the world's youth are but a few of the problems
that demand intense commitment from all of those who possess the education-
al and economic power to respond effectively.

Furthermore, the demands raised by students, faculties and citizens
for a greater correlation between life and education, between the responsi-
bilities of citizens and appropriate education for youth to assume these
responsibilities, are additional indications that new forces now contend
in the world arena. The nature of these forces has been ably described
in other sections of this study, including the explosion of population
and knowledge and the expansion of human relations facilitated within the
context of a "shrinking world." The climate of unrest and danger is not
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the only force that demands a reorientation of America's educational
system and its teachers. The changes brought about by technology have
created unprecedented conditions for human interaction on a global scale.
The opportunity to penetrate the lives of others has brought about the
conditions whereby new conceptions of humanity can be created. As men
observe other peoples, other cultures and the accidents of history and
environment that created them) a global conception of man becomes in-
creasingly possible.

These conditions also create the opportunity to develop a new concep-
tion of education. It is a conception in which education can be con-
sidered as a total process; expanding far beyond the restrictions of
formal schooling and the limitations of the immediate social and physical
environment, into a cultural context of global proportions. The global
dimensions of the modern educational environment opens new channels to
the individual or societies to come together to accomplish common purposes
and to find new accommodations to each other.

The need for this is crucial if one is concerned with a new educa-
tion for a new generation. By 1970 half the population of America will
be under the age of 25 Recent events make it clear that the limits of
older forms of authority and patterns of educational experience are no
longer effective in responding to or coping with the expectations of youth.
Discounting the normal ebullience of this age group, it is probably fair
to say that their reactions to current social patterns are a logical ex-
tension of America's attempt to democratize its social institutions and
relationships. At the core of the responsible and yet revolutionary
tendencies exhibited by students, as well as by members of newly emerging
nations everywhere, is the demand for the rights of national and inter-
national citizenship. It is the demand for a more equal and widely
distributed application of one of the basic tenets of democratic ideology
- the rights of citizens to participate in those decision-making processes
that will affect their own welfare.

International education must encompass those learning experiences in
which the decision-making processes are conceived of in global terms,
that is, experiences in which individuals have the opportunity to realize
their selfhood and express it within a world system composed of other
individuals with the same rights of realization and self expression.

The concept of international education as proposed in this study
attempts to speak to the problems of human survival, to capitalize on
the existence of rapidly changing international alignments and relation-
ships, and to respond to the demands of the world's youth, as well as the
dispossessed and disadvantaged, for emancipation and participation.

Furthermore, it is the contention of this paper that the education
of teachers is a focal point around which major efforts must be con-
centrated if a change in educational objectives, encompassing a world
view, is to find its way into the content and structure of American
educition.

The American Association of Colleges for Teacher Education has:
during the past two decades, maintained an active interest in pushing
back the parochial frontiers. of American teacher education. As James M.
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Becker has pointed out, many other governmental and private agencies have

been engaged in the same task. AACTE has attempted to cooperate with

these various agencies and efforts in order to ensure that the general

societal neglect of teacher education not be reflected in current efforts

to add an international dimension to American higher education. The

Association has taken the position that: "Without teachers whose own

knowledge and attitudes are in tune with the demands which world society

now makes for the application of new knowledge, there is little chance

that new perspectives can be introduced into the structure and content

of modern education, in the United States or anywhere else."

School and Society - The Role of the Teacher

That the teacher plays a significant role in American society--or

in any society--is usually accepted without question. This fact has been

stated with persuasiveness and persistence and needs little further

elaboration. But because of the prominent place of the teacher in per-

petuating society's heritage and in energizing human resources toward

social progress, criticism of the teacher4and his adequacy is voiced no

less often than admiration and respect for the teacher's role. It is

not without reason that the debate over American education has focused

with considerable intensity on teachers and teacher education. For if

it is accepted that the teacher is a central element in the formal educa-

tion of American youth, and that the level of education cannot rise far

above the quality of the teacher in the classroom, then the selection,

preparation, and performance of these teachers is likely to be a constant

source of social concern and criticism.

The net effect of this criticism, whatever its merits may be, has

often been to make teacher education a kind of "whipping boy"--a fact

that, in the eyes of some foreign educators, reveals an apparent dis-

parity between our domestic views concerning teacher education and the

impact of teacher education abroad. Writes one such foreign observer,

who now plays a leading role in American international studies:2

In some parts of this country . . . it has become customary

to write teachers and teacher education off. Indeed the words

"teachers college" seem to be classified as an un-American

activity in semantics. You Americans have a great capacity

for self-flagellation. You seem to take an especially lust-
ful delight in the area of teacher education, where your

destructive efforts have been occasionally almost sadistic.

You are so busily preoccupied with self-criticism that you

often fail to note that the rest of the world is faithfully

copying, while steadily criticizing, many of the educational

trends and practices you have pioneered . In spite of

your dismal deprecations, I maintain that American teachers

are still the best educated in the world.

Whatever the merits of the case--and no normative or empirical

standards have yet been devised to bring contrasting views into equili-

brium in this matter--the teacher in the classroom, for good or ill, is

a product of his social and educational environment. That is to say, in

lare measure teachers reflect their preparatory training and the in-

tellectual and behavioral climate in which it takes place. They are no
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less a product of societal values and practices than the future citizens
whom they educate. They tend to express in the school's activities the
same attention (or lack thereof) to human rights, for example, that is
characteristic of their training institution or the society that nurtured
them. This means that the teacher, like any other individual, can be
subject to feelings of alienation, chauvinism, or a sense of powerless-
ness to deal with global or domestic problems--attitudes that he trans-
mits to the classroom.

This situation points to a further issue that affects the quality
of educational effort in the field of international education. The role
of the school as the sole arbiter of social change is limited. The
societal context, its values, tastes, prejudices and hopes, are im-
portant factors that determine the school's orientation and the quality
of teaching that is performed in it. The school's philosophy and
objectives are invariably framed with reference to the ideals, aspira-
tions and the needs imbedded in the culture of that society. That is,
the structure and guiding principles of a nation's educational enter-
prise are inevitably molded by the society that it serves. If this is
the case, several questions should be raised: since American society is
deeply involved in international affairs, through the efforts of its
scholars, artists, industrial firms, military power, technicians, and
tourists, why has the school remained relatively isolated from the
effects of society's international encounters? If, indeed there has been
a knowledge explosion created by the conditions of global concern, why
has it not penetrated the content and quality of American education as
a stimulus to fresh thought, social criticism and cultural enlightenment?

Tentative answers to these questions might be given.

1. The awareness of America's global involvement in society at
large is limited because the involvement of the American people as a
whole has been limited. The impact of thousands of foreign students on
our campuses and the tens of thousands of Americans that have participated
in international activities of one kind or another has touched only a
small proportion of the nation's citizenry.

2. The knowledge industry, whose efforts to sustain our economic
activities and further our foreign policies and ventures has rarely con-
cerned itself with programs or institutions that prepare teachers.

3. The traditional content of the schools and teacher education
programs has been concerned with the transmission of the conventional
wisdom of society and, more recently, with the cataclysmic revolution
within our own society, leaving little room for other intellectual
exercises or international concerns.

4. Within higher education the support for international studies
has, on the one hand, been directed toward the improvement of inter-
national skills in departments other than teacher education. On the
other hand research programs have been supported whose orientation is
unrelated to the development of intercultural awareness in teachers and
the public schools.

5. Research evidence indicates that conformity to the existing
social order is highly prized, and therefore, taught in the nation's
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schools. John Patrick's research findings conclude:3

"Perhaps the most acute educational problem reflected by
political socialization research is the proclivity of our
schools to approach the tack of political socialization in a
one-sided manner, especially in schools serving mainly lower
or working class children. The schools reinforce and
develop strong attitudes toward state and nation. Most
children learn well the lessons of conforming to the socio-
political status quo."

The existence of this orientation seriously militates against the
addition of new content and new perspectives into the system. It has,
moreover, a reflexive effect on the training of teachers, who are called
upon to make their contribution to the existing order.

6. The problem is, also to a certain degree, a circular one. As a
professional, the teacher's vocational interests are determined by the
demands of the market for particular skills and competencies. The lack
of specific courses or other opportunities in the public schools to which
a teacher might apply training in international education, means that
there is no stimulus to the departments or colleges of education to
provide such training. The schools on the other hand are not willing to
allocate their limited resources for the development of internationally
oriented courses since there are relatively few teachers educated in this
Yield.

7. In addition, professional training is generally designed to
permit the neophyte to enter the profession based on standards and prac-
tices determined by his predecessors. This is not a criticism of the
system, especially when these standards have a built-in flexibility that
permits or fosters innovation. In the field of teacher education, it is
generally assumed (by other educators, as well as teacher educators) that
the system is characterized by a rigidity that permits little experimenta-
tion at least at the level of undergraduate teacher preparation. The fact
that this is not necessarily so, is not widely understood. It:, therefore,
creates a climate of suspicion and indifference to the possibility for
collaboration among the various disciplines within higher education--in
the field of international teacher education or any other field.

8. With the expansion of the teachers colleges to the status of
full fledged, multi-purpose universities, the importance of their tft.eh-
ing education function has been minimized. To acquire status as a multi-
versity and to fulfill its growing obligations to society, the institutions
have had to support manpower--producing programs for purposes other than
teaching.

One noted educator points out:4

There is at this moment no serious and continuing effort on
the part of the universities to develop scholar-teachers for
the undergraduate young and for the generation just behind
them in the schools. Although there are a growing number of
all-university committees on teacher education, concentration
in planning and operation is still on the development of the

237



research experts and Ph.D. specialists for the academic and
institutional markets, leaving a teaching gap exactly in
the middle of the whole educational system. When we look
at the total quality of that system, it becomes clear that
the achievements of the United States as a civilization and
as a world power have been reached by the use of only a
fraction of the latent intellectual resources within the
population. The only way to bring this latent talent into
full play is to develop thousands and thousands of teachers
who know how to seek out that talent and to foster it, and
first of all, in the colleges, to teach those who will do
the teaching. When the problem is traced back far enough,
it comes full circle, from early childhood education,
through the years to college, to graduate school and back
again, with everything interconnected, yet relying on the
central pivot of the colleges and universities to make the
system work. The colleges and universities are the breed-
ing ground for teaching, yet they have not begun to create
the conditions in which teaching and the teacher are honored
and rewarded above all else, and in which scholarship, re-
search, and teaching are linked together in the organic set
of relationships they must have if the academic culture is
to stimulate the best intellectual efforts of college students
and the college faculty.

But these are only a few of the basic problems that have, over the
years, made it difficult to create a cadre of teachers who can bring the
realities of modern society to bear on the school program. The problems,
as stated, are not in and of themselves insurmountable. But they do help
to identify the arena within which change must take place and the fort:;es
that must be brought to bear on the total environment of education, which
includes the universities, the schools and society at large.

Teacher Education - the International Dimension

Several studies have been undertaken in recent years to probe and
gauge the response now being made by American teacher education institu-
tions to the chUlenges of a world system. AACTE's concern in this field
was given concrete expression through the initiation of a study designed
to assess the current efforts in America to prepare teachers for a global
society. In addition, the study was made to provide the Association, and
the over 800 colleges and universities that make up its membership, with
a set of guidelines and recommendations for future activity in this field.
The AACTE study was directed by Dr. Harold Taylor who was assisted by an
advisory team of teacher educators, social scientists, representatives
from the United Nations, the Peace Corps, Education and World Affairs
and AACTE. Current attempts to internationalize teacher education were
examined in a cross-section of American colleges and universities that
prepare teachers. Opportunities for future expansion in this field was
gained through a review of literature and discussions with students,
government and university leaders in international education, United
Nations personnel and members of private organizations. Two publications
report the findings of this survey.5 ( A summary of the recommendations
emerging from the study can be found in Appendix L.)
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International Involvement and Teacher Education

The future effort to provide teachers with competency in the field
of international education and simultaneously imbue them with a sense of
urency, is a task of considerable magnitude. Competency is necessary
in order to break the vicious circle which is characterized by a lack of
courses or activities related to international studies in the schools
because of the absence of qualified teachers and the lack of university
preparation in this field for teachers because it bears no relationship
to the current interests of the schools. Urgency is needed because
isolationism, educational or otherwise, is no longer an option for
American society. Withdrawal would not only be indicative of intellect-
ual cowardice, but would create conditions that would seriously jeopardize
our international interests as well as domestic progress.

During the past two decades government agencies and institutions of
higher learning have made some progress in providing the American teacher,
or prospective teacher, with opportunity for international involvement.
The most prominent of these programs has been the Peace Corps, initiated
by President John Kennedy in 1961. Of the 14,000 Peace Corps Volunteers
in service today, some 40 percent serve as teachers. A majority of the
rest are functionally involved in the teaching process, whether in rural
development, community service, or public health. In addition, of some
17,300 Volunteers who served at least two years before terminating their
Peace Corps assignments, over 8,000 were teachers. The impact of this
experience on the career choices of returning Volunteers has been note-
worthy. Over 1,300 are now teaching. The fact that Peace Corps training
and experience is gaining recognition by state certification boards and
colleges of education is also encouraging. At least 10 states currently
grant waivers of the student teaching requirement to returning Peace
Corps teachers. Eighty colleges grant academic credit for Peace Corps
training and 10 for Peace Corps service, and these figures are changing
rapidly.

A number of other programs involve Americans in overseas teaching.
Columbia University Teachers College, for example, in its Teachers for
East Africa Project, provided some 500 teachers for East African second-
ary schslols from 1961 to 1967. The successor to this program has
emphasized teacher education in which experienced teachers have gained
valuable experience in the teachers colleges in cooperative efforts with
their East African colleagues. The National Education Association Teach
Corps Project annually sends qualified teacher volunteers for summer
seminars to developing countries. And the Department of Defense and
American-sponsored schools overseas employ numerous teachers annually.
Programs that utilize overseas experience as a part of the overall pro-
fessional preparation of teachers are also growing, but are currently
few in number. In these programs student-teachers, under the supervision
of university faculty, spend a portion of their practice teaching in
either an overseas American community school which emphasizes binational
enrollment or in a national school of the particular country. More
imaginative plans are now underway to make an early selection of such
students in their undergraduate career, provide them with the requisite
training in language and area studies, arrange for supervised student-
teachint,.,: in a foreign country, bring the students back to the home campus

239



to complete the degree and certification requirements, and offer graduate
courses at the overseas location to encourage students to engage in full-
time career teaching overseas while earning credit toward advanced degrees.
This plan provides vital experience and personal confrontation with a
foreign culture and its educational proUoms for both prospective teachers
and faculty members of the American institution.

Many interinstitutional programs across national lines now exist, but
few are specifically designed to cater to the special needs and future
vocational demands of the teacher. While foreign language programs have
served as a valuable instrument for bringing the youth of the world's
people in closer contact, and thereby creating a leavening influence on
the international perspectives of American society, the social relevance
of these programs for providing teachers and students with new insights
into wellsprings of human motivation and behavior in varying environmental
contexts, has been largely neglected.

In addition, a number of educational organizations have undertaken
the task of arranging study tours overseas for teachers, administrators,
deans and department heads, whose policy.making role in the development
of new programs on their own campus is often crucial. It is encouraging
to note that school systems are also beginning to realize the benefits
of internaticnal study and travel for their educational programs. Many
school districts award in-service credit for such travel, although ac-
cording to a recent study, there is still little consensus on the criteria
for assessing such overseas involvement en terms of its practical rele-
vance for the American classroom.6

The significance of these and many other programs lies only partly
in the quantitative and cumulative progress that is being made in the
field of teacher education and intercultural confrontation. The major
import of these approaches is that they are imbedded in a conception of
learning that is solidly rooted in first hand experience as a basis for
further learning and teaching. Secondly, this confrontation and in-
volvement with other cultures and its representatives offers an effective
antidote to the limited cultural confines in which the normal American
educator finds himself.

An examination of the role of experience, as a necessary component
for shifting the focus of teacher education beyond the culture which
confines the teacher, is important for several reasons. First, to
emphasize the experiential core that at once provides the focus for the
teacher's role as a mediating agent between the content of instruction
and the learning growth of the child, and simultaneously provides a
context of interlocking social and intellectual relationships enabling
the student-teacher to validate in his own personality and cognitive
processes all the factual information, abstractions, generalizations,
and methodological suggestions found in his academic and professional
courses. That the experiential component has not been given its adequate
place in the preparation of teachers may be ascertained from the loud
complaints by students and critics of education concerning the irrele-
vancy of much of what is taught in professional education courses. The
vaunted irrelevancy is due in part to the structure of much of teacher
education, in which immersion in a student-teaching experience follows

240



rather than precedes or accompanies the intellectual discourse on the
psychological, social, historical, philosophical, and methodological
Foundations of education. If it is trues. as Herbert La Crone asserts
in the AACTE study on teacher educationti that teaching requires the
making of choices among alternatives, then the power to make a choice
and to express it must be forged in an interrelated situation in which
content, the teacher, the student, and the environment create the op-
portunity to explore alternatives, to assess their effectiveness, and
then to make new choices. This is not to say that education courses or
academic studies do not contribute to the awareness of alternatives and
the development of a conceptual scheme to assess and order a behavioral
situation. They are indeed vital to any educational program. it is
that the sterility of many of the courses is a function of their iso-
lation from and lack of relationship to the student-teacher's own
grappling with the complexities of the classroom. In sum, the prepara-
tion of the teacher cannot stand apart from direct teaching experience
--experience that makes concept-formation and decision-making possible
and relevant. Without this interfacing of cognitive discourse and
experiential entanglement, the preparation of tomorrow's "international
teacher" will suffer from the same deficiencies.

Finally, reform in the area of teacher education, whether devoted
to domestic or international objectives, must receive its impetus and
its insights from the living situation of the society in which the
educational enterprise is nurtured. It is within this context that
overseas study and activity makes its contributions to the preparation
of teachers competent to assist in shifting the center of education's
gravity from the domestic scene to the wider world.

A final consideration in this review of positive signs of progress
for widening the scope of the intellectual and programmatic efforts of
American teacher education, is the contribution made by the effects of
American educational assistance overseas and the role of the Federal
government in general. The contributions of the Fulbright program and
the National Defense Education Act have been given adequate coverage
elsewhere in this study. The potential contribution of the International
Education Act of 1966 is still a matter of conjecture, despite the fact
that its life has been prolonged, but still not supported by any appro-
priations.

Little attention has been paid to the efforts of the Agency for
International Development (AID) and its precursors. Aside from the Peace
Corps, it has been the major source of funds and opportunity for the in-
volvement of American teacher educators in technical assistance abroad.
The AACTE study points out that: "The particular virtue of, the educa-
tional work of AID lies in the fact that it is directly linked to the
problems of social and economic development of the countries where aid
is provided and is therefore involved in an immediate way with the
problems of a viable social structure. Educational questions have to
be answered in practical ways, including the basic question of how to
educate teachers."8

A current AACTE study, still in progress, reveals that over 60
teacher education assistance projects have been supported by AID in Asia,
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Latin America and Africa during the past 15 years. Each of these involved
Aneaican teacher educators and other university personnel. The backbone
and stimulus to much of the universities' interest in international educa-
tion stems from the experience and enthusiasm of these men and women.

The question may well be asked, however, why more evidence of their
overseas involvement is not found in teacher education programs? The
answer revolves around the problem of feeding back this expertise into a
conventional program. It appears evident that with but a few exceptions
universities with overseas projects have not built this body of experi-
ence back into the content and structure of their programs in an organized
way.

The problem has been primarily one of an imbalance in the reciprocal
flow of expertise and its application. Exports of skilled teacher
educators and other types of faculty to conduct action and research pro-
grams overseas have far exceeded the reimportation and application of
this overseas experience into the American curriculum for teachers in
any broad scale or meaningful way. Campus surveys of faculty with over-
seas experience usually reveal a large number of staff members with such
background but who are not utilized in any organized way to touch the
lives, education and experience of those who will be teaching in the
public schools. Some means must te found to bring this latent pool
of resources to bear on the development of courses of studies, research
and international experience for future teachers.

Much the same set of criticisms can be applied to the utilization
of returning Peace Corps volunteers. The case of the Peace Corps
volunteer adds a new dimension to this problem, however. Not only does
he bring beck an awareness of the intercultural possibilities in inter-
national relations, but in many instances he returns to seek out a career
which will tap the interests and enthusiasms that led him to join the
Peace Corps in the first place. Many of them have found considerable
satisfaction in their teaching and community work in foreign countries.
The lack of opportunity, within most teacher preparation programs, for
channeling their social interests into teaching in the domestic scene in
a meaningful way, deters them from entering this profession. The ap-
pendix provides several recommendations for capitalizing on the potential
contribution that the Peace Corps volunteer can make to international
education in universities and schools.

International Teacher Education in America - Status Report

No detailed, comprehensive national survey has been made to date
to assess the qualitative or quantitative character of efforts in America
to prepare teachers to teach about the nature of the world society. Certain
inferences and estimates have been made from the data gathered in the AACTE
study as well as from other sources. "Not more than 3 to 5 per cent of all
teachers," Taylor reports, "have had in the course of their preparation
to become teachers in the social sctences or any other area of the
curriculum any formal study of cultures other than in the West, or have
studied in a field which could properly be described as world affairs."9

Claude Phillips of Western MichigaPoftiversity in his study of
schools in one county in southern Michigan reached essentially the same
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conclusion. Of the 69 replies from social studies teachers only eight
were teaching courses that had a world orientation - primarily world

history." Taylor reports on this study: "Seventy -seven percent of the

teachers said that they tried to incorporate materials dealing with the
non-Western world in existing courses although less than half of

them had done formal study of any kind in relevant subjects Nearly
all of them felt that they were not actually prepared to teach subjects
beyond those dealing with American and the Western countries."11 The
major barriers cited by Phillips to account for these conditions include:
inadequate opportunities for preparation at the university level, an
over-emphasis of physical science to the neglect of the social sciences
in school and college curricula, and the conservative elements among
educational administrators, school boards and the community. Lack of
suitably prepared and intellectually stimulating course outlines and re-
sources might be added to this list. Irwin T. Sanders supports these
conclusions. He says: "Educationists are quick to point out that pre-
paring teachers to introduce international materials in their secondary
school subjects is of little effect if their supervisors, school admin-
istrators, and school boards are not interested in such innovation. In

other words, a profession is a total social system, of which the educational
and training institutions are but a part. Unless innovation icy diffused
as much as possible into the whole system it will be much less important
in a single part. "12

The professional schools reflect the conditions in secondary schools.
Education and World Affairs' survey of AACTE member institutions in 1965
revealed that less than 20 percent of the institutions offered courses
dealing with non-American materials and that whatever was being offered
was, in most cases, the result of the individual efforts on the part of
faculty members."

An excellent survey, by the American Association of State Colleges
and Universities of its 191 member institutions in 1966 revealed similar
deficiencies to those noted above. Many of these institutions have
teacher education as one of their major emphases. Almost half of the
institutions offered no non-Western studies, whether identtiied as such
or referred to as "infusion courses" with not more than fifty percent
non-Western content. 14

Admittedly, this analysis of the availability of curricular offer-
ings presents a one-sided picture. For the development of international
perspectives in teachers and the skill to encourage positive orientations
toward the concepts of a world system in students, cannot be derived from
professional and academic courses. alone. To accomplish this task re-
quires a series of experiences including involvement in a non-Western
cultural setting, operational and pure research, the acquisition of a
life and teaching style relevant to the demands of modern global soc;ety,
and the opportunity to learn and teach, consume and produce, in an atmos-
phere receptive and supportive of such endeavors in the university, the
school, the state and society at large.

An equally important task in this process is the development of per-
ceptions and attitudes on the part of teachers that enable them to view
as a total system, the interlocking nature of the world's institutions.
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the interdependent nature of human activity, and the need to bring into
balance the needs and desires of the "have" and "have not" nations and
cultural groups. Formal education is only one of the mechanisms that can
produce such a view. But it is a necessary one, nevertheless, and should
cooperate wherever and whenever possible with other social processes in
this task.

The Future Task 4

No single criteria, no single-factor theory is capable of providing
a final and finite set of solutions to the problem of international-
izing teacher education and the teaching profession. The recommendations
contained in the Appendix are but specific examples of types of acti-
vities that can be undertaken in the light of present resources and
present problems. The pace of change is quickening, however, and new
relationships, new configurations of power and new scientific and social
knowledge will emerge which will require new solutions.

Several guidelines are suggested to cope with the present state of
affairs.

Some of the essential components of experience in a program designed
to internationalize future American teachers are suggested.lp

1. The experience should be one that enables the teacher
educator`or teacher to enter the lives of others at a level
deep enough to make mutual understanding possible. Modes of
application include teaching in a foreign country, conducting
cooperative research with local counterparts, developing
curriculum materials on the foreign culture, again in
cooperation with local specialists, for use in American
education. Study tours and other means for studying a
foreign culture are useful to the extent that they foster
mutual understanding.

2. This experience or involvement should be accompanied
by structured discourse and individual research to enable
the individual to order his behavioral impressions and to
open new avenues for further intellectual exploration.

3. The experience and scholarly discourse and study should
be undertaken by the teacher educator or student teacher with
a view to producing usable materials and concepts in his teach-
ing activities. Studies or experiences conducted in an
atmosphere of pass3.vity, an atmosphere which fosters a
consumers approach rather than a producers do little more
than perpetuate the deficiencies of'current academic efforts.
For what is involved is not simply a curricular rearrange-
ment. Taylor asserts that: "The academic approach to
learning ... has a tendency to sterilize whatever materials
are disseminated. 1116

Further, he suggests:17
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The world's affairs should be defined as what
happens to people in the world rather than what
happens in international relaAons courses. By
education in this sense, I mean the process by
which each person becomes aware of himself and
of his place in the world, how one can best
learn to conduct himself in that world and how
to contribute something of himself to it. That
is the reason for engaging in the study of
foreign cultures, not merely to have another
item on one's transcript. To achieve an aware-
ness of the world the student needs the
opportunity to explore its geography, its
peoples, including the peoples of his own
society with its subcultures, to learn, through
science, the physical characteristics and
foundations of nature; through languages, the
arts and philosophy, to learn about the ideas,
images, and experiences of mankind. These are
the world's affairs, and although they include
such matters as the history of governments and
the international relationships among govern-
ments--their wars, their victories, their defeats
and the rise and fall of empires and civiliza-
tions--the culminating point in education comes
when one has learned to understand the nature and
character of the world itself in its contemporary
manifestation, and when one has learned how to do
something useful in that world.

The relationship of the department or college of teacher education
to other university departments, natural and social sciences, the fine
arts, the humanities, foreign area and language programs, research
institutes and, community services, must also be examined from the point
of view of whether each segment is making its maximum contribution within
the total system of higher education.

1. Serious and prolonged attempts should be made to eradicate the
polarization between the professional studies offered in colleges of
education and the other academic and research efforts of the university.
Although many campuses possess all-university committees or councils
for teacher education, the degree of interpenetration of studies and
cooperative intellectual and service activities has not proceeded at
a rapid enough rate. Two suggestions might be ofZered. First, the
colleges of education should assume the initiative to break down exist-
ing barriers, whether the object is to create a cooperative atmosphere
for teaching international education or other programs. Second, the
concept of the all-university committee for teacher education should be
extended to encourage the development of other all-university committees
in the arts, humanities and sciences with equal representation from
teacher education. Much of the social relevance of the other academic
studies is achieved when they are transmitted to future generations who
will eventually become college students. The experience of teacher
educators, whose total professional commitment is toward building firmer
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connections between higher education and the community through its schools,
can bring in new dimensions into the activities of the university as a
whole.

2. The necessary resources, intellectual and financial, that are
required to mount effective international and intercultural programs
far outstrip the resources of any one professional school, department,
or institution. While larger universities do indeed possess resources
that permit them to carry out effective programs, this is not the case
with the majority ofAmerican centers for higher learning. Intrainsti-
tutional and interinstitutional activity is called for. It is interest-
in!; to note that under Title II of the International Education Act it was
made clear that the Act was directed toward the support of a total
institution or group of institutions rather than individual scholars or
small research groups.

3. Institutions would be well advised to make a careful analysis
of their own resources and initiate campus-wide discussions regarding
their aim in international education before embarking on ambitious pro-
grams. It is difficult to achieve total institutional commitment when
a program of teacher preparation in this field is undertaken merely as
a peripheral activity prompted by academic fashion, external pressure,
or the potential availability of outside financing.

4. The continued success of any international program on the campus
will be determined by the competence of its faculty and the quality of
its instruction and research. Many avenues are open for the improvement
of faculty competence in the international sphere: faculty seminars of
an interdisciplinary nature that stimulate interest in and knowledge about
cultures and that give scholars an opportunity to exercise the knowledge
of their own disciplines in new contexts; hiring policies that give some
preference to those whose prior training and experience combine pro-
fessional and disciplinary competence with foreign study, research, or
service; close campus-community cooperation to permit faculty and
students to take advantage of the learning potential latent in the
cultural and linguistic diversity existing in the ghettos of our cities;
administrative policies that provide for staff mobility to pursue their
specialization on an intercultural plan; and curriculum materials
development projects overseas to enable faculty members to work with
their professional counterparts overseas under conditions which force
them to come to grips with the cultural diversities in the foreign
country in a manner that equips them to translate this experience into
concrete materials for use by American students.

In the final analysis the success of an international emphasis in
America's colleges and universities will depend on the creation of a
new educational environment able to foster a more enlightened aud per-
ceptive outlook on the part of all who participate in it: the teacher,
the undergraduate, the graduate student, the college professor, and the
plain but new-fashioned American citizen, a citizen with a world view.
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CHAPTER VI

MOBILIZING RESOURCES FOR IMPROVING INTERNATIONAL EDUCATION
AT THE ELEMENTARY AND SECONDARY SCHOOL LEVEL

A complete listing of the talents, resources, programs, and projects
which might be utilized to improve international education at the
elementary and secondary school level would fill several volumes.
These developments are found at all levels of education-kindergarten
through graduate school, in programs sponsored by federal, state, and
local agencies, and in vast numbers of professional and civic groups.
This chapter (1) cites a limited number of efforts; (2) lists selected
persons, groups, and sources; (3) briefly summarizes some evidence
on how change occurs in education; and (4) suggests some ways of
mobilizing resources to maximize the likelihood that needed changes will
occur.

College Level Sources

Of interest primarily to adults, and at the college and university
levels, are a multitude of foreign area study programs' and associations,
professional groups of the various social science disciplines, a variety
of educational agencies and major libraries, museums and art galleries.
The groups range from the American Association of Colleges for Teacher
Education to the Academy of Arts and Sciences; from the American Council
on Education to the National Science Foundation. Also included are
the professional groups such as: business, public health, engineering,
and other agencies such as the Library of Congress and the Society
for International Development. Notable among these organizations,
because it is an interdisciplinary group with an active interest in
all areas of international affairs, is the International Studies
Association.

The nature and extent of the concerns of college, university and
many professional organizations are documented in a series of studies
published or distributed by Education and World Affairs. Included are
the following:

The University Looks Abroad: Approaches to World Affairs at
Six American Universities. Published by Walker & Company
for Education and World Affairs, 1966.

Education and World Affairs: Report on Program 1963-1964.
Published by Education and World Affairs, 1965#

Education and World Affairs: An Overview. Published by
Education and World Affairs, 19664

Coordinating International Programs and Activities at U. S.
Colleges and Universities: A Directory. Published by
Education and World Affairs, 1966, reprinted 1967.
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"Intercultural Studies." Reprinted from College Management,
February, 1967.

The University and World Affairs. Report of the Committee on the
----Uiliversity and World Affairs, J. L. Morrill, Chairman.

Published by the Ford Foundation, 1960.

The College and World Affairs. Report of the Committee on
the College and World Affairs, John W. Nason, Chairman.
Published by the Hazen Foundation, 1964.

The Professional School and World Affairs: Report of the Task
Force on Education, Committee on the Professional School
and World Affairs, T. Keith Glennan, Chairman, Irwin T. Sanders,
Study Director. Published by Education and World Affairs, 1967.

International Offices on U. S. Campuses: A Directory. Published
by Education and World Affairs, 1968.

Higher Education and World Affairs, by Allan A. Michie. Published
by Education and World Affairs, 1968.

Potentially a valuable source of help, these groups, with few
exceptions, have either very limited or no interest in international
education at the elementary and secondary school level; nor are most
elementary and secondary educators aware that such organizations and
groups exist. Some efforts have been made to increase communications
among these diverse bodies, but little coordination, cooperation or
systematic contact exists.

Evidence of the gaps between college and university concerns in
this field and those found at the elementary and secondary school level
are readily apparent if one compares the topics and concepts which serve
as a major focus among college and university scholars specializing in
international relations with the international topics and concepts
currently receiving emphasis in the nation's elementary and secondary
schools, as revealed by euecining widely used social studies texts.
(Excellent brief summaries of emphases at the college and university
level are found in Platig's International Relations Research; Sondermann's
"Changes in the Study of International Relations," Chapter 7 of Interna-
tional Dimens±ons in the Social Studies, the 1968 Yearbook of the
National Council for the Social Studies, edited by James Becker and
Howard Mehlinger; and Eldridge's "Contemporary Conceptual Changes in
International Studies." The outlines found in Basic Courses in Inter-
national Relations, edited by Vincent Davis and Arthur Gilbert, provide
further evidence of current emphases in college work in the international
field.)

The treatment of international topics at the elementary and secon-
dary school level has not been the subject of any wide-ranging recent
studies; however, Dunlap's "The Teaching of International Relations in
Secondary Schools: A Research Report;" Jenning's "Political Learning
in the Schools: An Overview and A Special View;" Masia's "Profile of the
Current Secondary School Social Studies Curriculum in North Central
Association Schools;" a study by the Educational Testing Service,
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"Social Studies in Secondary Schools: A Survey of Courses and Practices;"
and Social Studies in the United States by Cox and Massialas all
provide clues to the areas and topics receiving attention in widely
used texts and curricula. A review of efforts in schools around the
world can be found in International Understanding as an Integral Part
of the School Curriculum, Oribligfia-5Y-thi-rnteinationarbuieau of
-Educattair;-Gts1W17-113687-

Evidence that colleges and universities are not only failing to
bridge this gap but often give inadequate attention to the whole area
of international affairs is provided in The United States and International-
Education, the 68th Yearbook of the National Society for the Study of
Education, and Taylor's The World and the American Teacher. Evidence
of the failure of colleges and universities to deal with this problem
cited by Taylor includes the fact that less than 5% of today's teachers
have taken courses in international issues or non-Western area studies.

The inclusion, beginning in 1967-68, of international affairs
as part of the NDEA Institute program was an important step in trying
to deal with this problem. It remains to be seen whether this very
limited effort will be expanded.

Foreign Visitors

The acceleration in the frequency and scope of international
exchanges at both student and scholar levels and among peoples from
all areas of the globe creates a variety of opportunities, as yet
largely unexploited, to add still another dimension to international
education. The Institute for International Education, the Experiment
in International Living, and the Bureau of Educational and Cultural
Affairs of the Department of State are among the better known agencies
sponsoring a variety of exchange programs. In 1967 student exchange
programs involved approximately 100,000 foreign students in the U. S.
and 25,000 U. S. students abroad. (See Open Doors, Report on Interna-
tional Exchange; New York: Institute of International Education, 1968.)

Government Programs

The federal government operates, supports, or coordinates a wide
range of international programs. The Departments of Health, Education
and Welfare, Defense, State, Commerce, Agriculture, the U. S. Office
of Education (more mention of this later)--all have both research and
operational programs in international education. See A Guide to
U. S. Government Agencies Involved in International Educational and
Cultural Activities, Department of State publication 8405, Superin-
tendent of Documents, U. S. Government Printing Office, 1968; and
Overseas Foreign Language and Area Studies 1969-70, Division of Foreign
Studies, Institute of International Studies, U. S. Office of Education,
Washington, D. C. Dr. Robert Leestma, Director of the Institute of
International Studies and Assistant Commissioner of Education, is the
key contact in keeping informed of government efforts in this area.
A useful document for teachers recently released by the Department of
Commerce is Some Resources for Area Training, by Robert J. Foster, et al')
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The George Washington University, Alexandria, Virginia; Institute
for Applied Technology, National Bureau of Standards, U. S. Department
of Commerce. A description of programs in the Departments of HEW and
State of interest to teachers can be found in the 1968 Yearbook of the
National Council for the Social Studies, Chapter 15: "Federal Government
Programs," by Martin Cramer. Also very useful is a pamphlet prepared
by the International Education Association, Suite 305; 1785 Massachusetts
Avenue., N. W.,Washington, D. C. 20036: "International Education and
Government."

Of special significance to elementary and secondary educators are
the increasing number of efforts to improve instruction by combining
talents and resources drawn from both elementary or secondary and college
levels and coupling curricular revision and teacher training. Chapter III
of this report deals with many of these programs, most of which are
supported by the U. S. Office of Education.(See Appendix G for list of Research
Projects in die Social Studies supported by the U. S. Office of Education.)
While most of these efforts are expected to have national or regional
impact, opportunities for state and local improvements in this field
are also expanding. Noteworthy in this regard are the range of incentives
available under Title III, Supplementary Centers and Services Programs,
Elementary and Secondary Education Act of 1965. This program better
known as PACE is designed to support needed supplementary services
and to encourage innovative and examplary applications of new knowledge
in schools throughout the nation. Although a review of PACE projects
for fiscal year 1968 reveals relatively few in the international or
intercultural area, the potential for support is there. In 1968 Georgia,

Indiana, New Jersey, Michigan, New York, and North Carolina were
among the states reporting Title III projects involving innovations
in the study of other societies; cultures, and languages.2 (See Appendix H
for list of world affairs projects including selected Title III projects.
See also Pacesetters in Innovation, Fiscal Year 1968, Office of Education,
Department of HEW, Washington, D. C.) The small number of projects
in this area seems to stem from a lack of awareness of the provisions
of this program on the part of most educators and the failure of edu-
cators aware of the program to provide enough clear, creative proposals.
Another major drawback to these efforts thus far is their short life.
Many of them have been funded for a year or two and then have gone out
of existence with little evidence of having had any impact.

Other U.S.O.E. programs of special significance to elementary and
secondary educators are the various institutes, seminars, and other
opportunities for training under the Education Professions Development

Act of 1967; see "The Preparation of Proposals for Educational Personnel
Development Grants 1968, 1969, 1970," Division of Program Administration,
Bureau of Educational Personnel Development, Office of Education,
Washington, D. C. 20202. For illustrations see Appendix I for a list
of EPDA Institutes in international affairs and world areas.

The EPDA Institutes and programs represent an important effort to
improve the teaching in many areas of the curriculum including its
international and inter-cultural dimensions.

To date, innovations in teacher preparation in the international
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field are extremely limited. The work of the University of the State
of New York and a variety of efforts initiated by the American Associ-
ation of Colleges for Teacher Education are among the most valuable.
An excellent review of present efforts, needs, and proposals in this
field is Harold Taylor's The World and the American Teacher. See also
Education and World Affairs 'The Professional School and World Affairs.

Regional and State Efforts

At regional and state levels there are numerous organizations
which have active efforts or interests in this field, including: The
Southern Regional Conference Board, the Education Commission of the
States, the regional accrediting associations, and the Western Inter-
state Commission on Higher Education. The outstanding effort among the
regional associations is the North Central Associations's Foreign
Relations Project. Several Stote Departments of Education are developing
or expanding their interests in international education. Notable
among these is the New York State Department of Education, and the
University of the State of New York. Their publications include:
The International Dimensions of Education in New York State, by Ward
Morehouse, Consultant in Foreign Area Studies, 1963; The Challenge of
a Revolutionary World, Progress Report: 1965; and Education for the
Revolutionary World of the Future, 1969. State Education Departments
in Colorado, Pennsylvania, California, Wisconsin and Michigan are also
paying more attention to international education. An unusual program
involving four southern states is the Regional Educational Agencies
Project. (See Appendix H) Funds made available under various federal
programs, expecially Title V of ESEA, have been used by states in some
instances and could be used a great deal more in furthering efforts
in the international field. Two very useful recent summaries of pro-
grams at this level are:

A. New Opportunities for Educational Leadership in a Revolutionary
World: The Role of the State Educational Agencies in Interna-
tional Education, a preliminary report to the Education
Commission of the States, by Ward Morehouse, Center for
International Programs and Services, University of the State
of New York, August, 1968 (unpublished).

B. "The Role of States in Improving the Teaching of International
Affairs," by Gerald W. Marker, Chapter 17 in Becker and
Mehlinger, eds., International Dimensions in the Social
Studies, the 1968 Yearbook of the National Council for the
Social Studies.

Among the more important findings cited in Morehouse's report are:

(1) Education agencies in eight states have used foreign
consultants in non-Western area programs.

(2) Ten states report holding'statewide conferences or programs
in international education.
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(3) Twenty-six states report having sponsored in-service
programs in international studies.

(4) Twenty-five states give credit for overseas experience.

In spite of some encouraging signs, there is little overall
evidence that state and local education agencies are taking advantage
of opportunities under federal funds to strengthen the international
dimensions of their programs. Comparisons among state guides between
the period 1964 and 1968 reveal little real change or progress.

Private Groups

Among the many voluntary associations which serve adult citizens
and devote some part of their programs specifically to teachers and
students are the World or Foreign Affairs Councils. See Appendix J
for a list of such groups compiled in 1968 by the Foreign Policy
Association. Sixty-four such groups are identified on this list.
For a review of the work performed by these groups, see "How World
Affairs Councils Serve Schools, Teachers, and Students," by William C.
Rogers, Chapter 18 in the 1968 Yearbook of the National Council for
the Social Studies.

Other agencies which provide materials and services the*' encourage
schools to put more emphasis on some aspects of world affairs include:
The Asia Society, the Japan Society, the African-American Institute,
and the World Law Fund. See Appendix K for a more complete list.
See also "Peace and World Affairs Organizations: A Selected Listing"
prepared by the Center for War/Peace Studies, Pacific Central Region,
1730 Grove St., Berkeley, Calif.; and "Guide to U. S. National Organi-
zations in World Affairs" Intercom, Vol. 8 No. 4', 1966, Foreign Policy
Association.

Use of Foreign Visitors in Elementary and Secondary Schools

Student exchange programs at the elementary and secondary level
have witnessed a steady growth in recent years. The American Field
Services program, the best known effort at this level, estimates there
were approximately 3,000 foreign students and 1,400 U. S. students
involved in their exchange programs in 1967-1968. Although many schools
sponsor individual foreign students, in general, elementary and secon-
dary school educators make little use of foreign students or visitors.
There arelhoweverta growing number of ambitious programs which use foreign
studentsr and foreign scholars as an important part of carefully planned
local or regional efforts. A very useful summary of the best of
thoase is Foreign Students in American Elementary and Secondary Schools,
by William Brickman, International House of Philadelphia, 140 North 15th St.,
Philadelphia, Pa., 1968. Among the better known efforts in this area
are: The Ogontz Plan in the Philadelphia area and "Exploration in
Contemporary Cultures," a program utilizing foreign students in instruc-
tion, sponsored by the School of Education, University of Sou'nern
California,and the Temple City Unified School District. Other seem-
ingly successful efforts involving foreign visitors are the Pittsburgh
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Council for International Visitors' program sponsored in cooperation
with the Pittsburgh Public Schools and the University of Pittsburgh
which uses both scholars and students; the Pennsylvania World Cultures
Consultant Program; and the Foreign Affairs Curriculum Specialist
Program, Center for International Program and Services, the University
of the State of New York. Information about these programs needs to
be much more widely distributed.

Individuals

The most valuable resource in this field are the many talented
individuals who are devoting time and efforts to bringing about needed
changes. The list in Appendix C of this report is by no means exhaus-
tive, but includes those persons who by their participation in the
conferences, seminars, interviews or other sessions held during this
study, or by their writing, advice, counsel, experience, or interest,
contributed to this study and in many other ways provide leadership
in this field. In these individuals and the many others whom we have
missed or failed to include rests the best hope for continued improve-
ments.

Some Common Problems

Despite the myriad of fields, approaches, organizations, differ-
ences in practice, and variations in resources, concerns and in access
to schools; individuals and groups in this field face a number of common
problems, among them: definitiods, goals, resources or rather the lack
of them, and, perhaps most important, lack of coordination, cooperation,
and communications, which prevents efficient use of existing resources
and seriously inhibits progress. Other parts of this study deal with
the first three of these problems. The remainder of this chapter
is concerned with the need to mobilize the vast array of talent, re-
sources, and energy, represented by the individuals, groups, and organi-
zations listed herein, in such a manner as to greatly increase chances
of bringing about needed changes. Even a cursory glance at these
lists indicate the need for some common means et identification, collec-
tion, classification, categorization, communication and dissemination
of information in this field.

Unless one is associated with a university rei,erence service and
has the time and assistance of trained researchers, information about
the existing array of talent and resources is simply not available,
and thus cannot be utilized. Since the purpose of mobilizing talent
is, in this instance, to bring about change and imr7ovements in inter-
national education, we need to look at the prospects for change.

Educational Change: Some Problems and Prospects

Recent widespread interest in planned educational change has produced
a variety of conferences, seminars, and meetings involving representa-
tives from a number of disciplines. Reports of these sessions together
with a number of recent books on some aspects of innovation and change
in education summarize much of what is known about this topic.
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Matthew Miles
3

emphasizes the multiplicity of innovative sources
and wide variety of strategies and processes used by innovators- -

polemical, manipulative, technological, prestige-based, experimental,
and moralistic. He also distinguishes causes from sources of innovation
and suggests confusion here has hampered many efforts to understand the
processes of change.

Roland J. Pellegrin examines the position of selected individuals,
groups, and organizations and discusses their relationships to the
sources of innovation. He discusses the roles played by classroom
teachers, administrators, school boards, the lay public, state depart-
ments of education, education faculties of colleges and universities,
professional associations, the U. S. Office of Educat:on and other
federal agencies, textbook publishers, social scientists and other
technical experts. While noting that all play a part, he concludes
that the greatest stimuli to change in education originates in sources
outside the field. Innovations appear to be channeled into the local
community "from outside of 4e community, and in most instances outside
the educational profession." Their introduction at this level depends
largely upon the superintendent of schools.

The conditions under which innovations are accepted or rejected
have been the focus of several studies. Out of this work has come a
number of generalizations about change and obstacles to change. The
fol.lowing Us": is reported by Pellegrin:

(1) When social changes are introduced that are desired by the
people involved, they can be assimilated with relatively little
disruption; but undesired innovations, even small ones, are
difficult to put into effect.

(2) Changes imposed upon a society from outside are very likely to
be rejected; forced changes from external sources may result in
overt compliance but covert resistance.

(3) When a social change threatens or appears to threaten the
values of the people affected, the greater the resistance
to change and the greater the social costs involved in intro-
ducing the change.

(4) Social changes are more likely to be accepted if they are intro-
duced slowly through existing institutions, with the people
affected being involved in discussion of the changes and with
much attention being given to persuasion.

(5) In heterogeneous societies change is accepted more rapidly and
easily than in homogeneous ones.

(6) Change occurs mast frequently, readily, and easily when it
involves the material aspects of the culture, when it deals
with aspects of the culture close to the society's "cultural
focus," and when it deals with "the less basic, less emotionally
charged, less sacred, more instrumental or technical aspects
than in the opposite."
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(7) Changes are more likely to occur in form rather than in
substance.

(8) The leaders of major social changes are unlikely to come from
those traditionally in control; rather, innovations originate
most frequently among deviant, marginal, and disaffected groups.5

It is generally accepted that a major source of change is the
creative individual. The characteristics of innovators have been
discussed in much of the literature dealing with change. Among the
more frequently listed attributes of the innovator are: conceptual
fluency, originality, deep interest in problems he faces, an ability
to "stick with it" wherever it leads, ability to suspend judgment, less
authoritarian than most people, relativistic view of life, independence
of judgment and not prone to conformity, and a superior reality ori-
entation. Obviously such a person does not fit the description "organi-
zation man" and needs considerable outside support to survive in many
existing educational settings. Those seeking to bring about changes
might well consider how to identify and establish communications with
and among innovators as well as how to create a more favorable setting
for such persons.

Generally speaking, the literature emphasizes that innovative
organizations are those that create conditions that allow innovative
individuals to operate in a facilitating setting. The innovative
organization not only tolerates its deviants but encourages
and rewards them.

...such organizations encourage "idea men;" have open channels
of communications; encourage contact with outside sources; employ
heterogeneous types of personnel; assign non-specialists as well as
experts to problems; use an objective, fact-founded approach;
encourage the evaluation of ideas on their merits, rather than
according to the status of the persons originating them; make
systematic efforts to select personnel and to reword them solely
on the basis of merit; invest in basic research and are flexible
with regard to long-range planning; experiment with new ideas
rather then prejudging things on "rational" grounds-,i.e., every-
thing "gets a chance;" are more decentralized and diversified than
less innovative organizations; have "administrative slack," per-
mitting time and resources to be used to absorb errors; have a
"risk-taking ethos," tolerating and expecting that chances will be
taken; are not run as a "tight ship" but permit employees to have
fun, to have freedom in choosing and pursuing problems, and to
discuss ideas; are organizationally autonomous, and do not try to
pattern their interests and activities on other organizations that
serve as models; have "separate units or occasions for generating
vs. evaluating ideas;" and separate creative from productive
functions. 6

An analysis of some of the special problems of change in education
by Ronald Lippitt suggests several items, including:
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(1) To a greater extent than in most other fields of endeavor,
significant changes in educational practice imply and require
changes in the attitudes, skills, and values of the prac-
titioner in order for change to be successfully adopted and
adapted.

(2) In education, "a great proportion of the significant new
inventions in our field remain quite invisible, undocu-
mented, inaccessible for consideration by potential adopters."
There is a high level of "inhibition to communicating." There
is "a lack of articulateness about what has been invented and
a lack of documentation." In contrast to such fields as medi-
cine or engineering, in which we find a great search for new
ideas and products as well as established procedures for dis-
covering them, teachers are characterized by a resistance or
an inhibition to adopting another teacher's inventions.

(3) The educator apparently feels that he is supposed to be his own
inventor and will be looked down upon by his colleagues and
superiors if he adopts or adapts practices from another source.

(4) "There is in education a significant lack of a professional
network of communicators and agents of change."

(5) "Frequently colleague relations are felt as inhibitions to
trying out and adopting new innovations." Teachers put
pressure on one another not to act as "rate busters" with re-
gard to innovation.

(6) Lippitt finds a lack of creative working relations between
educational specialists and those in such related fields as
psychology, social psychology, sociology, anthropology, eco-
nomics, and political science.

(7) There is "a lack of clear feedback to reinforce the change
efforts to tell the educator whether his tryouts are being
successful in directions that he had hoped for."

(8) There is a feeling, particularly among administrators and
curriculum coordinators, that there will be "reactions agaiast
experimentation in the larger socialization community of parents,
agencies, organizations, boards of education."7

Other conditions posing major obstacles to change include:

(1) There is serious confusion in the field of education con-
cerning the sources of reliable and valid knowledge.
American education is not oriented toward a systematic search
for knowledge; nor does it view either theory or research as
necessary bases for reliable and valid knowledge .A7duca-
tion has a "weak knowledge base" (a) Many educators do
not conceive of the scientific method and research as being of
primary significance to their work; (b) This state of mind
creates an atmosphere in which low priority is given to the
conduct or utilization of research; (c) Because of low evaluation
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and neglect, research continues to be a dubious enterprise;
and (d) Because condition (c) exists, condition (a) is per-
petuated.

(2) In view of the tremendous complexity, size, and scope of the
educational enterprise in the United States, the division of
labor that exists is rudimentary and wholly inadequate for
the specialized roles that must be performed if we are to make
the right kinds of innovations effectively

(3) ....Most training programs do not prepare students for a wide
variety of specialized roles, but attempt to give them a con-
ception of the field of education which minimize:: specializa-
tions. A major consequence is that relatively few specialists
are prepared, especially in research, development, and dis-
semination;

) There is a lack of opportunity, resources, and settings for
introducing innovations on an experimental basis and for
evaluating them objectively through research.

(5) Persons who play different roles in education--teachers,
administrators, and researchers, for example--do not have
their work linked together by any institutionalized means or
procedures. Thus each can--and often does--conduct his work
in isolation from and ignorance of the knowledge and special-
ized competencies of the other.

(6) There are grave weaknesses of channels and procedures for
dissemination. Unlike many academic disciplines, education
cannot rely almost exclusively on the printed media for dis-
seminating information

(7) .../T/he professional culture in education contains certain
ideological beliefs that "serve to block effective innovation
by effectively insulating educational practitioners from
reality." For example, beliefs that American schools are
locally controlled, tha the school teacher is an independent
autonomous professional, and that teaching can never be ef-
fectively measured or specified in other than intuitive terms,
all appear to serve the function of prot,ctive myths "....
local innovative efforts are restricted by the fact that the
teacher's role is actually that of a bureaucratic functionary
who has little power to initiate system-wide change, but--
because o! the ideology concerning professionalism alluded to
above--tends to resist innovative demands, like most profes-
sionals in bureaucratic organizations."

(8) How educational practices can be related accurately co the
goals and ambitions of the public is a question that is
shrouded in doubt and uncertainty. A paradox, in fact, exists:
while most change in education is externally induced, edu-
cators have but limited and highly unreliable means of identify-
ing the scope and intensity of public demands for educational
programs. Research has demonstrated repeatedly that educators
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interact with but a small fraction of the total population of
the community ....8

Recent reports, studies and discussions have provided insights into
the sources and processes of change as well as the many factors which
militate against innovation. They also have served to dramatize the
fact that for the first time in our history, resources are available for
extensive innovative activity under sponsorship of federal government
and private agencies.

It is time for basic revisions in our time-honored approaches to
change. In international education as in other areas of education we
need to utilize recent insights and devise better means of relating
research results to educational practice.

Among the changes in thinking and practice advocated in a recent
effort by Pellegrin to summarize the literature on this problem are:

(1) ....The new orientation must give priority to the insti-
tutionalization of innovative activities as a fundamental part
of the entire educational system. A scientific, analytical
attitude toward the solution of educational problems is an
absolute necessity. We need to establish research as the
basis for educational practice is probable that signi-
ficant innovations in education during the next few years
will not rest to any substantial extent upon new basic re-
search findings. Rather, they will result from efforts on
the part of developmental researchers, translators, change
agents, trainers, and disseminators to discover the best
empirical evidence available in existing research....

(2) In order to relate knowledge to practice effectively, we need
to create and establish a substantial number of role speciali-
zations. The lack of new positions and roles for carrying out
the complex tasks to be performed is one of the most serious
impediments in our attempts to translate knowledge into prac-
tice....

(4) A great deal of effort will have to be given to the develop-
ment of linkages or connectlnns between and among specialists
who play different roles. The establishment of innovations
requires that the specialists work together in an organized
and systematic fashion, with knowledge of and respect for the
contributions each can make to the total process of innovation.

(5) In order to bring these fundamental changes about, we will
have to reorganize the status system that exists in the field
of education. We need to re-legitimize old statuses and to
legitimate new ones. Above all, we must develop reward sys-
tems that are compatible with the functional importance of
the roles that will be played

(6) Much of our success in innovative efforts in the future will
depend upon the professionalization of all actors in the educa-
tional establishment. It is clear from the literature on
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organizations that foster innovativeness that colleague
relationships must prevail in order for people to work co-
operatively and effectively with one another. We must modify
the bureaucratic mode of operation which is prevalent, and
reconcile the conflicting demands of professionalization and
bureaucratization. ...9

Better ways need to be devised to link research results with po-
tential uses. Communication in education is a many-channeled process
involving the exchange of messages within and among different levels
of education, several academic disciplines and many areas of speciali-
zation, professional organizations, and public and private sectors. The
existing networks for exchanging messages are complex. However modest,
carefully planned activities might greatly improve communications which
are essential in any effort to maximize the inadequate but not in-
significant resources found in this field.

What is needed is a mechanism for linking separate and often
isolated resources and talents. Such a body could:

(1) Identify and provide easy access to significant research,
development, and successful practices relevant to inter-
national education.

(2) Analyze, summarize, and communicate the results of research,
development, and practice in a form that practitioners and
decision-makers can understand and use.

(3) Encourage national, state, and local education agencies to
use information effectively in planning and operating edu-
cation programs.

(4) Help develop linkages among local, state, and national in-
formation sources, and begin to build a nationwide network
of resources and talents for moving in this field.

Evidence to date suggests that efforts to share responsibilities,
burdens, experiences, and resources seem to succeed in proportion to
the specificity and manageability of agreed-upon goals and objectives.
Such an operation should be clearly focused on mobilizing selected
talent and resources for the purpose of improving international edu-
cation at the elementary and secondary school level. Through a series
of seminars, reports, and discussions, a running account of relevant
research, curriculum development, and promising practice would be used
to identify needs, tasks, resources, and talents, and to stimulate
appropriate individuals and organizations to better utilize opportuni-
ties afforded by current trends and developments. A small task force
in each of such areas as: (1) research, (2) teacher education and
(3) curriculum development, together with an overall coordinating
committee, a series of papers prepared annually, one or two seminar
sessions each year, and widely distributed reports of the most pertinent
developments in each of these areas, would greatly enhance the ability
of elemenetary and secondary educators to effectively employ existing
knowledge, insights, and talent on international affairs.
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Summary

Inadequate resources are a fact of life in the international affairs

field. The proliferation and fragmentation of efforts resulting largely
from traditional divisions represented by elementary, secondary, and
higher education; federal, state and local programs; and professional
associations of teachers, administrators, or academic disciplines,
dissipate the limited resources to the extent that at present, signi-
ficant overall changes and progress seem highly unlikely if not impossible.

If needed improvements are to be made, a mechanism capable of
mobilizing the limited but not insignificant resources in the field must
be designed and made operable. Cooperation must be maximized and re-

sources optimized. Such an effort is desperately needed to provide more
educators with productive access to much of the nation's significant

output of relevant information in this field.'



SUMMARY AND RECOMMENDATIONS

I. Introduction

In recent years a great deal has been done to improve the inter-
national dimension of elementary and secondary education in the United
States. Increased emphasis is being placed upon the study of the so-
called "non-Western world." Teachers and curriculum developers evidence
a growing interest in cross-national and cross-cultural comparative
studies of family systems, politics, economic systems, religions, socie-
ties, cultures, etc. Many educators and scholars are calling for
increased objectivity and more intellectual honesty in the ways in which
schools teach young people about the United States, other nations, and
international events and institutions. Closely related to this trend are
recent efforts to provide materials which expose students to non-American
perceptions and interpretations of American life and U.S. involvement in
the world community. Teachers display a growing interest in instructing
young Americans about foreign policy and international relations as text-
books, collections of readings, films, case studies, and simulations
become available. Historians have been joined by anthropologists in
efforts to "globalize" the study of world history as evidenced in
endeavors to improve the quality of instruction about the biological
evolution and early cultural history of the human species; in efforts
to expand the time students devote to the study of human history in Asia,
Africa, and Latin America; and in attempts to write histories of mankind
relatively free from the ethnocentric bias that tends to characterize
many traditional European-centered accounts of man's historical journey.
This emphasis upon the study of man qua, man is also manifest in attempts
by social scientists to inject into elementary and secondary education
more behavioral science-based study of basic human behaviors, including
studies that make extensive use of man-other animal comparisons.

These trends illustrate the considerable progress that is being made
in improving international education in American schools, but unhappily
education must be judged by the magnitude of the society's needs as well
as by records of past progress. When viewed from the perspective of what
needs to be done to equip children and young people to live constructive-
ly in the anticipated world of the twenty-first century, there are few
;rounds for complacency. There is much that can and should be done to
enhance the quality of international education in the nation's elementary
and secondary schools.

Improvement depends upon many factors. Among these are: the adequacy
of the basic conceptions or definitions of international education which
undergird specific programs and activities; the clarity and appropriateness
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of the educational objectives which guide and shape the schools' efforts

in the field of international education; the extent and quality of re-

search and development work in international education; and the degree to

which relevant intellectual resources are identified and mobilized to

undertake needed research and development tasks. It is these four

matters that constitute the concerns of the Foreign Policy Association

study. These concerns are briefly summarized in the following questions.

What is international education? That is, how can international

education be most fruitfully defined or conceptualized?

What should be the major objectives of international education in,

the schools? That is, what contributions can and should the K-12

curriculum make to the international education of children and

young people?

Given answers to these questions, what needs to be done with respect

to curriculum development, basic research, and teacher education

in the field of international education?

What intellectual talents and resources exist for undertaking

needed research and development work and how can these be ef-

fectively mobilized?

The study does not pretend to give to these questions final and

universally acceptable answers. Rather, the purpose of the study is to

selectively survey the thinking of American educators and social scientists

with respect to these questions, and hopefully in so doing to lay the

foundation for a continuing and systematic examination of needs, ob-

jectives, and priorities in international education. In short, it is

hoped that the conclusions and recommendations set forth in the study

will serve as stimuli and guides to a continuing dialogue and explora-

tion as well as to new research and development efforts in the field of

international education.

In the following pages the conclusions and recommendations with

respect to each of the four problems of concern to the FPA study are

briefly summarized.

II. The Problem of Defining International Education-
The first problem of concern to the FPA study is definitional and

is summarized in the question: What is international education? That

is, for the purposes of planning and developing future curriculum, basic

research, and programs in teacher education, how can international edu-

cation be most fruitfully defined or conceptualized?

The term "international education" is used in a variety of contexts

and hence is subject to a multiplicity of meanings several of which are

of little or no relevance to a consideration of international education

in elementary and secondary schools. Within this context few schools,

educators or social scientists claim to have a well-developed philosophy

or conception of what international education is all about. However,
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an examination of curriculum guides, materials, and instructional ap-
proaches common to American schools suggests that much of existing
international education is grounded in one or two widely prevailing
conceptions ci the field. The first of these is the notion that inter-
national eaucation is education about other lands and other peoples.
The second prevailing conception is the notion that international
education is the learning that takes place in certain specified areas
c:26 academic specialization such as in courses in foreign police or
international relations, world history or geography, cross-national
comparative studies, and foreign area studies.

While neither of these widely-held, albeit seldom formalized, con-
ceptions of international education is wrong, for a variety of reasons
each fails to provide a satisfactory conceptual foundation on which to
plan and develop future programs in international education. The FPA
study endeavors to develop an alternative and, hopefully, more adequate
conceptualization of international education. This effort proceeds in
the following way.

First, on the basis of an examination of extant literature and
conversations with many educators and social scientists the study
develops a set of criteria deemed relevant to the task of judging the
adequacy of alternative conceptions of international education. Sum-
marized in propositional form these criteria are:

1. In planning and developing future programs, international
education should be viewed in ways that avoid the ethnocentrism
inherent in sharp divisions between the study of American and
non-American societies and that facilitate the integration of
American and international studies.

2. In planning and developing future programs, international
education should be viewed in ways that encourage and con-
ceptually facilitate the integration of disciplines and
academic concerns traditionally associated with international
studies at the university level.

3. In planning and developing future programs, international
education should be viewed in ways that explicitly highlight
the historically unprecedented degree of interrelatedness that
now characterizes mankind at the global level and that explicitly
focus attention on the resulting need to educate individuals
to understand the world as a whole.

4. In planning and developing future programs, international
education should be viewed in ways that serve to conceptually
integrate international studies and the broader concerns of
the historian and behavioral scientist with the earth as a
planet and mankind as a species of life.

5. In planning and developing future programs, international edu-
cation, because it does touch upon the areas of traditional
sensitivity within the culture, should be viewed in ways that
minimize negative emotional reactions and widespread political
controversy.
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6. In planning and developing future programs, international
education should be viewed in ways to reflect current LAW

. projected major intellectual trends within the behavioral
sciences.

The study outlines several alternative definitions or ways of
viewing international education and examines these in light of the above
criteria. Conceptualizatthns appearing to violate one or more of these
standards are rejected. This procedure yields a recommended conceptual-
ization of international education as education about the world or
global system. Put more formally the study argues that in planning
and developing future programs we may usefully conceptualize inter-
national education as: the social experiences and learning processes
through which individuals acquire and change their images of the world
perceived as a totality and their more specific orientations toward
particular components of the world system.

III. The Problem of Defining Curriculum Objectives for
International Education

If improvement in international education depends upon developing
and communicating new and hopefully more adequate ways of conceptualizing
international education as a field of endeavor, there is also a closely
related and equally pressing need to develop and communicate clarified
images of the objectives that ought to be served by the international
dimension of the K-l2 curriculum. This matter of objectives is the
second major problem of interest to the FPA study. Our concern is sum-
marized in the question: What contributions can and should the K-12
curriculum make to the international education of American children and
young people?

The study endeavors to explore this question in the following way.
Several alternative approaches to the problem of defining or specifying
curriculum objectives are explored, and for a variety of reasons rejected.
The study concludes that effective use can be made of a widely pre-
vailing, albeit notoriously ambigious, notion in American education, i.e.,
the concept of "education for international or world understanding."

On the basis of the definition of international education developed in thit;
work, the FPA study seeks to explicate in considerable detail the
concept of "education for international understanding." This explica-
tion or conceptual elaboration then is used as a basis for developing
a typology of curriculum objectives. The major elements of the typology
are summarized below.

I. The K-12 curriculum should develop students' knowledge and co nitive
understanding of the world system. This implies:

A. The curriculum should develop students' understanding of the
earth as a planet. This implies:

1. Developing some comprehension of the place of the world
system in cosmic space and time. This implies:
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a. Some understanding of the location of the earth in the

cosmic system.

b. Some understanding of the cosmological and geolo?cal
histories of the planet.

c. Some understanding of the differences and similarities
between the earth and other planets (actual and imagined).

2. Developing some understanding of the earth as a set of physical
systems that both condition and are conditioned by living
systems and particularly man. This impliet3:

a. Some understanding of the planet's conteiiporary geography
and geology with special emphasis upon an understanding
of the interactions between the planet's physical charac-
teristics and the evolution of life,and particularly man's
bio-cultural development.

B. The curriculum should develop students' understanding of mankind
as a species of life. This implies:

1. Developing a comparative understanding of man as one of many

living systems. This implies:

a. Some understanding of similarities and differences between
living and non-living systems.

b. Some understanding of similarities and differences between
man and other living systems.

2. Developing an understanding of basic human commonalities.

This implies:

a. Some understanding of man's common biological needs.

b. Some understanding of man's common psychological needs.

c. Some understanding of the functional needs of human
societies and their component social and cultural systems.

d. Some understanding of similarities, analogies, or paral-
lels in the historical experience of different groups.

3. Developing an understanding of the sources of differences in
human actions and life styles. This implies:

a. Some understanding of human behaviors as being socially
learned and culturally conditioned.

4. Developing some understandings of basic human behavior and
soci7.1 activities that are grounded in the behavioral
sciences. This implies:

265



a. Some behavioral science-based understanding of particular
human behaviors.

b. Some understanding of human beings as biological systems,
as personality systems, as actors in social systems, as
products" of cultural systems, and as participants in

systems of natural ecology.

5. Developing some understanding of major structural charac-
teristics of the human species. This implies the development
of some understanding of the phenomena summarized by the
following kinds of generalizations.

a. The human species is a racially diverse species.

b. The human species is a linguistically diverse species.

c. The human species is a culturally diverse species.

d. The human species is an institutionally diverse species.

e. The human species is generally an economically depressed
species but with vast disparities in the wealth, edu-
cation health, etc. enjoyed by its members.

f. The human species is a politically uncentralized (or
stateless) species.

g. The human species is demographically a rapidly expand-
ing species.

h. The human species is an increasingly urbanized species.

i. The human species is an increasingly violent species.

j. The human species is an increasingly industrialized
(mechanized) species.

k. The human species is an increasingly interdependent
species.

6. Developing some "species centered" or "globally focused"
understanding of major events, trends, transformations, etc.
in man's biological evolution and socio-cultural development.

7. Developing some understanding of the process and dynamics
of socio-cultural change within particular societies and
within the human species in general.

C. The curriculum should develop students' understanding of the
international or global social system as one level of human
social organization. This implies:

1. Developing some understanding of the major entities that
comprise the contemporary international system. This implies:
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a. Some comparative understanding of the modern world's
some 130 nation-states.

b. Some functionally oriented understanding of cross-
national organizations both governmental and non-
governmental.

c. Some understanding of the international status of the
planet's polar regions, its oceans, and outer space.

2. Developing some historical understanding of the nation-state
system as one of many historical and imaginable forms of
politically organizing the human species.

3. Developing some understanding of major social processes
within the international system. This implies:

a. Some understanding of inter-nation conflict and conflict
resolution.

b. Some understanding of inter-nation warn

c. Some understanding of inter-nation collaboration and
integration.

d. Some understanding of inter-nation communications and
transportation.

e. Some understanding of inter-nation trade, investment,
and foreign aid.

f. Some understanding of cultural diffusion.

g. Some understanding of the processes of inter-nation
influence or power.

4. Developing some understanding of major international social
problems. This implies:

a. Some understanding of the problems of controlling or
managing inter-group, particularly inter-nation, violence
and of creating institutions for the peaceful resolution
of conflict.

b. Some understanding of the problem of controlling popula-
tion growth.

c. Some understanding of the problems of "modernizing"
developing societies.

d. Some understanding of the problems of controlling the
social and psychological costs of rapid socio-cultural
change, particularly technological change, urbanization,
and the bureaucratization of social organizations.
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o. Some understanding of the problems of controlling further
deterioration in man's natural environments.

f. Some understanding of the problem of exploiting the
resources of the world's oceans and outer-space for the
welfare of mankind in general.

II. The K-12 curriculum should develop the capacity of students to view
the world system as a whole and particular phenomena within it
conceptually, comparatively, and globally. This implies:

A. The curriculum should develop within students a perceptual or
cognitive capacity to see or to think of empirically concrete
or historically specific phenomena (events, institutions,
actions, etc.) as particular instances or cases within a larger
class of analytically comparable phenomena

B. The curriculum should develop within students an ability to
compare two or more phenomena in a conceptually sophisticated
way. This implies:

1. An ability to conceive of two or more objects being com-
pared in terms of both similarities and differences.

2. An ability to recognize that one's relative perception of
similarities and differences is influenced by the size
and nature of the sample of objects being compared.

3. An ability to think of differences as matters of degree
rather than simply kind.

C. The curriculum should develop within students a capacity to
think of or imagine the world as a totality and to perceive
particular phenomena holistically or within a global frame of
reference. This implies:

1. Developing a comprehension of the interrelatedness of the
human species qua species.

2. Developing a comprehension of the interrelatedness of man
as a system of life and the planet earth as a set of inter-
related physical systems.

3. Developing a comprehension of the world system as one sub-
system within the larger cosmic system.

III. The K-12 curriculum should develop the capacity of students to make
logically valid and empirically grounded analytical judgments. This
implies:

A. The curriculum should develop within students a "realistic"
attitude toward knowledge. This implies:

1. Developing within students an understanding of knowledge
as a set of man-created hypotheses or images.

268



2. Developing within students the capacity to conceptualize
phenomena in alternative ways.

3. Developing within students awareness of the influence of

cultural setting and social situation on human knowledge,
and particularly their own perception and interpretation

of the world.

B. The curriculum should develop within students an understanding
of andsomeskill in the process of social scientific inquiry.

This implies:

1. Developing within students some understanding of the
process of inquiry. This implies developing students'

Lnderstanding of:

a. The nature of analytical problems or questions in the
social sciences.

b. The nature of and types of propositions and hypotheses
found in the social sciences.

c. The nature of concepts and variables.

d. The logic of measurement and the methodologies of data
or information acquisition in the social sciences.

e. The logic and methodology of sampling.

f. The logic of evidence in social inquiry.

g. The nature and uses of theory in social inquiry.

2. Developing students' inquiry skills. Included are:

a. An ability to distinguish statements expressing de-

scriptive beliefs, explanatory beliefs, predictive

beliefs, and normative beliefs.

b. An ability to identify and formulate in question form
analytical problems inherent in a set of data or in

an argument about a given phenomena and to critically

appraise these formulations.

c. An ability to identify alternative beliefs about a

given phenomena and to state these beliefs in the

form of explicit propositions or hypotheses.

d. An ability to recognize and to explicate the logical

implication of hypotheses.

e. An ability to identify the concepts that must be

defined and the variables that must be "measured" in

order to empirically test propositions or hypotheses.
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f. An ability to conceptually define these concepts and
to think of or "invent" ways in which variables might
be measured.

g. An ability to critically examine conceptual definitions
and operational measures.

h. An ability to identify the kind and form of information
or data that a test of propositions calls for; that is,
the hind and form of data implied by proposed opera-
tional measures of variables.

i. An ability to identify and to evaluate possible sources
of data.

j. An ability to collect, organize and to evaluate data
in terms of their apparent validity and reliability.

k. An ability to evaluate hypotheses or propositions in
light of data and then to accordingly reject them,
accept them, or modify them.

1. An ability to relate two or more propositions together
to form a "theory".

m. An ability to recognize or identify the logical implica-
tions of a theory.

n. An ability to judge or evaluate the merits of alternative
theories.

IV. The K-12 curriculum should develop the capacity of students to make
rational analytical, explicit and humane normative judgments or
evaluations.

A. The development of a capacity to make rational evaluations
implies:

1. The curriculum should seek to develop individuals who are
relatively free psychologically to hold attitudes inde-
pendent of personality needs and group norms.

B. The development of a capacity to make analytical evaluations
implies:

1. The curriculum should develop the capacity of students to
analyze normative disagreements in terms of semantic, per-
ceptual, and valuational sources of conflict.

C. The development of a capacity to make explicit evaluations
implies:

1. The curriculum should develop the capacity of students to
explicitly articulate values in terms of which they believe
given phenomena should be judged.
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2. The curriculum should develop the ability of students to
explicitly consider operational or behavioral meanings of
values in terms of which judgments are to be made.

3. The curriculum should develop the capacity of students to
explicitly consider the information that is needed to reach
sound judgments about whether a given object does or does
not possess the desired value qualities.

D. The development of a capacity to make humane evaluations implies:

1. The curriculum should develop within students modes of
thinking that are relatively free from the influence of
egocentric perceptions.

2. The curriculum should develop within students modes of
thinking that are relatively free from the influence of
ethnocentric perceptions.

3. The curriculum should develop within students modes of
thinking that are relatively free from the influence of
stereotypic perceptions.

4. The curriculum should develop within students modes of
thinking characterized by moral or ethical complexity.

5. The curriculum should develop within students modes of
thinking characterized by a capacity for empathetic under-
standing.

6. The curriculum should develop within students modes of
thinking characterized by a "world-minded" value orienta-
tion.

V. The K-12 curriculum should develop the capacity of students to
understand and to critically anal ze and judge foreign policy
decisions. This implies:

A. The curriculum should develop students' knowledge about and
conceptual understanding of how foreign policy decisions are
made particularly within the American system.

B. The curriculum should develop students' ability to analyze foreign
policy decisions in terms of the major factors operating within
the decisional process and to make judgments about particular
decisions (actual or proposed) in light of these factors. This
implies an ability to analyze and judge decisions in terms of the
following kinds of questions:

1. Will this decision really help attain my country's goals?

2. Will this decision work out well, given other nations' goals
and possible actions?
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3. Do we have the resources to carry out this action in wealth,

war-power, other nations' support, etc?

4. Does this action fit the economic situation of my nation

and its allies?

5. Will the politicians and public support this action?

6. Will this action create important military risks for us

and our allies?

7. Will this line of action seriously endanger future inter-

national cooperation or the welfare of the human race?

8. Is this action realistic, given what is known about the

feelings, fears or attitudes of other countries and their

leaders?

9. Is this action moral or immoral in terms of any one of my

country's deepest beliefs?

10. Given the situation as analyzed is this an action where

benefits outweigh risks and costs? Does it need to be done

at this time?

VI. The K-12 curriculum should develop students' capacity to intelli-

gently and critically observe current history of the world system.

This implies:

A. The curriculum should develop within students an interest in

current affairs, that is, a motivation to seek out information

about world affairs.

B. The curriculum should develop within students the vocabulary

and conceptual understanding needed to follow current events

through the mass media, in TV specials, and in semi-scholarly

magazines, etc.

C. The curriculum should develop within students an understanding

of the structure and functioning of the international communica-

tion system that links citizens to evem6, developments,

actions, etc. within their international environntnt.

VII. The K-12 curriculum should develop the capacit of students to

constructively adapt to the 'realities of the human condition".

This implies:

A. The curriculum should develop students' sensitivity to and

emotional acceptance of diversity in human actions, percep-

tions, cognitions, valuations, and social institutions.

B. The curriculum should develop students' acceptance of and a

set of socially responsible attitudes toward technological

and socio-cultural changes.
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The curriculum should develop students' sensitivity to and

acceptance of the political and ethical implications of man-

kind's increasing interdependence.

The curriculum should develop students' capacity to experience

multiple loyalties, to perceiTfe and feel themselves to be

responsible members of sub-national, national and cross-

national groups.

The curriculum should develop students' capacity to e )tionally

tolerate the tensions of continued inter -group conflict and

hostility.

IV. The Problems of Curriculum Development Basic Research
Teacher Education

The third major concern of the FPA study is summarized in the

question; What are the implications of the conceptions of the structure

and objectives of international education developed in this study for

future curriculum development, for basic research, and for teacher edu-

cation?

Curriculum Development

The FPA study seeks to deal with two questions regarding curriculum

development, First, what is currently being done in social studies cur-

riculum development relevant to the image of international education

developed in the FPA study? Second, what needs to be done to further

improve the international dimension of the school curriculum?

With respect to the first of these questions, the study selectively

reviews materials and approaches resulting from the current social studies

reform movement. Although few curriculum developers have been explicitly,

or even exclusively, concerned with international education, a great deal

of the newly developed and forthcoming materials are very relevant to the

objectives of international education set forth in the FPA study. The

dissemination and use of many of the products of the "new social studies"

should serve to substantially strengthen the international dimension of

the K-12 curriculum in American schools. ProgresChowever, has not been

uniform in the field of international education. Some aspects of inter-

national education have attracted considerably more attention and effort

than others. For example, considerably more teaching-learning resources
have been developed for the comparative study of social institutions
than for the comparative study of man as one species of life; and a

great deal more attention has been devoted to the study of man's past

history than to an examination of man's alternative futures.

In summary, the review of current curriculum development indicates

considerable progress is being made in expanding the volume and improving

the quality of curriculum materials in international education, but it
also suggests a range of developmental needs that should be met in the

years ahead. These are briefly summarized in the form of recommendations.

1. It is recommended that an inventory of available teaching-
learning resources should be created and periodically up-dated.
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A typology of objectives such as outlined in the FPA study

could be used to organize and catalogue information about new materials.

Once created, an inventory would serve three primary needs.

a. The inventory could serve as the 'Psis for biblio-
graphies, newsletters, and meetings designed to inform
teachers, administrators, and curriculum developers

of the availability of materials for teaching about

given phenomena at different grade levels.

b. The Inventory could serve to alert leadership in the

profession to gaps and shortcomings in instructional
materials and media.

The inventory, if subject to periodic review and

up-dating, could serve as a means of assessing the

degree to which patterns and trends in curriculum
development are responding to the results of re-
search, the demonstrated needs of teachers, and the
changing patterns of resource allocation.

2. It is recommended that curriculum evaluation instruments and

planning guides be developed.

Many teachers, schools, and school systems are engaged in

periodic or continuous curriculum revision. Often those efforts take

place in the absence of an over-all framework designed to highlight

problem areas and to pinpoint questions that teachers and curriculum

Designers should explicitly consider in their planning and development

work. The need exists for a set of instruments that could be used in

the self-evaluation or curriculum systems and in the planning of change.

The conception of international education and the typology of curriculum

objectives developed in the FPA study provide one potentially fruitful

conceptual framework on which to develop sets of instruments for cur-

riculum evaluation and planning.

3. It is recommended that sets of behavioral objectives be

developed relevant to instruction at different grade levels.

While not stated in behavioral terms, the typology of ob-

jectives developed in the FPA study appears capable of being translated

into a series of behavioral objectives relevant to children and young

people at different grade or age levels. Such a set of behaviorally-

stated objectives would be useful in the development of inventories of

learning resources, in the creation of curriculum evaluation and planning

guides, and in the development of a wide range of new teaching-learning

resources.

4. It is recommended that new teaching-learning resources which

make use of a wide variety of media be developed in each of the

following areas:

a. Materials for the comparative study of American and

world history.
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b. Materials for the comparative study of social institu-
tions.

c. Materials for the study of foreign policy and inter-
national relations.

Materials for globally oriented studies of world
history, particularly for the study of the emergence
and structure of contemporary global society.

e. Materials integrating the life sciences and behavioral
sciences in comparatively focused studies of man as
one species of life.

f. Materials designed to develop students' understanding
of human differences and of socio-cultural change.
Included here are materials explicitly designed to
involve students in examinations of alternative
futures.

g. Materials designed to facilitate the comparative study
of geographical regions and cultural areas.

h. Materials for a social science-oriented study of cross-
nation organizations and inter-nation social processes.
These should include materials on international
organization qua organization, materials on non-
governmental organizations as well as inter-govern-
mental organizations, and materials for the study of
such major inter-nation social processes as conflict
and collaboration, power or influence, cultural
diffusion, integration, migration, communication.

i. Value-centered and policy-oriented materials for the
study of major international social problems, particu-
larly the problems of war and peace, global economic
development and social justice, population control,
and environmental health.

These recommendations reflect the fact that a great deal can
be done to "internationalize" the extant curriculum in American schools
if appropriate teaching-learning resources are made available to teachers.
In addition to traditional textbook materials, these resources include
simulation games, role-playing exercises, case studies, books of readings,
and data analysis exercises including programs making extensive use of
computer facilities, visual media, and mass media.

5. It is recommended that efforts be undertaken to develop ore or
more models of K-12 curriculum which are explicitly grounded in
a world systems approach to international education.

While a great deal can be done to enhance the quality of the
international dimension of existing curriculum without radically modifying
its over-all structure or organization, there is a pressing need to
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experiment with alternative models or patterns of curriculum organization.
For example, a school might seek to develop over a several year period a
curriculum which utilizes newly developed materials from projects in such
fields as earth science, biology, geography, sociology, anthropology,
history, and economics to provide students with a sequence of experiences
designed to develop their understanding of the earth as a planet, man as
a species, and the global social system as one level of human social
organization.

Basic Research

The improvement of education depends ultimately upon advances in
basic research. International education would seem to be an area where
research is particularly critical since we know relatively little about
the "international world of the child" and about the processes and agents
of learning involved in the acquisition and development of international
beliefs, attitudes, and values.

The FPA study reviews much of the major extant research in the field
of international learning or socialization (the review is focused upon
studies of pre-adult orientations toward various aspects of the inter-
national social system) and argues that high priority be given to th3
development of a more adequate research base for a national effort to
improve international education. The study outlines several types and
areas of needed *research.

It is recommended that research be undertaken on the content
and development of pre-adult orientations toward each aspect of
the world system. Inquiry on the following topics seems particu-
larly relevant to international education.

A. Orientations toward the earth as a planet:

a. Studies of children's images of the earth as a part
of the larger cosmic system.

b. Studies of children's cognitive images of the inter-
action of man with his physical and biological
environments.

c. Studies of children's beliefs about and attitudes
toward major problems in contemporary man-earth
relationships particularly including problems of
environmental pollution, resource conservation, ;end
new resource development.

d. Studies of children's beliefs about and attitudes
toward space exploration, particularly the socio-
cultural implications of space exploration.

B. Orientations toward the huilvi species:

a. Studies. of the content and development of perceptions
or conceptualizations of life non-life differences and
similarities and of man-other animal differences and
similarities.
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b. Studies of the content and development of children's
attitudes toward or operating philosophies of human
history.

c. Studies of the content and development of children's
beliefs about and attitudes toward human differences.
Included are studies of psychological differences
particularly racial differentiation; inter-personal
differences in actions, beliefs, values, etc.; inter-
group differences in social institutions (e.g. family
structure, polities, economies, etc.); and cultural
differences (including ideologies, religions, and
languages).

d. Studies of the content and development of children's
beliefs about and attitudes toward social and cultural
change, including their images of and attitudes toward
alternative futures.

e. Studies of the content and development of children's
beliefs about and attitudes toward inequalities in the
distribution of such human values as wealth, power,
health, respect, safety, and education.

C. Orientations toward the international social system:

a. Studies of the content and development of children's
cognitive and affective images of their own and other
national societies. Included are studies of national
sell- images, the socio-psychological aspects of
national loyality, and perceptions Of other nations.

b. Studies of children's beliefs about and attitudes toward
cross-national organizations and associations, their
conceptions of international organization as such, and
their images of particular organizations such as the
United Nations.

c. Studies of children's beliefs about and attitudes toward
the contemporary territorial state as one form of human
socio-political organization.

d. Studies of children's beliefs about and attitudes toward
major inter-societal social processes including war and
peace, international collaboration, international power
and influence, and foreign policy decision-making.

e. Studies of children's beliefs about and attitudes toward
major international social problems including particu-
larly the problems of world order, population control,
and economic development.

2. It is recommended that research be undertaken on the content aid
development of specific cognitive-affective c ,acities which are
of particular relevance to international education. Included are:
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a. Studies of the development of non-ethnocentric thinking.

b. Studies of the development of non-stereotypic thinking.

c. Studies of the development of children's moral judgment.

d. Studies of the development of a tolerance for human

diversity, for change, and for conflict.

e. Studies of the development of multi-group loyalty.

3. It is recommended that several different kinds or approaches to

research on international learning be undertaken. There is a

particular need for the following kinds of studies:

a. Relatively simple descriptive studies aimed at mapping

the content of children's international orientations in

areas about which there currently exists very little

information, e.g. children's images of man-other animal

similarities and differences.

b. Developmental psychology-based studies of the sequence

of international learning.

c. Comparative, cross-national studies of children's

international beliefs and attitudes.

d. Studies of sub-cultural variations in children's inter-

national orientations, e.g. studies of blacks, culturally

isolated whites, student radicals, etc.

e. Studies of the educational and, more specifically, the

curriculum implications of findings emerging from basic

research on international learning.

f. In-depth, case studies of the content, structure, and

development of children's international orientations.

g. Studies of the agents of international learning, particu-

larly the influence of parents, schools (including school

culture as well as formal curriculum) and the mass media

(including children's movies and TV programs).

h. Studies of the socio-psychological mechanisms or pro-
cesses involved in international learning.

i. Comparative examinations of the content, structure, and

process of national and international socialization.

j. Studies of the systemic consequences or impacts of

variations and changes in the content and process of

international learning.
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Teacher Education

In addition to curriculum development and basic research on inter-
national learning, the FPA study is concerned with teacher education.
Happily, Harold Taylor's otddy of the international education of teachers
sponsored by the American Association of Colleges for Teacher Education
was completed during the course of the FPA study. Since the general
thrust of the set of detailed recommendations from the Taylor study
closely parallels the essentials of the argument emerging from the FPA
study, no effort is made to elaborate a detailed set of recommendations.

1. It is recommended that universities, colleges, and schools of
education be encouraged and supported in efforts to implement
the recommendations of the Taylor study.

2. It is recommended that in-service institutes, workshops, and
conferences clearly designed to emphasize a g1oba2, or world
system approach to social studies education be encouraged and
supported, and that instructional materials specifically de-
signed for use in such sessions be developed.

3. It is recommended that programs designed to prov1eT3 teachers
and student teachers with cross-cultural and over-seas ex-
perience be encouraged.

4. It is recommended that involvement in the Peace Corps, Vista,
and comparable organizations be recognized as significant
experiences in the professional education of teachers.

5. It is recommended that university and college departments in
the social sciences and in history be encouraged and supported
in efforts to "globalize" undergraduate and graduate instruc-
tion.

V. The Problem of Identifying and Mobilizing Intellectual
Resources for Research and Development in

International Education

The FPA study's concern with the problems of curriculum development,
basic research and teacher education in the field of international edu-
cation is premised on the dual hope that there exists in American
society the intellectual talent and resources necessary to undertake a
multitude of research and development tasks, and that this talent can
be identified and diverse activities coordinated in a long-range
cumulative attack upon major research and development problems in the
area of international education. This matter of intellectual, resources
constitutes the fourth and final area of concern of the FPA study. This
concern is summarized in the question: What intellectual resources are
available for undertaking needed research and development work and how
can these be effectively mobilized?

In this regard the FPA study seeks to do two things. First, the
study develops a partial inventory of individuals, groups, and organiza-
tions involved in various aspects of international education. Second,
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the study explores ways in which the efforts of diverse groups, organiza-
tions, and individuals might be coordinated. Three major recommendations
emerge from this effort.

1. It is recommended that the conversations between and among
educators and social scientists which have been stimulated
and facilitated by the FPA study be continued in a number of
organizational formats.

2. It is recommended that a relatively small group of educators
and social scientists be convened periodically for the purposes
of reviewing recent curriculum development work in international
education, for defining specific short range development needs,
and for identifying potential sources of intellectual and fi-
nancial resources needed to undertake specific tasks in the
development and dissemination of new teaching-learning resources.
Organizationally such a group should be linked to the continuing
inventory of learning resources discussed above.

3. It is recommended that a continuing seminar of scholars in
appropriLte disciplines be established for the purposes of
periodically reviewing and exchanging information about on-going
research in the field of international education, and for identi-
fying short range, specific research needs.
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with three alternatives: Yes - No - Don't Know. These agree-
disagree items were administered to 4th, 5th, 6th and 8th graders
of low and middle social status in 1961. These data will be identi-
fied as pilot study data, although they are based upon information
from a substantial number of respondents. The size of groups tested
at each grade varied from 98 in the smallest to 195 in the largest.
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6. For a further discussion of methodology, see Targ, 1967, pp. 39-55.

7. Examples include Pye (1962); Almond and Verba, (1963); Mosel (1963);
LeVine (1960); LeVine (1963); Verba (1964); Hess (1962).

8. Relevant discussions of generational differences in political
attitudes include Rintala (1968); Easton and Hess (1961); Mannheim
(1952); Foote (1960).

9. Discussions of cohort analysis include Evan (1959); Ryder (1968);
and Ryer (1965).

10. This is similar to techniques used by certain investigators in
focusing mothers' attention upon certain aspects of child rearing
practices.

11. Identical with the Intekpersonal Role Transfer Model discussed
by Hess and Torney (1967).

12. An Identification Model is one of the three major models of attitude
change proposed by Kelman (1958); this model is similar to the
cue-learning model presented by Queener (1949) and to models
discussed by Sears, Macoby and Levin (1957).
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3. John Patrick, Political Socialization of American Youth (Bloomington,
Indiana: High School Curriculum Center in Government, Indiana
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4. Rirold Taylor, The World and the American Teacher (Washington, D. C.:
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Growth Credit for Travel" (Washington, D. C.: Division of Educational
Travel, National Education Association, 1967) (Mimeo).
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tion," Teacher Education Looks to the Future (Washington, D. C.:-
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9. Taylor, The World and the American Teacher, op. cit., p. 26.

10. Claude S. Phillips, Jr., "World Affairs in Secondary Education':
Michigan Journal of Secondary Education, Vol. 7, No. 1, Fall, 1965.
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(Washington, D. C., Office of External Research, U.S. Department of
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2. See New Opportunities for Educational Leadership in a Revolutionary
World: The Role of the State Education Agencies in International
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(unpublished).
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Project Title:

Principal Investigator:

Co-Investigator:

Contracting Agency:

ABSTRACT

An ExaminP*ton of Objectives, Needs and Priorities
in Interm tonal Education in U.S. Secondary and
Elementary Schools.

James M. Becker, Director, School Services Program
Foreign Policy Association.

Roger G. Mastrude, Vice President,
Foreign Policy Association

Foreign Policy Association

Beginning and Ending Dates: 22 Months: September 1, 1966 - June 30, 1968

Objectives: Through the improvement of international education in our elementary
and Pecondary schools, to take steps toward building what Secretary Gardner has
called "The bedrock of an educated, informed citizenry"; to the end that this
nation's power and leadership in the world maybe wisely used and democratically
based. To contribute to-this-objective by:

First, preparing the way for curriculum improvement by a nationwide examination
of objectives for international education (all aspects and disciplines bearing upon
world understanding) in our schools, through grade twelve.

Second, bringing about a widespread examination and discussion of the imple-
menting steps required to improve international education in our schools -- including
the range of activities and facilities from new research required to improvements
in study materials, in teacher education, etc.

Third, bringing together leaders in classroom teaching, education and edu-
cational psychology, the social sciences, history, geography, and other disciplines,
in an effort to develop a broad consensus on major priorities for new work in this
field -- and to encourage able persons to undertake some of the tasks indicated.

Fourth, laying the groundwork for a continuing examination of needs and
problems, and for a continuing exchange of experience, over the years ahead.

Procedures: One year of consultations among classroom teachers, educational planners,
and scholars in all disciplines concerned, making use of background papers prepared
by outstanding persons as a springboard for discussion. Consultation is to be
carried out through interview of individuals, through small interdisciplinary con-
ferences, and through small meetings of scholars within particular disciplines.
The final activity would be a national working conference of about one hundred pro-
ductive persons in the fields concerned, to identify some major priority needs in
the improvement of the teaching of international subject matter, and to produce
recommendations for the widest possible circulation and discussion.

Expected contribution to education: Enlisting the efforts of talented persons in new
research, experimentation and educational improvements in high school international
education; providing a clearer framework of goals and purposes for the classroom
teacher and curriculum planner; and facilitating orderly progress in the development
of international education.
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A. OBJECTIVES

Since President Johnson's speech at the Smithsonian Institution in September,
1965, national policy on education has expressed what Secretary Gardner has called
"a new premise--the premise that international education at home and educational
relations with other nations are permanent and important aspects of our national
interest ...". This was underscored by the President once again in his message
on International Education and Health, when he stated that "The conduct of our
foreign policy will advance no faster than the curriculum of our classrooms."

We face, in the generation ahead, a period of endemic international tensions,
in which it will be crucial for our educational system to provide a solid under-
standing of world affairs. Our citizens will need to be patient in the face of
provocations from abroad, tolerant of differences among free nations, and sophisti-
cated in their evaluation of the panaceas which campaign oratory will certainly
offer. In .short, our educational system must seek to produce a remarkably mature
and informed citizenry; our elementary and secondary schools will have to carry a
main burden in doing so.

In a nation in which recent emphasis has beer much more focused upon such
fields as science and mathematics, this stress on the international education of
our children is an important new concern. As yet implementation in our elementary
and secondary schools has been spotty and painstakingly slow. The present pro-
posal represents a step in clearing the ground for accelerating such progress.

International relations will undoubtedly be a central area of challenge for
the U.S. during the rest of the Twentieth Century. There is little doubt that
the next thirty-five years will be marked by a succession of new crises around the
globe--most of them arising in the unsettled 'Third World' of the new nations,
where most of the major crises of recent years have found their origin. Given
nuclear proliferation, it is indeed likely that the risks will become greater than
in the past. It also seems clear that as the gap in living standards widens be-
tween the U.S. and the developed Western countries on the ono hand, and the under-
developed nations on the other, bitterness will inevitably increase.

The need for understanding on the part of this country's citizenry will be
great, for in this respect "America too is a developing country. One of our areas
of underdevelopment is our knowledge of other peoples and cultures, of their
history and languages, of the processes of change and of economic and political
growth. We must learn more about these matters--and more of us must learn about
them--before we will be fully qualified to assume our end of the partnership."

The concerns of education will need to be broader than an understanding of
governmental foreign policy, however, for the direct individual participation of
Americans in various forms of contact with other peoples will also make demands.
Exchange programs will increasingly take students and teachers abroad, as well as
bring many thousands of persons from other lands into our communities each year.
Foreign trade activities, and the foreign operations of U.S. business, will bring
an increasing involvement--as do the now considerable overseas activities of the
U.S. government, universities and private organizations. Finally, not only Peace
Corps volunteers but members of this country's armed forces will continue to be
posted to distant areas of the globe in the decades ahead. The scope and nature
of our international involvements, in other words, will increasingly involve the
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citizen in crucial activities of international relations--rather than only the
diplomat.1 The attitudes, understanding, and behavior of large numbers of Americans
are now a significant factor in the success or failure of our foreign relations.2

From the broader vantage point of the future of the world as a whole, it is
also of tremendous importance whether the world's richest and most powerful nation
educates its citizens to be aware of the problems of other areas and peoples. A
failure by the U.S. public to understand the long-range usefulness of an aid pro-
gram or the logic behind the behavior of a people with a radically different cul-
ture, for example, could be crucial not only to our security and welfare, but to
the security and welfare of other nations as well.

"Our shortcomings of understanding and skills" Secretary Gardner has said in
undaTscoring this point, "for international education must be corrects' for another
rensona reason that is almost unique in the case of the United States. We are
in a very special position, possessed of awesome power yet basing our whole national,
being on a democratic system. If that power is to be wisely used in the world, if
our responsibilities are to be exercised with compassion, it will be because we
have succeeded in building on the bedrock of an educated, informed citizenry. More
than we could have imagined twenty years ago, we Americans must become a people
attuned to the needs and problems of those from other traditions--and we must be
aware of the cultural richness they give us. We must recognize ourselves as
borrowers and learners, as well as lenders and teachers."3

While these things are sufficiently self-evident to have received strong support
from the President and his cabinet, as well as from educators throughout the
country, their implications for our schools need to be thought through in specific
terms.

To state the central problem first, despite many imaginative efforts and some
outstanding programs in international affairs education, there is considerable
confusion and a pronounced lack of direction with respect to this area of study
in the nation's schools. No general agreement has yet been reached as to what
the students in our schools ought to learn in the international field.

The most complete collection of statements of curricular objectives for the
international subject matter is found in the pages of the 1954 yearbook of the
National Council for the Social Studies, Approaches to an Understanding of World
Affairs;4 many of these are couched in sufficiently general terms to permit
being stated in a few sentences. Various similar statements issued by various
educational bodies share this characteristic of being very general.

1. The importance of these efforts is demonstrated in:
Frankel, Charles, The Neglected Aspects of Foreigti Affairs, 1966
Brookings Institution.

2. Ford Foundation, "Context the World, 1966;" Education and World Affairs,

"Intercultural Education," 1965.

3. Price, Roy A., "Needed Research in the Teaching of tie Social Studies,"
National Council for the Social Studies, 1964, p. 96 ff.

4. National Council for the Social Studies, Yearbook, 1954, Approaches to an
Understanding of World Affairs.
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Nor is assistance forthcoming from those who have written on the subject of
the teaching of world affairs at the college level. Such studies as those of
Bidwelll and of the Wilsons,2 for example, stress the importance of teaching for
responsible U.S. citizenship and for civic competence in an age of swift change
qnd frequent crisis, as well as stressing the inherent educational values of a
liberal education whose content is cosmopolitan. While valuable in considering
what ought to be the general outcomes of education, these writings are also too
broad to offer a clear focus for curriculum-building.

There are, moreover, divergent views of objectives which have not been either
faced or reconciled. Statements by Kenworthy and Laves,3 & 4 among others, are
plainly oriented primarily toward the well-being of the world as a whole, rather
than the nation. Others, such as Kirk,5 build on the premise that the focus must
be that of learning to function intelligently "as a citizen of a great democracy".
Educational planning will be quite different if it is based on supra-national
premises, the needs of the national state, or some system which in one way or
another reconciles these. Shall teaching be value-free and primarily analytical
and factual in this international field, or shall it inculcate values thought to
be essential to world peace? As Becker and Porter have pointed out, "The point
here is that our motivations, our concerns, will largely determine the nature of
the program or curriculum and the instructional materials used. If we are confused

about our purpose or have ill-defined purposes, then the courses involved and their
goals are also likely to be confused and lacking in direction. an analysis of cur-
riculum guides, with respect to international understanding reveals in most
instances a lack of focus or framework. Since the term "international understand-
ing" is poorly defined, the programs themselves seldom contain clear criteria for
selecting content and approaches."

The teacher and administrator in the local school system can scarcely be
blamed if they find it difficult to trace a very clear path through so uncharted a

field. Other difficulties they face include unresolved questions as to what subject-- -

matter is most appropriate and at what grade level. How much place and emphasis
should be given, for example, to teaching a cultural approach based upon the disci-

pline of anthropology? How much to international economics? How much to inter-
national relations, based in political science, and how much to history and
geography? At present, not even a tentative answer is available. In this circum-

stance, the outlook for a foreign policy which, in the president's words, "will

advance no further than the curriculum of our classrooms", appears rather doubtful

unless new initiatives are taken.

1. Bidwell, Percy, Undergraduate Education in Foreign Affairs, 1963 King's
Crown Press, New York.

cf. Malkiel, Judith A. and Solomon, Robert J., "An
Foreign Affairs Knowledge of College Seniors",
Service, Princeton, N.J., November 1960.

Evaluation of the
Educational Testing

2. Wilson, Howard and Florence, American Higher Education and World Affairs,
American Council on Education, 1963, pp. 23-27.

3. Kenworthy, Leonard, "Developing World4'Minded Teachers", NCSS Yearbook,

1954, p. 396 ff.

4. Laves, Walter H.C., "What Does the Citizen Need to Know About World Affairs,"
Social Education, October 1951, pp 275-278.

5. Kirk, Grayson, "Materials for the Study of International Relations,"
World Politics, April 1949.
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Another central question is how much we know about the effectiveness of our
present education programs--including new and experimental work. Again Professor
Haefner's comment is a cogent one. "We have made little progress toward measuring
the impact of curricular offerings and learning experiences on the students in terms
of actual modification of behavior."1 Mager points out that educational programs
or units are seldom prepared in response to questions such as: "(1) What is it that
we must teach?; (2) How will we know when we have taught it?; (3) What materials and
procedures will work best to teach what we wish to teach?"2 A review of periodic
surveys of current educational research such as those provided by Social Education
reveals little which bears directly upon the teaching of world affairs.

The lack of a base of research for the planning of international education
is sharply indicated by the results of careful evaluation of two of the best efforts
to teach world affairs in recent years: those of the Glens Falls program, and of
McClelland at San Francisco State College. McClelland's carefully-planneg course,
taught by able faculty, produced no measurable gains over control iroups; and at
Glens Palle, while there were some favorable findings with respectiTTSognitive
knowledge and understanding; in two other sets of tests "neither test revealed a
consistent pattern of superiority for one community over the other (i.e., as be-
tween experimental and control student groups) either before or after the period
of instruction. The only significant gains occurred at grades 5 - 6."4

Although there is wide agreement as to the need for new materials to be used
by students in studying world affairs--what kinds of materials will be effective,
and what should be their subject matter? With exceptions such as the programs of
The State Education Department in New York State, the experimental projects of the
American Association for Colleges of Teacher Education, experiments at Northwestern
University and Kansas State Teachers College, Emporia, Kansas, innovations in
teacher preparation are known to be extremely limited in the international field- -
but there is no clear consensus on the changes required or the new programs which
should be given priority.6 & 6 The same is true in other fields which affect the
character and quality of our teaching of world affairs.

1. Kaefaer, John H., "Developing International Understanding in the Secondary
School," NCSS Yearbook, 1954, p. 346.

2. Mager, Robert F., Preparing Objectives for Programmed Instruction,, p. VII, 1962

3. McClelland, Charles A., College Teaching of International Relations, 1962,
Mimeographed, San Francisco State College.

4. Long, Harold M., and King, Robert N., "Improving the Teaching of World Affairs -
The Glens Falls Story," Bulletin # 35, National Council for the Social Studies,
1964, p. 67.

cf. A third study, made by Elly in New Zealand, reported success in its aim
of bringing about certain attitude changes with respect to foreign peoples;
Elly also finds, however, "just as significant is the finding that the
conventional course and usual methods of teaching in the New Zealand
social studies curriculum have no measurable effect .on tolerance or inter-
national understanding, a professed aim of the course."

5. Garvey, Dale M., and Seiler, William H., "A Study of Effectiveness of Different
Methods of Teaching International Relations to High School Students."
Cooperative Research Project No. S-270, USOE, 1966.

6.'the Challenge of a Revolutionary World: Progress Report: 1965," The University
of the State of New York/The State Education Department.
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All in all, there is an urgent need to identify the problems in this field of
education and to try to bring some focus to efforts toward improvement.

First, there is need for a well-organized effort to induce teachers and
scholars to examine the problem of defining and refining objectives.
Probably no set of objectives can or should become universally accepted.
However, it is essential that those concerned with this field be drawn
into a concerted and continuing effort to think out objectives and
priorities; plainly, this is a task which must be worked at over the
years, changing and improving with the state of our knowledge. While
it cannot be guaranteed that a new effort will quickly produce order
or consensus, careful attention can be given to defining objectives in
terms which can be translated into learning--relating every objective
as directly as possible to some action which can be taken, be it
research, teaching or something else.

Secondly, there is obvious requirement for many kinds of research.
Evidence is needed as to what instructional procedures are effective,
what kinds of materials in what kinds of media can help break down the
barriers to learning this abstract subject matter and at what ages
various ingredients of subject matter can moat usefully be introduced,
to cite only a few examples. Real progress must be buttressed by
research, and not just by the intelligent surmises of teachers--though
these are also essential.

Thirdly, there is a need for the best possible practical efforts to
improve what 4s now being done. Enough is known, for example, to make
some useful improvements in teacher education in world affairs.' The
present problem in this case seems to be primarily that international
affairs is given so low a priority in the scheme of things that few
prospective teachers receive any significant amount of preparation.
There are unused resources at hand; universities have area studies
programs, for example, of which schools of education make little or
no use.

In areas affecting the curriculum, pilot or experimental programs will
often be necessary, to pave the way for successful change. Again,
many educators will find no great difficulty in indicating points at
which change and experimentation are sorely needed; and if the best
minds and experience are brought to bear, surely some useful experi-
mental programs can be devised.

Fourthly, there is need for what it has become fashionable to call
"dialogue," which must take place across disciplinary lines as well as
across the line of separation between the secondary school and the
world of university scholarship. Problems, and approaches to progress,
must be identified and discussed; the results of various efforts must
be compared, implications of new research assessed, and new stages of
planning discussed in their turn.

1. As is suggested by the experimental projects of the American Association
of Colleges of Teacher Education. A current Study by Dr. Harold C.
Taylor for the AACTE will examine the international component in teacher
preparation, and should be extremely useful.
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and above all, what is needed is the focused attention of
as many gifted people as possible over the years ahead. The world
will provide a suitably turbulent and challenging backdrop; it will
be up to all those concerned with education to see that the dramatis
personae are equal to the requirements of their parts.

B. DESCRIPTION OF ACTIVITIES

The present proposal was prepared by the Foreign Policy Association in re-
sponse to an invitation from the staff of the U.S. Office of Education, to take
the lead in clearing the ground for a broad new attack on the problems of better
international education within the schools of the United States. What is proposed
is a broad, cooperative effort to survey and identify the country's best thinking
with respect to goals, and tasks which need to be undertaken; and in the process,
to engage the interest and participation of. the many able educators and scholars
whose efforts will be required if substantial progress is to be made in the
international dimension of our curriculum.

In summary, the Foreign Policy Association proposes to do the following:
(outlined in more detail in the pages which follow).

First, to initiate a nationwide examination of objectives
for the teaching of world affairs through grade 12.

Second, to bring about a widespread examination and dis-
cussion of the implementing steps required to improve the
international dimension in our schools -- including the
entire range of activities concerned, from new research
which is required, to teacher education, classroom study
materials, and so on.

Third, to bring together leaders in clasiroom teaching,
education and educational psychology, the social sciences,
history, geography, and other disciplines in an effort to
develop a broad consensus on some major priorities for new
effort in this field -- and to encourage able persons to
undertake some of the tasks concerned.

Finally, to compile a list of projects, programs, talents,
and resources currently engaged in international education,
and lay the groundwork for a continuing examination of needs
and problems and exchange of experience over the years ahead.

Detailed Outline of Activities.

I. Preliminary steps.

It is a truism that intelligent curriculum development must take account of
the needs and nature of the society and the world within which the learners must
live and work. This is perhaps notably important in a time in which the world
environment is changing with such fantastic speed that -- to cite an example --
growing population density will change the physical and social environment in
the U.S. during the lives of today's school generation.
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With this iu mind, three leading scholars' will be asked to prepare papers
which indicate in broad outline what we can now perceive of the world situation
during the remaining years of the Twentieth Century; (and indeed, many of its
most important elements, such as political instability in the underdeveloped

countries, can now be foreseen). The writers will be asked to make their projections
concrete enough so that educators caa draw from them some guidance for planning.

Using these statements as a backdrop, two other scholars2 (one in the field of

international relations, and one a specialist in the problems of teaching social

studies material) will be asked to prepare papers outlining what they believe

students should learn about world affairs in the years through grade twelve. These
papers, in turn, are intended to serve, not as an cnd product, but as a platform

for the stimulation of a continuing discussion, in the course of which many and

divergent ideas should be brought to bear.

It is then proposed that a small meeting of approximately ten persons who

combine expertise in international studies with knowledge of the problems of learn-

ing and of the curriculum, will meet to give these draft papers their initial

review, leading to revisions by the authors.

During this same initial period, project staff will make a search of literature
with potential application to the teaching of world affairs, and make contact with
the many social studies projects which deal directly or indirectly with this area
and any such surveys as that being carried out by the National Council for the
Social Studies which offer information on promising projects and methods currently

to be found.3

It is estimated that these preliminary steps can be carried out in about two

months, especially since some of the scholars concerned have already agreed to pre-
pare needed papers.

2. Consultation and discussion.

With revised papers now in hand as a basis for the initiation of discussion,

a variety of topics should be explored and considered from as many disciplinary

and individual points of view as possible.

First, to refine and add to the stock of ideas with respect
to suggested objectives for education in the international field.

The initial papers will be refined, improved, and altered. To

them will also need to be added appendices reflecting tho con-
cerns of persons in particular disciplines, as wall as important
and divergent individual views which should be made a part of
the record for continuing thought and discussion.

1. Tentatively, an economist, a scientist, and a specialist in international
relations. Dr. Robert C. North has agreed to write one of these; under
consideration are Dr. Kenneth Boulding and Dr. Alvin Weinberg.

2. Tentatively, Dr. Charles McClelland and Dr. John Haefner.

3. For example, the Comparative Politics course being developed in Carnegie
Institute of Technology's Project Social Studies.
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Second, (a) to examine what tasks need to be undertaken in
order to clarify questions of objectives (it must be assumed
that many questions as to goals can be answered only after
specific research has been carried out to that end);

(b) to identify tasks which need to be carried out, and im-
provements which need to be made, in order to make progress
in the direction of objectives which have been suggested.
(An important reason for examining implementation simultane-
ously with objectives, is that nothing so points up ambiguities
as the effort to translate general purposes into practical
steps.)

(c) The scope of this examination should include needs with
respect to: research; experimental or pilot programs;
testing; teacher education, teaching approaches and procedures;
study materials; and curricular organization, together with
the related question of the grade levels at which subject
matter can most profitably be offered.

Every phase of the study should also include a scrutiny of
barriers to innovation, and means for getting wider dissemina-
tion and use for promising new practices.

In attempting to spell out tasks ahead, account will need to
be taken of the differences in needs of schools in middle-
class urban or suburban areas, and schools in other milieux
such as rural or core-city areas, schools serving disadvan-
taged groups, special regional situations, etc.

Because of past lack of definition in this field of teaching, it seems
particularly important to provide teachers with a framework of theory, a trans-
lation into useable terms of the results of contemporary research, and a clear
understanding of the special subject-matter contributions of the various disci-
plines concerned with international affairs. Only with such a background will
able teachers find it possible to apply their professional skills to imaginative
solutions for the problems of teaching this subject matter.

It is equally true that the scholars and specialists, left to their own
devices, frequently fall far short of appreciating what is realistic and feasible
in the classroom. With this in mind, the process of consultation has been planned
in such a way as to bring repeated confrontations among classroom teachers and
educational planners, and scholars in the various fields.

Procedures for Consultation

Several methods are proposed to implement the examination outlined in the
paragraphs immediately above. These varying forms of consultation would be
carried out in varying patterns and during the same period of about ten months.

Interdisciplinary discussion is provided for by three small conferences of
twenty-five participants each (probably to be held in the Far West, Midwest and
East to ensure an opportunity for persons in various regions to be heard).
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Participants, as suggested above, will be classroom teachers, scholars in edu-
cational psychology and related fields concerned with teaching, and scholars from
such fields as political science, economics, history, anthropology, geography, and
so on. Each conference is to be of three days' duration; its purview would include
the material outlined in Section 2 (immediately above).

Individual and small7group_ipterviews are planned to provide an opportunity
for in-depth solicitation of the ideas of as many thoughtful persons as feasible
in the appropriate fields over a ten-month period. It seems reasonable to expect
that in this process (as in the interdisciplinary conferences) a number of indi-
viduals will be found who have the professional talent and interest to carry out
some of the new work which is required. To this end, attention will be given to
identifying persons for interview who are thought by the best of their peers to
be productive, as well as thoughtful or critical.

Intradisci linary discussion is seen as taking the form of small informal
gatherings of able persons in the same field who live in the same area -- a form
of the small-group discussion referred to above. It is worth special mention,
however, since it will doubtless be necessary and helpful at times to get the
combined judgement of several schclars as to which of several contending ideas in
their field seems to them most central.

For all three of the forms of discussion of tasks and objectives described,
the set of papers described under A. above (Preliminary steps) will be circulated
to those concerned in advance, and serve as the springboard for discussion.

Out of these consultations, the following written materials are expected to
emerge:

(1) a report, outlining the recommendations which have
been made, and the problems which have emerged, with
respect to objectives in international education in
our schools;

(2) a report listing and discussing
have been proposed for measures
or implement improvement in the
as outlined in paragraph (c) on
approaches, materials, testing,

briefly the ideas which
to prepare the way for
teaching of world affairs,
page 9 (research, teaching
teacher preparation, etc);

(3) a report reflecting the thinking with respect to barriczs
to innovation, and ways of getting wider use of new ideas;

(4) a compendium of individual comments, suggestions and
dissents, so that the entire spectrum of ideas may insofar
as possible be reflected.

National Conference

It is proposed that a national conference be held in autumn, 1967, to include
approximately one hundred persons from all fields concerned who have been identi-
fied as potentially valuable in the course of the consultations -- either because
of their experience and critical acumen, or because they have themselves contri-
buted useful ideas which point the way toward important future work in improving
various aspects of the international dimension of the curriculum.
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The conference would be of five days duration. Its participants would receiveahead of time the written materials listed above as outcomes of the consultation
process. Also in preparation, the accumulated suggestions as to objectives'and
requirements in each area (teacher education, teaching approaches, etc.) would beput in the hands of a person expertly qualified to examine these suggestions andprepare a paper which (a) sums up what he regards as most important and valuable,and (b) offers his own synthesis, as a basis for discussion (along with the reportmaterial on the same subject matter, gathered during the consultation process).

The agenda for the national conference would be similar to that of the earlierconsultations. Its purpose, however, is to give a critical review to all that has
been discussed and proposed, to distill some of the elements of a national con-sensus out of the discussion which has taken place over the preceding year, andhopefully to stimulate individuals to identify and undertake tasks which they havebeen led to consider through this process.

The agenda for the conference would include:

1. Review of proposed objectives for international
education through grade twelve, and of problems which
require further study.

2. Discussion of priority tasks ahead in implementation
of objectives.

3. Review of any current research which may assist in
establishing a "baseline" in one way or another?

4. Discussion of future steps to provide continuing
machinery for consultation, planning, and exchange of
experience and ideas among those engaged in research,
experimentation and curriculum improvement.

C. RESULTS OF THE PROJECT

The project is an unusual one, in the sense that dissemination in various
forms is a built-in ingredient throughout: the circulation of papers for commentand suggestion, the various arrangements for consulting with scholars throughoutthe country, the sampling of groups from within individual disciplines, and the
final conference with its papers which point the way to new action.

A final report emerging from the conference will be intended for still widercirculation. Contact has already been established, and cooperation assured, froma number of the major national professional and disciplinary groups which relate toaspects of the work of international education. All these groups will be representedin the proposed study, and it is anticipated that through their own committees and

1. For example, the Foreign Policy Association is carrying out preliminary
work looking toward a study of student and teacher conceptualizationsof international subject matter. some early returns may be available,
and would provide useful evidence as to the nature of the educational
problem.
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channels, they will go or, to give wide distribution and discussion to the proposals
offered and the questions raised. The National Council for the Social Studies, for
example, offers channels for such discussion throughout the country, among teachers
of this subject matter. Further, the papers prepared for the final conference, and
sections of the final report, will provide excellent materials for educational
journals; such use has already been discussed, and the channels are open.

In effect, the results of this project are clearly suggested by its activi-
ties. President Johnson, Secretary Gardner, and Assistant Secretary of State
Frankel have indicated that the education of our citizens here at home about the
contemporary world is a new priority in education. To many educators, it has long
been a priority, oven U ono which has been given little support.

The outcome of the present project should be:

-- to bring the attention of persons of talent to the
field of international education, and involve them
in a focused national dialogue on how to improve this
dimension in our curriculum;

- - to provide for teachers and administrators a better
picture of objectives for their planning and teaching,
and a clearer understanding of what needs to be done;

- - to identify many important matters which call for
research, and bring these to the attention of scholars
who are capable of carrying out that research;

-- to stimulate experimentation and change in educational
practice;

- - to initiate an examination of this field, and an
interdisciplinary 1 discussion of it, which can con-
tinue over the years ahead.

1. In the initial discussion of this proposal, initiated by the director of
the Elementary and Secondary Branch of the Bureau of Research of the
U.S. Office of Education, the suggestion was made that this activity
should be given some permanent form, and that the proposal herewith
submitted should reflect this.

The Foreign Policy Association is in principle prepared to try to develop
machinery for this purpose after the national conference which is the
last major step in the present project. It seems important, however,
to solicit the thinking of leaders in the fields represented at the
conference, before proceeding. Present thinking would suggest a very
small continuing secretariat which would keep in touch with the field,
plus an annual seminar for further exchange of experience and views
as work progresses. Probably this should be a rather flexible mechanism,
rather than a 'permanent alliance' among a given group of individuals
and institutions.
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IV PERSONNEL AND FACILITIES

Principal Investigator: James M. Becker, Director, School Services Program
Foreign Policy Association and Director, Foreign Relations Project of the North
Central Association of Colleges and Secondary Schools. Formerly Assistant Professor
of Social Science, Illinois State University. Critic teacher in social studies,
University High School, Illinois State University. Instructor, Social Science and
Political Science, Winona State College, Winona Minnesota. Member of: Board of
Directors, Chicago Council on Foreign Relations; Executive Committee, International
School of America; advisory Committee, American Heritage Foundation, Civic Education
Project; National Council for the Social Studies, Larriculum Committee; author of
articles appearing in such professional publications as: Social Education,
Educational Leadership, Bulletin of the National association for Secondary School
Principals, California Journal of Secondary Education, and The National School
Boards Association Yearbook. Consultant in Social Studies, Portland, Oregon Public
Schools 1962, Foreign Policy Association, 1964-65, Curriculum Consultant to schools
in Illinois, Minnesota, Indiana, Missouri, and Wisconsin. Born 1919. B.S. and
M.A. University of Minnesota; Citizenship Education Fellow, Teachers College,
Columbia University; summer fellowship, Northwestern University. Completed course
work for doctor's degree. Mr. Becker will give one-third to one-half his time to
this project during the period in which it is being carried out.

Co-Investigator: Roger G. Mastrude, Vice President, Foreign Policy Association.
Since 1954, responsible for the design of new educational programs in foreign
affairs, including:. "Great Decisions," (1955) a multi-media program involving
study-discussion based on study guides in coordination with television, Clily
newspapers, radio and library programs; now annually includes New York Times,
several hundred daily newspapers served by UPI wire services, NET television series
carried by educational stations, and Mutual Broadcasting Corp. radio series --
along with about 300,000/persons in classrooms or discussion groups; also designed
the "American Leadership Seminars," a program to introduce selected adults to key
world problems in a format which stresses active rather than passive learning
situations; carried out, with Dr. Alfred O. Hero and Dr. Emil Starr, in 1964-65,
a study of world-affairs attitudes in the United Auto Workers (unpublished, avail-
able on a confidential basis only). Also administratively responsible for the
Foreign Policy Association's School Department. Formerly Western Regional Director,
Foreign Policy Association; Director of Education, Race Relations Dept., Fisk
University; and Director General, international Social Service. Born May 9, 1917.
A.B., Cultural History, University of Puget Sound, Ph.D. Caieidate Royal Hungarian
University 1939, 1940 (terminated by World War II). Mr. Mastrude will give up to
one-third of his time to this project during the period in which it is being carried
out.

Staff Coordinator

(A full-time position. Two excellent, and highly-qualified men are
presently available for this post. Neither can be engaged until or
unless the project has been approved.)

Staff Assistant; H. Thomas Collins

For the past ten years, Mr. Collins served as Chairman of the Social Studies
Department and a teacher at Orono Junior-Senior High School, located in the outer
suburbs of Minneapolis -- teaching at various times during these ten years, grades
seven through twelve and working with various curriculum committees. Participation
in national social studies projects include experimental projects in world history

305



for anthropology Curriculum Study Project of the American Anthropological Associ-

ation, 'acting as high school consultant for the Asia Studies Curriculum Material

Development Project at the University of California, Berkeley, and work on the film

guide for the American Economy Film Series distributed by the Joint Council of

Economic Education. In recent months, Mr. Collins has visited schools and social

studies projects, working with teachers' groups, and serving as consultant on

several publications related to teaching world affairs. Mr. Collins attended

Macalester College in St. Paul; M.A. from the University of Minnesota. Mr. Collins

is expected to give approximately 25% of his time to this project during the

period in which it is being carried out.

Access to advisers and consultants in the various fields is provided by the Foreign

Policy Association's contacts with such persons as those who serve in relation to

another of the Association's secondary school projects. These are listed in

appendix A. Other substantive experts are available among the Board of Directors

(Appendix p).

FACILITIES

The Foreign Policy Association is a national, non-profit educational corpo-

ration which has for nearly fifty years played a leading role in objective, non-

partisan education in foreign affairs. It is in a position to enlist and work

with leaders in education ani specialists in international relations in making

contributions to curriculum tmprovement, and to make the results known to cooper-

ating school systems throughout the country through its publications, and through

its field staff in the various regions of the U.S. (See Appendix C). Since

dissemination is a goal, it should be noted that F.P.A. has substantial experience

in the nationwide dissemination of educational ideas and materials. Finally, F.P.A.

is presently the only national non-governmental, non-profit educational agency in

the overall foreign affairs field which has as a main objective the improvement of,

and the provision of services for, secondary-level instructional programs in world

affairs. The Association's Board of Directors has recently acted to increase

emphasis on this aspect of its work. For a list of Directors and other material,

see Appendicon.0 and D.
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SOME PROBLEMS IN IMPROVING INTERNATIONAL EDUCATION

by

Chadwick F. Alger
Northwestern University

Education can liberate or imprison. Much that is called inter-
naticnal education is of the latter kind. Images of the world of the
past and preoccupation with certain current events filter out much of
the world of the present. This almost makes it impossible to think
about the future. Several things stand out as causes of our inability
to grapple effectively with international education.

First, our view of the world as a collection of nations prevents
us from seeing it also as a collection of other kinds of things, some
crisscrossing nations.

Second, the word "international" contributes to our analytic con-
fusion. It is a giant; trashcan in which some place everything that
goes on outside their nation. The word "international" encompasses so
much that it virtually means nothing at all.

Third, the inadequate sample of international activities and events
on which we base our courses, and our research, provides only a partial
view of the world.

Fourth, our mythology about the likely causes of greater world
order, i.e., the way we talk about "rule of law" and "world government,"
reveals a tragic inability to apply available knowledge to significant
international problems and inhibits effective planning for the future.

Fifth, because the United States is a big nation, and a super power,
its citizens and educators have particular difficulty in seeing the
total international system with perspective.

Much of what is taught about international relations is done in
the context of United States foreign policy on certain issues of great
concern to the United States. This gives students a view of the world
as perceived from a nation--a very large one. A way must be found to
put these issues in the context of the whole. This will require a
curriculum that views the total system--not only from a vantage point
outside of a specific nation but also from a vantage point outside the
nation system itself.

Certain themes suggested by the above commentary will be de-
scribed briefly in order to elicit further discussion: (1) Problems
of change, (2) Problems of self-analysis, (3) The big nation syndrome,
(4) The "nation" as an analytic blinder, (5) Inadequate models of world
order, (6) Which agency can handle the problem? (7) A view of the world
agenda.
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Problems of Change

The world is undergoing rapid change. How we study the world also
is changing rapidly. This sets the basic context for thinking about the
international education of children and adolescents.

Many of us are tired of hearing cliches about change. We are
familiar with population curves that reveal that world population has
risen from 0.5 billion in 1650 to 2.5 billion in 1950, a five-fold
increase in three hundred years. It no longer seems startling to be
told that this 2.5 billion will double before 1990. We are familiar
with similar curves for speeds in intercontinental travel, rising from
25 to 1,000 miles an hour in less than a century. Also familiar is
the steep curve showing the destructiveness of weapons. But familiarity
with a few statistics on change is one thing and adequate response is
quite another. International education curriculum has not yet ade-
quately taken into account the potential consequences for the United
States and for the nation kystem itself, of dramatic changes in popu-
lation, transportation, and the destructive power of weapons.

In international relations we have exhibited often a tendency to
take change into account only up to the present time, and to assume
implicitly that the world will continue without further change. Our
adaptation to the bipolar world is an example of such behavior. Taking
into account the rapid changes in international relations that followed
World War II, many writers, often implicitly rather than explicitly,
tended to assume that this pattern would prevail - -3f not forever, at
least for a long time. While focusing on the Cold War aspects of a
bipolar world, often we have been unable to perceive fundamental changes
taking place elsewhere, particularly in the new nations. As we ap-
proach the end of a century, there seem to be a number of efforts to
make predictions for the next thirty-two years. This may be a sign
that we are now developing the capacity to handle future change as well
as that of the past. All international curricula should include dis-
cussion and prediction of the future.

The simultaneous occurrence of the twentieth century revolution
in social science compounds the difficulty of curriculum development
in international education. This includes not only radical change in
methods of data collection and analysis but application of theory across
fields formerly isolated from each otherdorexample, application of
the same integration theory to both metropolitan and international
politics. Thus customary divisions of knowledge are being rejected,
with important consequences for curriculum planning.

It will become increasingly difficult to plan an international
education curriculum separately from other curricula. It is now not
uncommon to hear discussions of violence that include both domestic
and international phenomena. In discussion of problems created by
the division of societies into the rich and the poor there are in-
creasing references to both national and international examples.
Furthermore, rigorous analysis is causing us to define more precisely
our terms, including terms such as nation, which we apply customarily
to such divergent entities as the United States, the Congo, and Malta.
Developing theory and precision in definition may produce, therefore,
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divisions of knowledge that cut across our customary international
relations category.

Continuing change in both the world we study and in the way we
study it are important considerations for curriculum planning in inter-
national education. Not only must international change be a key con-
cern in the curriculum, the curriculum itself must have a built-in
capacity to change. A curriculum that might be regarded as perfect
today may be a distinct liability tomorrow without built-in provisions
for taking into account changes in the world, changes in analytic tech-
niques, and the development or refinement of theory.

Problems of "Self - Analysis"

National loyalty is not the only kind of loyalty to inhibit
realistic analysis of social issues but its effect may be the greatest.
The strong moral tone of United States foreign policy objectives appears
to generate an extreme self-righteousness that inhibits detached evalua-
tion of United States performance by its citizens. This phenomenon is
quite evident, for example, in attitudes of citizens--and many officials
--toward U.S. performance in the United Nations. U.S. policy statements,
opinion polls, etc., reveal that the United States supports the UN with
great moral fervor. But United Stater performance tends not to be
carefully measured against this standard. It is generally assured that
the U.S. lives up to these moral principles. Different standards are
applied in evaluating U.N. statements by "us" than are applied in evaluating
statements by "them." For example, speeches by "them" are often treated
as "nothing but propaganda," while speeches by "us" tend not to be
labelled in this way. "We" may be different but students tend not to
be encouraged to take an analytic posture that will enable them to find
out for sure.

While teachers develop more explicit and effective techniques en-
abling students to make detached analysis of international relations
situations in which the United States is involved, they need not destroy
nationalism and loyalty to country. As a child learns that his parents

e fallible, he does not love them less. The student would learn a
new role, that of detached observer and analyst, consciously separate
from the role of loyal citizen. One very useful beginning technique
for encouraging an analytic posture is to abolish use of the pronoun
"we," in the classroom, when reference is being made to a nation or
groups of nations. Students should be assigned tasks of policy evalua-
tion according to certain prescribed standards either chosen by them or
assigned.

The Big Nation Syndrome

Self-analysis may be more difficult in a giant nation, where most
citizens are distant from any border, use only one language, and where
most citizens get virtually all of their information from media produced
by their nation. Considering what is to be found on the newsstands of
many European cities, the differences between the Chicago Sun Times and
the Chicago Tribune seem insignificant. Most American organizations
are so big and consume so much energy in coordinating and running them-
selves that they have little time or energy to devote to foreign counter-
parts. In smaller nations more citizens are near a neighboring country
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and less satisfied with and dependent upon national media. National

organizations are less able to serve fully the activity and information

sought by members.

It is necessary that teachers make students self-conscious of the

constraints that life in a big nation places upon information from

abroad and opportunity for foreign experience. This should include

efforts to provide sensitivity to the perception of big nations by small

nations. For example, United States citizens are very concerned about

the fact that they have only one vote in the United Nations, although

they provide forty per cent of its income and are a superpower. But it

is important for Americans to understand the feeling of powerlessness

to shape events that citizens of small powers have and their feeling

that their nation often must cast its vote the way a superpower dictates.

In addition it is necessary for citizens of big powers to be sensitive

to differing standards for measuring contributions to international

enterprises. For example, although most Americans are disturbed that

their nation --only one of over 120 nations in the United Nations-..con-

tributes forty per cent of the budgets of the United Nations family,

most do not know that the U. S. ranks twentieth in per capita contribu-

tions to the United Nations.

The "Nation" as an Analytic Blinder

The maps with national boundaries from which we initially learn

about the world generate assumptions about human behavior from which

it is difficult to free ourselves- -both in thinking about actual and

potential patterns of global behavior. There are maps of linguistic

groups, occupational maps, physical maps, etc., but none shapes our

view of the world so much as the political map. Our view of the im-

portance of nations also is affected by the way in which various actors

use national symbols. For example, in hundreds of agencies around the

world individuals are speaking with signs in front of them saying

"United States." Although they represent different agencies of govern-

ment, and even though they often contradict each other, we tend to

treat them as though they were all one person.

Arnold Wolfers points effectively, however, to phenomena overlooked

by this perspective:

Some democratic states have exhibited such pluralistic

tendencies that they offer to the world a picture of near-

anarchy. They seem to speak to the world with many and

conflicting voices and to act as if one hand-.-agencyor faction- -

does not know what the other hand is doing 0127

some . . new states integration is so poor that other

states must deal with parts, rather than with a fictitious

whole, if diplomacy is to be effective?

Wolters' observations rai e se.ious questions about our tendency

to treat nations as single actors. For example, on the basis of what-

ever definition of "major" we might choose, does it make any difference

how many major individual actors nation "X" has in the system at one

time? Does it make any difference where they are located and to what

kinds of issues they are assigned? Would other nations be more. effective
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if they deal with the United States as one actor or would they be more effective
if they relate to the United States as a number (f actors? To what
extent was a United States revealed in the events of the U-2 affair?
When the officials of a nation involved in international relations
are numbered in the thousands and sometimes tens of thousands, and are
in all parts of the globe, coordination of their activity into some-
thing resembling that of a single actor may be a goal but it is only
partially realized. The difference between the goal and degree of
achievement may be a significant factor in international relations.

The political map also may influence our lack of attention to non-
territorial groups and organizations that cut across national boundaries.
For example, why have we neglectea to include international business
corporations in our international studies? Some have more influence
on international relations than many international organizations and
nations about which we require our students to learn. Some have annual
budgets that surpass the total budgets of all intergovernmental and non-
governmental international organizations, and also surpass the budgets
of many nations. Corporations, such as Shell, Nestle, Coca Cola, and
IBM are encountered around the world. Some international corporations
have activities in and officials from so many nations that it is dif-
ficult to assign them a single nationality.

Inadequate Models of World Order

When people think about the desirability of peace in the inter-
national system they tend to base their thinking on analogies from
experience in their own nations. If they live in a reasonably peace-
ful nation with a strong central government, such as the United States,
they tend to believe that it is the government that is responsible for
peace. Therefore, they believe that we cannot have world peace witholt
world government, and they also tend to believe that this government
ought to look something like their own government. But this line of
reasoning overlooks the possibility that national governments are as
much a result of already existing peaceful conditions as a cause of
such conditions. It also doesn't take into account the likelihood
that world government would develop out of the melding of a variety
of governmental patterns and international conditions rather than follow
the customs of any one nation. Furthermore, the assumption that a world
government is necessary for world peace neglects the fact that many
nations have had peaceful relations, in the present as well as in the
past, without central governmental institutions.

Whatever central institutions might be deemed necessary to achieve
a desired kind of international community, there are indications that
researchers and prophets should be paying more attention to internation-
al nongovernmental and business organizations. "ecent research on
developing nations has tended to emphasize the importance of social
organization outside of central governmental institutions to the via-
bility of these institutions. For example, in The Politics of the
Developing Areas, Almond and Coleman stress the importance of the
development of nongovernmental groups through which the disparate in-
terests in a society can be "articulated" and through which various
interests can be "aggregated" into meaningful pressures on governmental
institutions. Without such organization, often through pressure groups
and political parties, a political process does not develop linking
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individual wants to governmental decision making,
political process, in which nongovernmental groups
the most perfect governmental institutions may not
a vital role in a society.

Without such a
are crucial, even
be able to perform

It is reasonable to think of nongovernmental international organi-

zations as having the potential for fulfilling the same function in

the international system. Indeed, Haas has drawn attention to the way
in which trade associations and trade unions in Europe have organized

across national lines in Europe in Qrder to lobby for their interests

in the European Economic Community. ° For example, the steel producers
throughout the Community have organized in order to lobby in the EEC
institutions against some of the pleas of a similar organization de-
veloped by steel workers. In this way controversy over certain economic
issues is transformed from conflict between nations to conflict between
international groups. The EEC institutions become more vital as they
become the arena in which such disputes are waged and sometimes re-
solved.

Which Agency Can Handle the Problem?

A key problem in local, national, and international politics is

deciding which agency can best handle a problem. Sometimes an agency

is given a task without adequate thought about the appropriateness of

the task for the agency. An example would be the attempt by the
Department of Defense to sponsor the foreign research of Project
Camelot. Some think that national military establishments, particu-
larly their nuclear arsenals, such as those built by the United States

and the Soviet Union, do not serva their intended goal--peacc--as well
as other kinds of military forces or entirely different kinds of in-

stitutions.

Students can see near their homes how agencies once adequate for
certain jobs are no longer effective. This is particularly obvious
in metropolitan areas where separate communities must band together,

creating new agencies for handling police, transportation, sewage
disposal, etc. Thos..? who live on the Canadian border may be aware of

the numerous agencies that perform functions that cut across the U.S. -

Canadian border, and may become sensitive to the limitations of

strictly national institutions for handling some problems. But most

of us tend to accept the performance of functions by the nation with-

out ever pondering whether international agencies might perform them

more effectively. Although it is often asserted that international
organizations can implement more effectively technical assistance
programs, they are still minute compared to bilateral programs. The
slight use of international agencies is reflected in the total annual
budgets of the United Nations and all the specialized agencies:
$580,000,000. This is less than the budget of many United States
corporations and is, indeed, small when compared to the U. S. annual

budget for Vietnam: $30,000,000,000.

If policy makers are to have the flexibility they need in assign-

ing problems to international agencies and in creating new agencies

when needed, it will be necessary for international education to
encourage future citizens and future policy makers to focus more on



problems and less on institutions. It is our present tendency to
teach how certain institutions--community government, national govern-
ment, the United Nations, etc. -- handle already assigned functions.
Curriculum could be organized around problems in such a way that it
highlights more effectively the shortcomings of institutions and,
most importantly, emphasizes problems for which no effective decision-
al unit exists. This might enable students to develop habits of problem
allocation that are based less on emotional loyalties -- such as loyalties
to city and nation - -and more on the basis of criteria dictated by ef-
fective problem solving.

A View of the World Agenda

In planning international education for the coming decades the
United States can gain valuable experience by assessing the failure
of education during the past several decades to prepare its citizens
for the problems of social change the United States is facing today.
Why do so many Americans think the answer to violence in Watts, Detroit,
Chicago, and Newark is better police? Why do they look to military
power to solve problems in Vietnam? Why do they look upon the United
Nations primarily as a peacekeeping agency? Do they realize that the
citizens of most nations are more anxious about what the United Nations
can do to give them better food, shelter, and clothing than they are
about the improvement of UN peacekeeping forces?

Part of the difficulty in handling both domestic and international
violence is our inflated notion of the capability of military and police
forces to produce order. This has been discussed already above. But
another part of the difficulty is caused by the limited knowledge that
policy-makers and citizens have of the total agenda of problems of
national and international societies. Even the white liberals most
sensitive to the problems of the blacks are only beginning to appreciate
fully the full impact of segregation on the blacks in terms of depriva-
tion of education, jobs, equal justice, etc. Many Americans still
believe that corrective action is simply rewarding the undeserving and
lazy. They look in the same way upon pleas on the part of the deprived
nations in international assemblies.

It is vital that international education place the things most
wanted by the United States from its international activities--mainly
peace and stability--inthe context of the wants of all mankind. What
is the composite agenda of items that people around the world believe
ought to be handled by some kind of international activity or inter-
national agency? The varying hierarchies of priority around the world
ought to be portrayed vividly. How well are agencies such as the United
Nations doing in regard to these felt needs? Why are they doing so very
little? Will lack of achievement internationally, which seems to be
paralleling past lack of achievement nationally, bring results similar
to Watts?

The Future

It is regrettable that most teaching uses outmoded analytic tools
in analyzing data about the past while trying to teach students things
they will not apply until some time in the future. In-service training
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for teachers and more frequent curricilumrevisions--revisinggraduate
and undergraduate, secondary and primary levels at the same timeare
helping to keep up with changes that used to take twenty years to trickle

down from graduate school to primary school. But we still have done

little to give social science education the future orientation that en-

ables students to anticipate problems and to realize that policy

advocacy must always take future change into account.

Each course and each textbook ought to include sections on the

future, including specific predictions. Subsequent courses and text-

books should then analyze these predictions, in order to learn the

causes of error. Predictions should include descriptions of expected

technological change and changes to be expected in human behavior, such

as travel, communication, use of leisure, etc. These changes should

be examined in terms of the agenda of problems they will produce and the

problem-solving institutions that will be required to handle these

problems.

Students might be encouraged to design alternative international

institutions to handle problems that they anticipate will be important

on future agendas, such as pollution of the seas, militarization of
the seabed, and wars over claims to the resources on the seabed. These

could be designed in problem papers or in simulations. This might pre-

vent images of the problems and institutions of today, and yesterday,

from imprisoning the minds of those whom we are trying to prepare to

anticipate the problems of the future and to design institutions to solve'

them.
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EDUCATION FOR THE SPACESHIP EARTH

by

Kenneth E. Boulding
University of Colorado

The "noosphere" as Teilard de Chardin calls it is far and away the

most important aspect of the world social system. This is the sphere

of cognitive structures or images as they exist in the minds of men or

even in non-human structures. A central purpose of the "knowledge

industry" as Fritz Machlup calls it is to transmit the noosphere from

one generation to the next as well as to expand it and make it corres-

pond more and more with "reality", whatever that is. It is a slightly

terrifying thought that all human knowledge is lost approximately every

generation by the processes of aging and death and it has to be replaced

in new bodies. If this process of transmission were interrupted even for

thirty years the human race would revert probably to its paleolithic

condition or might even become extinct.

Formal education,
colleges, universities
only part of the total
cess of transmission.
he learns a great deal
him through his senses.

that is, the process which goes on in schools,

and other "firms" of the knowledge industry is

knowledge industry and only part of this great pro-

As the human being grows from birth to adulthood

from the simple observation of the world around

He learns a great deal also from his peers and

in his family, mostly from oral communication and in these days he learns

a great deal from the television and the radio. Once he has been taught

to read, mainly by the agencies of formal education, he can learn a great

deal by reading outside the processes of schooling. Nevertheless, the

noosphere of the modern world is so large and so complex that it requires

a large formal educational establishment to transmit it. This establish-

ment furthermore grows larger all the time and absorbs an ever increasing

proportion of the gross national product, partly because as knowledge

grows continuously more effort is required just to transmit it from one

generation to the next, partly because education being a technologically

unprogressive industry the price of education continually rises relative

to other commodities.

The noosphere consists not merely of images of the world of objects;

it also contains images of values, both those of personal preferences

which we call tastes and those preferences which we feel apply beyond

ourselves to other people and which we call ethical systems. Ethical

systems, that is, shared values and preferences, are an essential part of

community. A culture or a subculture can be defined as a group of people

holding certain value systems in common and a community is simply the

organizational expression of a culture. A vital part of the transmission

process, therefore, is "socialization", that is, the feeding of inputs

into the growing child, largely of information and symbolism, which will

turn him into a member of the community into which he grows. It is this

process which turns Chinese children into Chinese and American children

into Americans. In this process formal education plays a role at least

as important as that of the family and the peer group. Thus as the church
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transmits a religious culture from its present adult members to their

children, so the public school system of all countries is a kind of

"church" of the national state, socializing the child into becoming a

citizen of a particular country in which he grows up.

Herein lies one of the great dilemmas of the world today and es-

pecially the dilemma of international education. Because of what has

happened in the field of technology, especially of transportation and

weaponry, in the past few decades, the world has. become a "spaceship",

a small rather crowded globe hurtling through space to an unknown

destination and bearing on its surface a very fragile freight of mankind

and the noosphere which inhabits men's minds. This represents a very

fundamental change in the condition of man, a change which furthermore

only a few people have really appreciated. Up till very recently the

human race was expanding on what was for all practical purposes an il-

limitable plane. It may have been "a darkling plain where ignorant

armies clash by night" as Matthew Arnold called it, but it was for all

practical purposes an illimitable, if rough, plane. As long as there was

always somewhere to go over the horizon, neither ignorance nor armies nor

clashes could be fatal. If one civilization collapses another one could

always rise a few hundred miles away. All history in other words until

very recently has been local and has not involved the, concept of the

sociosphere" or the total sphere of all human activity extending all

round the earth. It is now almost a cliche to say that the world has

become one and it has become small. The real implications of this, how-

ever, are very far from having been realized. The kind of organization,

ethic, and conduct which may be quite appropriate to a great plane are

quite inappropriate for the crowded and precarious conditions of a

spaceship. The great problem of this generation is precisely to provide

a symbol, an ethical code, and an organizational structure which is

appropriate to this extraordinary transformation in the real condition of

mankind.

Here the system of formal education finds itself caught in a very

painful dilemma. On the one hand, it is formal education, especially at

the level of the university, which has mainly created the spaceship and

destroyed the great plane. Science, it is true, originated and developed

largely outside of the structure of the formal university. Nevertheless,

today it is the university which is the principal agent of transmission

and expansion of the body of scientific knowledge and it is this body of

knowledge which has created the jet plane and the nuclear weapon. It is

not surprising therefore to find an increasing tension between the uni-

versity as a community and the rest of society which supports it, simply ,

because the university is the representative of what I have elsewhere

called the "superculture" and is primarily engaged both in expanding the

superculture and transmitting it to the next generation. In many respects

however this superculture is in sharp conflict with the ideals and the

images of the folk culture or the local culture around it whiJh still

retains the attitudes and the images which are appropriate to the great

plane. The worldwide student unrest is perhaps only one symptom of a

larger conflict between the whole university community and the local

societies in which it is everywhere embedded, whether these are Communist

or capitalist, traditional or modern, for even the most modern of socie-

ties contain very large elements of the folk and local culture out of
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which the superculture has grown.

On the whole this conflict between the superculture and the local
cultures is mainly present in the universities and has not yet penetrated
very far down into the high school and the grade school. Nevertheless,
in so far as the universities produce the teachers in primary and second-
ary schools or at least produce the teachers of these teachers, the
tensions between the whole educational industry and the society around it
may be expected to grow at least for one more generation.

International education is all too likely to be the focal point of
this conflict. On the Great Plane we can play cowboys and Indians and
it is even appropriate to develop local societies, or nations, which build
their identity largely around contrast with the opposition to the neigh-
boring nations around them. The appropriate value system and image of
the world under these circumstances is highly ethnocentric, looking at
the world in sharp perspective from the capital city of the nation and
developing a value system in which the nation is highly sacred, demands
and receives sacrifices of human life as well as liberty and treasure and
finds its highest expression of community in war. It is not surprising,
therefore, that in primary and secondary schools everywhere national
anthems are sung, pledges to flags are repeated, and the portrait of the
reigning ruler or president is frequently displayed prominently. Further-
more, the curriculum is designed to glorify the national state, geography
is taught in a perspective manner with the home country prominently
studied and displayed, the national boundaries are firmly printed into
the consciousness, and foreign countries are treated as distant and
reduced in size. In history and social studies likewise a perspective
view is stressed with the history of the home country glorified and the
histories of other countries neglected. National school systems indeed
are not above a good deal of falsification of history in the interest
of creating good citizens. In the study of literature likewise the native
language, except in colonial countries and regions, receives prime atten-
tion and other languages and literatures are regarded as "foreign." Only
science in the curriculum can be regarded as a universal element. Even
here the achievements of native scientists may be prominently displayed
and the foreign scientists underplayed.

Any attempt to introduce what might be called a spaceship-earth
education, therefore, will be regarded with extreme suspicion. Wherever
the curriculum of formal education impinges on images of the world which
the local culture around it treasures, sensitive areas are set up which
are avoided as far as possible. Religion, race, and nationalism, as has
already been noted, are among these areas and the study of the inter-
national system almost inevitably impinges on all of them. It is not
surprising therefore that international education tends to follow the
innocuous patterns of interesting stories about strange children and
any attempt to teach the international system as a total system might
easily run into very serious criticism for the defenders of the local
culture. This is precisely because what might be called international
systems education, to distinguish it from the more innocuous brands,
deliberately sets out to destroy the illusions of perspective and to
point out the things at a distance are not really small, still less are
they unimportant. We can still, however, concede a great deal of realism
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in the proposition that the near are dear. Moral perspectives of this
kind are not only realistic but are not incompatible with the systems
point of view.

Those engaged in formal education, therefore, are always walking an
uneasy tightrope. On the one hand, it is easy for them to violate the
sensibilities of the older generation, especially those in the folk
culture, who after all largely pay their salaries. On the other hand,
the educator who does not "tell it like it is" is in great danger of
being found out, if the image of the world which he is propagating to
his students does not correspond to what they are going to discover in
their subsequent life experience. If a student finds that teachers
have deceived him and have taught him things that are not so, the whole
sacredness, prestige and legitimacy of the teaching profession is threaten-
ed. My own case is an example. My formal education was heavily weighted
with messages designed to turn me into a good little Englishman. In

adolescence I read H. G. Well's Outline of History which persuaded me that
my teachers, especially my histcry teachers, were liars, and largely I
think as a result of this I eventually became an American. If our
children find out that their teachers were liars, or at least supersti-
tious and gravely in error, the consequences to the whole socialization
process and the very fabric of society itself could be disastrous. Some
of the current revolt of youth, especially of students, may very well
be rdlated to the fact that the pablum which they get in primary and
secondary schools is so unrelated to the realities of the world today
that it produces vomit rather than nourishment.

The critical question of international education, therefore, is
whether we can develop an image of the world system which is at the same
time realistic and also not so threatening to the folk cultures within
which the school systems are embedded, so that they will revolt and seek
to divert formal education once again into traditional channels, as for
instance in the famous anti-evolution laws of Tennessee and Arkansas or
even some so-called "economic education." A possible approach to this
problem is to take advantage of the new image of the world which is a
consequence of the exploration of space in which for instance the act
of viewing the earth from the moon clearly reveals it as a ball floating
in space and makes very clear the closed nature of the sphere. Under
these circumstances the facts are so clear that it should not be too
difficult to organize a whole curriculum around the concept of the earth
as a total system, including of course a certain amount of astronomy to
put earth in its setting in the solar system, the galaxy and the universe.
The inputs of the earth from anything outside it except the sun are so
minute - in terms of energy, though not in terms of information - that
from the point of view of earth as a system we can virtually neglect them.
We could continue them with geomorphology and the study of the litho-
sphere, the hydrosphere, and the atmosphere as total systems, always
constantly moving towards an equilibrium which is equally constantly
disturbed. Then of course we go on to the biosphere, which should be
taught mainly from the point of view of world ecology stressing its
interdependence with the other spheres but stressing also the concept of
the ecosystem on both the micro and the macro scale. The time dimension
would constantly be introduced to give an evolutionary perspective both
in the study of inorganic and organic forms, so that the student is
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introduced to the concept of development in biological evolution. From
this it should be an easy transition to the sociosphere and to human
history and to geography beginning with the geography of the paleolithic
and pre-human hominoids, going on to the neolithic and then to shifting
and expanding patterns of civilization. The problem of time perspective
is particularly difficult here. The near is interesting as well as the
dear, and what is near in time and space is of more interest to us than
what is distant. Nevertheless, tnere must be some kind of uneasy com-
promise between the anti-perspective view which regards the present
moment and the present location of the student as a very small sample
of an enormous totality stretching through time and space and the
perspective view which frankly asks the student to look back into time,
forward into the future, and out into space from where he is at the
moment. It was one of the real strengths of progressive education that
it could capture the interest of the student by starting from where he
was. On the other hand, if the education process leaves the student
there, it will have failed in its essential function which is precisely
to destroy the illusion of perspective and to enable the student to step
outside of himself and see himself as a point - or rather something like
a four-dimensional worm - in the enormous space-time continuum of the
universe. Hardly any problem relating to education is trickier than this.

When we come down to the study of the international system proper
as a segment of the total sociosphere the dilemma of perspective becomes
even more agonizing. From the anti-perspective point of view the inter-
national system is seen as a total globular system of some hundred and
twenty-five national states, a variety of dependencies, a cluster of
international organizations, both governmental and non-governmental, plus
the international corporations and so on. A great deal of what is
ordinarily taught in the history books is the history of the internation-
al system or at least of a segment of it. It has been only within the
last four hundred years that the system has become truly global in its
extent. It is only in the last generation it has become a real "space-
ship system" in which unilateral national defense is breaking down, in
which war is becoming increasingly intolerable and dangerous, and in
which the international system itself because of its inherent stability
is tending to gobble up an increasing proportion of world resources and
income - resources which in the present critical stage of human develop-
ment can very ill be spared.

One of the great problems of international education, whether at the
adult or at the school level is the absence of any clear image of the
dynamics of the international system and particularly of any dynamic
processes which would lead towards an alternative system which is superior
to what we have now. It is very hard to teach what we do not know and
the awful truth is that we do not know very much about the international
system. The theory about it is very inadequate, the information system
from which we derive our images of it has a built-in design for cor-
ruption, and on the whole the decision-makers in the international system
are dominated by what might be called "folk images" approximately at the
level of the flat earth. A very important element in the subconscious
attitude towards the teaching of the international system is a widespread
fear that the international system must move towards world government
and the destruction of existing national sovereignties. There is indeed
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a fair amount of propaganda to this effect by the World Federalists and

like-minded people. This is related to the often largely subconscious
fear that any discussion of religion will lead to the loss of faith or

any discussion of economies will lead to socialism or any discussion of

race will lead to racial mixtures. All these feal's are deeply ingrained
in the folk cultures of this country and furthermore they cannot simply
be dismissed as irrational, although they all have strong irrational
elements in them. It is very important therefore for the teachers and
researchers in the international system to have an image of the future
which does not necessarily involve either total catastrophe, or a re-
versal of the developmental process, or the destruction of existing
national states and their absorption into a universal world culture and
polity. Just as we are beginning to see domestically that the more
complex a society, the more pluralistic it can afford to be, so we ought
to be able to see in the international system that a system is possible
which both preserves the national state and is capable of stable peace.
The critical question is what are the dynamic processes by which this
happy state is achieved? Up to now the body of what might be called
received knowledge in the international system has not really faced up
to these problems, though the work of writers like John Burton in England
and myself in this country suggests that solutions to the problem of war
are possible short of world government and not inconsistent with the
preservation of local and national cultures and organizations. If this
view could become widespread, even as a kind of orthodox synthesis between
the views of the status quo "realists" who think the present internation-
al system can survive, which I think is an illusion, and the world govern-
ment advocates whose solution is much too radical and frightening to
receive much acceptance, we might finally have something to teach which
would be acceptable, both to the scholars and to the lay public. Here
again we must stress the tremendous interconnection between teaching and
research because again we cannot teach what we do not know.

It is shocking that there is no word for the science of international
systems. One would like to suggest Xenoology on the grounds that the
international system arises precisely because some people regard other
people as "foreign." This would be indeed the science of generalized
foreign affairs. Perhaps there is not enough yet to teach. Nevertheless,
I am not so optimistic enough to think that in the last generation at
least we have developed both a body of theory and the beginnings at least
of a systematic collection of information which make such a science con-
ceivable.

This raises the questici, however, when we have something to teach,
who will teach the teachers? This perhaps is a one-generation lag which
we can very ill afford. The "new economics" of the 1930's is only now
beginning to penetrate the secondary schools. The new international
politics or Xenoology would have an even thornier path to tread before
it got anything like general acceptance. It may well be, therefore, that
we do need to think in terms of the total program and of how the student
and the teacher may be prepared to accept a total curriculum based on the
spaceship earth. Here the preparation of learning materials may be as
important as the preparation of teachers themselves. Every child should
certainly have a globe and there must be ways of making him brood over
it with the ambition of reaching some sort of geographical closure; that
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is, knowing roughly at least where everything is. One would like indeed

to see the principle of the spelling bee applied to simple geography so

that it becomes as it were a kind of sport to know who everybody's neigh-

bors are. The desire for closure, for knowing everything about something,

that produces for instance the spelling bee and the passion that many

twelve-year olds have for knowing the averages of all baseball players

throughout history is something that we have inadequately exploited in

our educational motivations; geography of course could be a beautiful

case of it, simply because the map of the world is now virtually complete.

History is more difficult because of the added dimension. Nevertheless,

a fairly substantial investment in good historical atlases would go a

long way towards correcting the fallacies of perspective especially if

these too were printed on globes. What I would like indeed would be a

globe for every year of human history printed so that it could be ex-

plored with a microscope, so that the student for instance who wanted

to know the history of shall we say Northern Italy in 1316 would simply

go to the corresponding globe and examine Northern Italy with a micro-

scope and find the history printed there. One could do a great deal also

with movies that zoom from outer space to show the setting of any par-

ticular event. Devices like these might encourage a learning process

both in teachers and students which would be very far reaching. In a way

the computer may have done us a disservice by diverting our attention

from these simpler and more static devices because of the intoxication

with the manipulation of numerical data. This too has its place, however,

and the development of games and simulation should not be neglected.

It could well be that the next fulcrum from which the earth might

be moved will be the teachers colleges and the univerrAties which have

grown out of them but which still specialize in the training of teachers.

A program in the international system for the teachers of teachers would

have a multiplier effect and could bring about quite rapid change.

Finally of course there is the good old book, still the backbone

of education of all kinds, in spite of audiovisual and computational

aids. Here the need is for a pioneering book which will attempt to

convey especially to the high school student the sense of excitement, the

sense of wide new horizons and the sense of world reconstruction which

is going on now among the students of the international system. Whether

a book like this can be commissioned I do not know. It might be worth a

try or we may just have to wait for it. The need for a book of this kind

is e great, however, that one can hardly believe that the supply will

not Je forthcoming.

We cannot predict exactly what form the book - or books - is going

to take. We can, however, visualize several characteristics. It will

involve essentially an image of the international system which includes a

developmental dynamic just as the image of the economic system now includes

a notion of economic development. The great advantage economists have

is that in measures like real income per head we have a single scalar

measure which at least gives us a good clue as to whether we are going up

or down. In the international system it is often very difficult to tell

whether we are going up or down. A measure of the "tone" of the inter-
national system as a whole derived perhaps from the content analysis of

public utterances would carry us a long way towards the image of a develop-

mental dynamic. A developmental dynamic in the international system,
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however, implies that we know at least vaguely where we want to go. Here,
as I have suggested earlier, a dynamic which moves in the direction of
stable peace among relatively independent nations seems to be much prefer-
able in the present state of affairs than a dynamic which moves toward a
world state, even less a world empire. The fact that we have already
established stable peace in segments of the international system, for
instance, in North America and in Scandinavia, suggests that a dynamic
process which leads towards stable peace among independent nations already
exists. At the moment, however, we are not self-conscious about this and
we do not direct our teaching of the international system in this direc-
tion. In North America, for instance, I have been arguing that we got
stable peace as a result of a succession of lucky accidents. For in-
stance, the Rush-Bagot Agreement of 1817, the settlement of the 49th
parallel (No 54-40 and not fight), the British non-intervention in the
Civil War, and so on. History is not taught, however, emphasizing these
turning points or, as I have sometimes called them, hurdles. I have
attempted to develop a theory of the dynamics of stable peace along the
lines that it is something like a hurdles race; if the doves win three
times we are "in", but that if they lose any one time, we have to go back
to the beginning and start over again with a threat-counterthreat system.
Up to now, therefore, stable peace has developed largely as a result of
lucky accidents. If, however, we can get a self-conscious notion of the
process and direct our teaching accordingly, we could produce national
policies aimed at increasing the probabilities of stable peace. At the
moment we do not igally have such policies. We still regard peace and
war as "political meteorology," just as we used to regard depressions as
economic meteorology. I remember indeed when the Great Depression was
called an 4economic blizzard." At the moment our teaching of history is
completely the other way, it is designed to reinforr,,,e the image of unstable
peace. Thus as I travel around the country speaking I frequently ask
audiences if those who have heard of the Rush-Bagot agreement would raise
their hands; the score is rarely more than about two per cent. Yet it
could be argued that this is one of the most important events in American
history and that without it the First World War between Britain and the
United States could easily have taken place in the Middle West. Perhaps
what the Foreign Policy AssociaticA ought to do is set up a commission of
historians, political scientists, strategists, peace researchers, and so
on to study the problem of the dynamics of stable peace as it has developed
especially in the last one hundred and fifty years with a view perhaps on
developing a small textbook in this area.
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A BASIC FRAMEWORK FOR SOCIAL SCIENCE:
TWO FUNDAMENTAL HUMAN-EARTH

EQUATIONS AND THEIR JUXTAPOSITION.

by

Robert A. Harper
University of Maryland

Our basic task in social science is to give individuals an under-
standing of the world in which they lives the world of their personal
lives, the world of their family, their community, their country; but the
world of newspaper headlines, TV documentaries, of radio news reports,

too. This is a world that is both as real as a look out the window and
a talk with a friend and as abstract as the concept of the earth as a
sphere, the thought of a world population of more than three billiea
people and the understanding of people half a world away. With over three
billion people of a multitude of different cultural origins living on an
earth with a seemingly infinite variety of planetary variations, both in

terms of environmental conditions and locational relationships, the task
of understanding is fantastically complex.

The significant issues important to mankind that we can deal with in
social sciences, too, form a staggering array even when grouped in some
logical fashion - i.e. by discipline or by problem.

Needed: An Overall Frame of Reference

To teach social science what is most needed is some overall frame of

reference on which to hang the multitude of data and the myriad of possi-

ble understandings of specific situations and issues. International
conciliation, delinquency, the population explosion, or any of the major
"problems" of our time have little relevance when examined as entities
in themselves apart from the large picture of overall human life in the

world. Ther, must be a conceptual structure within which to place the

data, the places, situations, and issues.

In our search for order in the chaos of complexity we need, too, a
frame that will bridge the gap between the reality of the individual's
'bservable world, and the abstractness of the planetary frame, for both
impinge on the individual's life.

The first step in establishing an overall framework is to look for
the variables that are of major significance in the variations of human
life over the world - variations of importance at either the local level
of the individual or at a global scale. These form the elements in the
overall equation we are seeking to identify. Categorized at the largest
order they are (1) the nature of the individual, (2) the character of the
group, society or culture within which he lives, (3) the earth environment
within which the group lives, (4) the technological capacity of the group
to make use of environmental and cultural resources, (5) the interrela-
tions between the group at its particular location on the earth and other
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places and peoples. All inquiry within the social sciences would seem
to deal with one or the other of these categories and to a large degree
the analysis of major questions involves the interrelations between them.

But to understand the world in which we live, whether viewed at the
close-range of family and community or at the longest range of the globe,
we still must have an overall frame that will give us understanding of
the interrelationships of the elements in the man-earth equation. Viewed
in its simplest form the human problem has been and will remain: how
to live on this planet earth - how to wrest the necessities of life from
an external earth environment. From the start, and increasingly so, this
problem has been not only an individual matter, but one of a larger
group - a society.

The Traditional Han-Earth Equation

However, at the start, man's capacity for understanding and working
with the e.mth environment was so limited by his technology that the focus
of not only the individual's attention, but that of the group was highly
localized. The group did not have a global range or even a continental
range. The problem of living was to figure out how to sustain life on
the particular part of earth real-estate that the group occupied and the
basic human instrument for using the particular local environment was the
collective capacity of the group as it developed by trial and error and
inspiration over time.

A social science of the world of man throughout most of man's history,
then, has been the study of the many different societies or cultural groups,
each living in its own particular piece of earth real-estate. Each group
could be studied in itself or in terms of particular aspects of its life,
or groups or particular aspects of life could be studied comparatively
from group to group. In either case such study is of a world of mosaic
tiles, each to be studied in terms of the man-environmental relations
within and to be compared and contrasted in terms of similarities and
dilferences in the separate systems that evolved within different mosaics.

Of course, from the start the individual man-eart!, tiles were not
completely separate. Difficult as movement over the earth was to primi-
tive man, remarkable journeys were made. Individuals and parties moved
between groups and while they couldn't carry much in the way of goods,
there was a traffic in ideas and in particularly valuable commodities -
seeds, plants, animals, and critical artifacts. But the inputs to any
local community from outside, though often of fundamental significance,
were still secondary to the basic problem of human life: how the group
could improve life in its locality from the distinctive earth environment
there.

Notice that we have established a basic conceptual framework for
understanding human life on the earth. We have set down a descriptive
model for relating the basic factors: individual, group, earth environ-
technology, and interrelations between places. The frame makes more
meaningful both the individual elements of the human equation and the
interrelations that provide understanding of the whole. The task of
analysis and description still is considerable, but there is a frame on
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which to build from the most minute ingredient in the overall picture to
a description of the whole.

The model of the equation of human life in the world that has just
been described is readily recognized as one currently in vogue as an
organizational frame for teaching the social sciences: the "cultural
area" or "culture world" approach. It assumes the world to be dividod
into separate divisions on the basis of different culture groups and it
focuses on the fundamental problem of each group, which is to live off
of its particular piece of earth real estate using the knowhow that has
been developed within the social group itself. The analysis of each
culture group in its own little world reveals many variations in the
equation: different degrees of knowhow, different group values, and
different ea,sth environments with which to deal. Comparison of one
group with another is most interesting, for all sorts of similarities
and differences can be found in the solution to the problems of life:
there are important similarities between groups living in very different
earth environments, yet there are also important differences between
groups in very similar earth environments. All facets of human life -
value systems, economic activities, governmental organizations, social
patterns - can be held up for comparative study.

Such a model of the human equation is basic to an understanding of
the rationale of most of human history and it is also fundamentally rele-
vant to understanding a very large segment of the population of the earth
today. Because, today, for much of mankind - in rural Asia, Latin
America, and Africa and even in portions of Anglo America, Europe and
the Soviet Union - the problem of life remains a locally-oriented one.
It is the earth environment within the local area - often within eyesight
of home - that must provide almost all of the basic needs of life. And,
despite greater and greater inputs of ideas and technology from the rest
of the world, it is still the knowhow of the local group - of its culture
and technology - that determines how the problem of the use of local
environment will be attacked.

A Different Human E uation: The World-Wide Realm of Modern Life

The culture world approach has given us a model for understanding
much of human history and a large segment of the earth's population today.
Proponents of this approach to social sciences point to the difficulty
in our teaching of social sciences as involving errors in the way that
the culture world model has been taught, not ii. the model itself. Thus,
they chide us for our almost complete attention to only certain of the
many culture worlds of man, namely, those of Western Man. Understanding
of human relcions will come, they infer, if we give "equal time" to
other cultures. Thus, the increasing attention being given in pro-
gressive curricula to "nonwestern cultures."

But there is a fundamental difficulty in the culture world approach
that cannot be solved by more attention to understanding the rationale
of cultures other than our own, or even to more concern with comparison
of different cultures. Large segments of today's world do not live ac-
cording to the cultural-mosaic formula.
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The model does not provide understanding of New York, London, Paris,
Tokyo, Peiping, or any of the major metropolitan centers of the world or
most of the multitude of smaller urban communities in the world. None
of these communities expects to support its population from the environ-
mental resources of the local area. Stores or marketplaces abound with
products gathered from points all over the earth. In turn, goods,
capital, and ideas from these centers move out over the world. In the
same way, farmers of the U.S. Cornbelt, the Argentine pampas, Latin
American or African coffee plantations, or Soviet collective farms do
not expect to produce all of the essentials of life. Rather their
plan is to mass-produce as much of a particular high-value commodity as
they can for sale in cities and metropolitan centers and elsewhere; then
with the money received, to buy from the urban centers the variety of
their wants.

Thus, then, there is in the world a second very different man-earth
equation; one that had its origins in the limited intercommunity con-
tacts begun long ago and described as a secondary input factor in our
local-base model. The mechanism making all of this possible is long-
range transportation and communication that has enabled man to connect
parts of the world separated by many miles. In the early stages of
technology it was caravan routes and, particularly, water routes - both
river highways and the oceans - that offered a poOsible alternative to
the local-base solution to man's problem of living on earth. For over
these routes goodsp.ideas, and people could move from one particular earth
environment and its human culture to another; there was a connecting net-
work between the separate culture-tiles. However, because man's tech-
nology was so primitive, very little could actually be carried between
locally-based communities by human porters, animals, wagons, or sail-
powered vessels.

But with the continuing transformation of transportation that began
with the Industrial Revolution 200 years ago in Europe, powered by the
successive control and increased efficiency of use of inanimate energy
sources - first water, then coal, petroleum, natural gas, and now nuclear
energy - and the discovery of telegraph, telephone, radio and TV, not
only has the time factor between places been reduced, but the quantity of
goods, people and ideas that could be moved long-distance has been fan-
tastically accelerated.

The result is the model of the man -earth eqw,tion that began with
the European sea empires and has spread to Ang7o-America, to Soviet Thtion,
and is found in Japan, Australia, and in bridgeheads of cities and com-
mercial producing areas in almost every country of the world. This model
depends not on man land rellitions within a local area, but rather on
connections with other centers in a regional and increasingly, a world-
wide network. More and more, this model assumes mass consumption by
persons throughout the system and specialized production in particular
points within the system. Thus, each producing area has the possibility
of supplying consumers throughout the system and, in turn, the producers
have the possibility of consuming goods from any other point in the system.

The system radically varies the human equation, for no longer is the
population of a particular point in the system bound by the limitations
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either of (1) the character of the earth environment at that point as a
base of support, or (2) the limitations of the thought and technology
of the particular culture group. Theoretically, all peoples within the
system can draw the best of goods and ideas from any other part of the
worldwide network. Thus, points throughout the varied earth environment
form the production base for the system and the collective knowhow of
all persons in the system provides the capacity to increase the under-
standing of the environment and its possible use. Knowhow and technology
developing within the system even offer the possibility of expanding
beyond the limitations of the earth's crust to draw on other bodies in
space.

As we have noted, this new worldwide system for supporting human
life did not spring forth full-grown in the Twentieth Century. We know'
that evolved from the past and that it developed primarily from the
Western European Culture World. Perhaps the Roman Empire was an early
attempt at such a system, but the equation took effective form first,
probably, in the British Empire. And while that empire connected pro-
ducing areas on all continents, it really organized only a tiny fraction
of the possible earth resources. Other European countries developed
their own intercontinental networks on a smaller scale and in the United
States, a modified form of the European culture, also developed its own
version of the new interconnected system by organizing the varied re-
sources of a continent into a functioning whole and by strengthening its
ties to Europe as well. Today, other examples of the interconnected
model on varying scales can be seen in the organization of the Soviet
Union, and Japan. To an important degree, each country in today's world
is trying to develop its own national resources and at the same time to
tie into the increasingly developing worldwide connections.

Thus, just as there were many variations on the locally-based
culture world model, so are there numerous forms of the long-range
interconnected system.

It could be argued that the new interconnected human equation with
its long-range connections that now are increasingly of global pro-
portions is just a larger-scale version of the traditional model; modern
transportation has simply extended the range of the human resource base;
instead of walking distance from home, that range is now global. But
there are other differences as well. Traditionally we have thought of
the locally-based culture in terms of the organization of contiguous
territory - the culture area, the political state, the economic region.
But the British Empire with its connections across unused seas presented
the beginnings of point-to-point connections across gaps that were not a
part of the system. Increasingly,,, the new interconnected system with
its global scale is of that sort. Activit is centered more and more in
giant metropolitan foci and modern transportation and communication are
primarily of a point-to-point nature connecting the metropoli.

The nature of the interconnected modern world is perhaps best
characterized by jet air travel where the traveler boards a plane in one
airport and is carried directly high into the sky above the clouds, where
he no longer views the world unfoldng in front of him as he has in all
forms of conventional land transport, and, then, at his destination drops
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down into another metropolitan center much like the one he left. In-
creasingly such experiences are not just those between metropolitan
centers on a single continent, but between centers throughout the world-
wide intercontinental system.

The Two E uations in Social Science Teachin

Our world today is made up of two very different equations for
human life on the earth: (1) that traditional locally-based culture which.
depends primarily on the knowhow of a particular small group out of the
total population of the earth and on the resources of a tiny fragment
of the full earth environment, and (2) the new worldwide interconnected
system that draws on the resources of parts of the whole varied earth
and, we might add, is building its own distinctive culture by incorpor-
ating bits and pieces from the many different culture areas that it
touches, even though its European origins appear to be still dominant.

We have identified our task-in social science as giving individuals
an understanding of the world in which they live and within that charge
to find order in the chaos of the myriad of human and earth relations in
a seemingly infinite number of places. Our aim is to find an overall
framework within which to examine the variations of human life over the
world.

Fundamental to our charge in social science to provide understanding
of human life on the earth today is something more than just that differ-
ent human groups have developed variations on a single human equation of
living on the earth; in fact, mankind today lives according to two very
different systems that draw upon the earth environment in very different
ways and result in fundamentally different perspectives of life and in
very different problems and potentials.

The framework of social science should establish the two different
human systems as the basic frame within which to compare and contrast
life from place to place or component to component.Parts of the whole
of mankind's life on the earth relate to one or the other or both of
these two systems.

The two models we have outlined would seem to offer the basic
ingredients of the overall framework. All human life can be viewed as
falling within one or the other of the two models and thus, the frame
of social science seen as the examination of the two models, their
internal variations from place to place and culture to culture, and the
juxtapositiJn of the two basic systems from one place to the other over
the earth.

Surely the two systems impinge upon one another. As we have noted,
no primarily locally-based community is completely isolated from contacts
with the worldwide-interconnected network. Someone from the intercon-
nected system - doctor, missionary, scientist, or tax collector - has
entered the community. Eskimos drink tea and carry firearms; primitive
Africans raise cotton to sell, or leave the village to work in mines.
All of the centers of the worldwide network, not only have contacts today
with some fundamentally locally-based communities, but, inifact, have
developed out of locally-based communities of the past. Thus, they carry
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vestiges of locally-based values in their culture - political and social
ideas, thoughts about what is "right" and "wrong", about God, about what

to eat. The fact that we tend to teach social sciences emphasizing the
"cultures of the world" approach, rather than of the two models of human
life, is an indication of our locally-based tradition, as is our view of

a political state necessarily covering contiguous territory and expect-
ing the primary loyalty of all peoples within that territory.

It can be said that social scientist have recognized the two dif-

ferent systems and already deal with them. We regularly talk of
"developed" and "underdeveloped" areas, sometimes using other terms such

as "industrial and nonindustrial" or "technologically advanced and tech-

nologically less-advanced." But such a division tends to follow the old

mosaic tile approach, separating the world into really homogeneous pieces.

The point is that the two different systems are not found side-by-

side in the traditional mosaic patterns; rather, the interconnected

network has spread over the mosaic touching down in particular points,

but not in others. Thus, in any given part of the earth one can find
the two different systems in close juxtaposition. In the Congo, most

people may still live in the locally-based system focused on their own

piece of earth real-estate, but Leopoldville is a city with regular
communication End traffic with the worldwide network as are the Katanga

copper region and other producing areas. Mexico is both Mexico City,
with its rather important position in the interconnected world, and the

Indian village, that is only peripherally tied to the world beyond walk-

ing distance from the village. In the United States, at first glance,
the whole country might be considered part of the interconnected network,
but what about the Navajos or even the rural European stock in parts of
Appalachia or the Ozarks?

It may appear that the two systems have been largely defined in

economic terms. This is because the problem has been seen particularly
in terms of two different solutions to the problem of how to live in
this world and living depends first of all upon a system of economic

sustinence. But the two systems, as we know, in reality touch on all
aspects of man's life. This is easy to see in the locally-based model.
There the social group has been largely isolated, so it )'as had to work

out all of the questions of life: what to eat, what to wear, what is

right, what is the meaning of life, and all the rest. The easiest index

to the problem of isolation is language, where each group in its isola-
tion had to develop its own words for objects common to other cultures.

But, the worldwide interconnected system, too, is more than just

an economic system. Language problems must be resolved and there is
developing something of a common culture within the system. Interest
in jazz in communities throughout the system, or in miniskirts, or in

zen or yogi is evidence of this.

The point is that the examination of soc4Lal science in terms of the
overall frame of the two model systems and their juxtaposition gives us
a base for understanding either the whole of mankind's life on this earth

or of any part of it. It gives us a basis for not only comparison, but
for comprehending pieces of the whole, whether those pieces involve
either issues or areas. We can use the frame in developing the historical
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time-dimension as well as in examining the present scene. Within it we
can study at any scale: that of the real world of the individual's every-
day life, at one extreme, and of the abstract planetary world at the other,

The frame also enables us to examine it at different levels of
complexity. It would seem essential that any conceptual frame for social
science be applicable at all levels of the individual's educational 'Jed-
velopment - from nursery school to the Ph.D. Often the simplistic world
we paint in the early grades is not just simple, it is an unreal myth
that presents misconceptions that are most difficult to change. As a
geographer the example that comes to mind is the set of early case studies
of peoples living within different environmental zones of the earth - the
tropical forests, deserts, mid-latitude coasts, etc. - with the inference
that differences in peoples are primarily the result of the different
environmental circumstances they find themselves in. In the same way,
early studies of countries or cultures, in themselves, grossly misrepre-
sent the situation.

The two-fold framework of human life is not simplistic. Analysis
of either system is complex and we, as yet, have little empirical data
on the worldwide interconnected system where "information", in the sense
of the systems analyist, and flow are of primary importance and where
questions of decision-making and control are fundamental. But we have
been concerned with establishing real challenges within social sciences
that will take-hold of the best students and the frame proposed here
would seem to offer that challenge and at the same time provide a vehicle
within which modern scientific techniques and tools can be applied to the
social sciences.
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CURRICULUM REFORM STRATEGIES
IN THE WORLD AFFAIRS DOMAIN

by

Bruce R. Joyce
Teachers College

Columbia University

To bring about any large-scale curriculum reform is very difficult.
The task of curriculum reform becomes almost impossible in an area which
involves societal values which are very sensitive. That is society
considers some values especially important and they are carefully pro-
tected. Whenever instruction nears those sensitive areas, obstacles
appear. A host of quiet forces arises to diffuse the threat and render
it harmless. Such is the problem in the World Affairs domain, for the
discussion of foreign policy or other aspect of world affairs includes
one or another of the social values which we must classify as highly
sensitive. Hence, any reform will require really potent means of effect-
ing it.

The development of a curriculum reform strategy needs to take into
account the actual obstacles to curriculum reform and be designed to
overcome them. Many curriculum movements have been ineffective because
the designers too quickly assumed that a curriculum change was simply
a matter of teacher reeducation or could be accomplished through the
production of new instructional materials or any other of a number of
logical, difficult, massive, but over-simple strategies. This truism is
especially striking in nonsensitive academic areas. A good example is
mathematics, where we find that the earliest essential formulation of
the "New Math" occurred in 1830, and that the effort to bring more
respectable mathematical ideas into the curriculum is still going on,
with even the enormous reform movement of the last ten years producing
only modest results so far. In the more sensitive areas, like inter-
group relations or foreign affairs, the need to use appropriate
curriculum reform medicine is multiplied many times.

The substance of this paper deals with the development of a curri-
culum reform strategy to implement learning activities related to the
foreign affairs domain. The procedure is to define the principal
objective in foreign affairs education, to identify the principal ob-
stacles to the achievement of that objective, and to suggest reform
strategies which are designed to overcome the worst obstacles and
capitalize on the forces that will most readily contribute energy to
the enterprise.

Definition: The Operations
of World Perspective

We begin with a definition of one pivotal objective in atly educa-
tion that would help the student examine the affairs of the world and
the development of foreign policy by his national government. This
objective should be regarded as one example of a class of pivotal

332



objectives in the area. They cannot all be identified here without
devoting the enti-oe paper to the business of identifying objectives.

However, we cannot meaningfully discuss curriculum without some defini-

tion of curriculum goals. Perforce, we use one broad goal as our
examples of purpose. The oal is that the student be able to see human
relations from the perspective of world citizenshi
the total community of men. This perspective is not dichotomous with
the perspectives of local and national citizenship. It simply provides

one important vantage for viewing human affairs.

membershi

The perspective of world citizenship involves an identification by

the student with the rest of humanity. The student must see other
people all over the globe as real, and their concerns as important and

legitimate just as his are. This identification is an intricate and

complex thing. It is worthwhile to see it in terms of the several

social sciences. Geographically it means that he sees the network of
world interdependence and influence. He learns that the exploitation
and the conservation of resources is not simply a local or regional
affair, but a global affair as well. Economically he sees not only the

processes of community and national economic interchange, but the net-

works of international interchange as well and perhaps more critical

the moral and practical consequences of the actions of man everywhere

on man everywhere else. He begins to see not only the structure of
international economic relations aid institutions, but the consequences
and obligations of world economic linkage. Anthropologically our young

citizen begins to see the interplay of the earth's cultures. He notes

the processes of cultural conflict and interchange. He sees too the

gradual formation of world culture. He notes this and the spread of
cultures in the acquisition by one of what another has to give, and he

understands the processes of communication which come about when people
who have been locked within their own reach outside of both and form

a new linkage across the globe. 'Sociologically he sees the processes

of assimilation and accommodation in the institutions and behavior

patterns of the people around him, and he is able to identify the pro-

cesses by which people are absorbed into the perspectives of their time

and place and the processes by which this time of theirs socializes them

to the global. Historically, our citizen sees the sweep of time as
peoples all over the world have formed and reformed their heritages:
mingled them, suppressed them, and found identity in them.

A world citizen, then, is a many sided fellow, and his life is

complex, for reasons that are internal as well as external. When he

focuses on a problem he can be sensored from his parochial perspective

and identify if only temporarily with the perspective of many other

levels of engagement. As alluring a characteristic as this seems.
there are many forces that resist its actualization through public school

curriculum and instruction.

The Forces of Resistance

When we are striving against odds to achieve some goal, it is often
nice to identify an enemy - someone or some organization who is working

against us and against whom we can direct our frustration and our

lances. In the case of obstacles to the achievement of the perspec-
tives of world citizenship, we are going to be disappointed, for the
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most part. For, while there are some pressure groups and individuals
who work against foreign policy education,1 the most potent negative
forces are generated by natural, even mindless factors that arc don ply
rooted in the society and the school.

The Countervailing Influences of Political Socialization.

As a child matures, he absorbs the perspectives, including the
values and attitudes, of the social milieu within which he is raised.2
Put another way, his society takes hold of him and imbues him with its
ways of thinking and feeling. This process results in different poli-
tical and social values, depending on the culture and the specific group
of people who surround a person as he matures.3

At the present time in the United States, the perspectives that are
transmitted in most families do not include a world view. Nearly all

American adults have some difficulty with all levels of citizenship,
tending rather to be privatistic, and, moreover, many of those who do
have local and national perspectives still have great difficulty with
the international sphere. As a result, both parents and teachers tend
to imbue the young with parochial rather than inter-national ways of
viewing things. Moreover, the teachers as participants in this process
are themselves lacking in the perspectives of world citizenship. They,
children of their culture, are busily making other children of the
culture.4

Present international events and the current national entanglement
with the entire social world may change the situation, of course, and
world perspectives may gradually develop in the mainstream of American
life.

For the present, however, it must be recognized that political
socialization in the United States, while it provides perspectives for
local and national citizenship, does not provide international per-
spectives for a large proportion of American children. More critical,
probably, is that teachers are not socialized to an international view.
It must be remembered also that the differentiation of social attitudes
occurs during the elementary school years, so that curricilar efforts
are most critical during that period.

The Tradition of Taboo Areas in Social Studies. Over the years
the American School has protected areas of r::11.tical political, economic,
and social values by keeping them closed to inquiry by students. The
development of closed areas has by no means been entirely a conscious
process, nor has it been part of.a nation-wide conspiracy. The natural
processes by which social taboos form have been operating. To the
teacher in the classroom, it has simply "not seemed right" to deal with
many things with young people.

A few years ago HUnt and Metcalf identified six of these areas:
economics, race and minority-group relations, social class, sex, court-
shipt and marriage, religion and morality, and nationalism and patriot-
ism.° Several of these, of course, are intimately connected with any
study of world affairs or the attainment of any of the perspectives of
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world citizenship, especially economics, intergroup relations, and
nationalism.

At this writing, there are some signs that the closed areas are
opening up somewhat. (They have always been open in some classrooms.)
But still, especially in the elementary school, many areas are custo-
marily avoided. Any curricular effort needs to anticipate that world
affairs, foreign policy, and the perspectives of world citizenship will
be unfamiliar intruders in the elementary school world, and far from
familiar acquaintances in the secondary school.

The teacher's fear of corruptin the children contributes to
maintenance of the closed areas. John Gibson and his associates have
pointed out that teachers and many other citizens are often reluctant
to discuss undesirable behavior (mime, dope, sex, communism) with
children because they fear that the children will be encouraged to en-
gage in the unwanted behavior. To discuss dope addiction, for example,
is regarded as possibly legitimizing it, or "giving the wrong idea".
To deal with race prejudice is seen as encouraging it. For many years
it was a widespread belief that to teach about communism was to make
children liable to seduction by it.

In the present case, there is a good possibility that teachers
will avoid exposing children to the global perspective because they
are afraid that it will encourage anti-patriotism. This fear will prob-
ably be subliminal. Instead of being controlled by the advantages of
multirlevel perspectives on social relations, the teacher will more
likely be dominated by his role as surrogate of the national society.
Particularly this will be true because the teacher himself was most
likely not socialized to world perspective as a child - it is alien to
himl'in many ways.

Perhaps most important for our purposes here, the teacher's fear
of corrupting the child occurs most intensely at the elementary school
level, because the children seem more vulnerable and impressionable
there. (And indeed they are!) Hence, it inhibits world affairs teach-
ing precisely where it could have the greatest effect.

The unstructured nature of the field of world affairs. Whether we
examine international law, or the social sciences, or the position
papers of the state department, or any of the other sources of informa-
tion and ideas in the world affairs domain, it is evident that there
is still no clear and readily-defined set of structural ideas or methods
of inquiry which are used in the field. Many critical areas of na-
tional and international interest are confused and informed opinion is
hard to come by. This unstructured state combines with the emotionality
with which many international problems are approached to create a
situation in which rationality is hard to come by. Futther, the more
instructured a situation, the greater latitude there is for social pres-
sure to operate on judgment.?

Hence, approaching the perspective of world citizenship is diffi-
cult. Stances for facing problems of national vs. international loyalty,
for example, are not well worked out. Not only in the public mind but
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in professional circles as well there are few paradigms for examining
issues coolly and gaining independent s"urces of information.8

Put another way, because the content of foreign affairs is not yet
represented by a structure of ideas. Through systems analysis and other
devices models are gradually emerging, but the bulk of the field is
amorphorus, and this makes the development of curriculum a treacherous
business.

The Inductive Teachin' Problem. In any area which involves social
values when the development of curriculum is discussed publicly, there
is quick agreement that no one wants to brainwash the young - to hand
him a readymade set of ideas and values. It is an easy step from that
position to the recommendation that instruction be carried on induc-
tively. "We'll snow the kids the world perspective," the argument goes
in our case, "and then let them form their own ideas." Thus reduced,
one proceeds to develop inductive teaching strategies and back-up ma-
terials. So far, so good.

Then, the trouble begins. One is rudely reminded that the teaching
styles of most teachers do not adapt well to inductive teaching pro-
cedures. Whether one looks at teaching from the stance of Bellack,9
Flanders,1° Medley and Mitzel,11 Hunt and Joyce,12 or anyone else who
has studied teaching with contemporary research tools, the answer has
been the same. Most teachers work with directive, recitative or le'ture
styles, and these styles are persistent and difficult to change. Only
the application of the most advanced training methods has any effect,
and that often for only a small percentage of the teachers." The
majority of teachers, even with advanced assistance can teach in-
ductively only part of the time.

A curriculum reform, then, which depends entirely on inductive
teaching will almost surely fail. A reform that is accompanied by
very powerful teacher training can use limited inductive strategies
for some purposes.

Fortunately, there are many teaching strategies which do not brain-
wash. Many films, lectures, and books, for example, are constructed
so as to lead and stimulate the student without controlling him.

The plight of instructional materials. The serious state of text-
books in the social studies is well known and much commented on. In
thevarea of foreign affairs the situation is still nearly desperate,15

although it is slowly improving for the older children?" The materials
developed at Carnegie Tech and Northwestern University provide handles on
the study of comparative economic and political systems, and the Lincoln-
Filene project6 on race and culture are a beginning at the elementary
school level. The first materials to appear from the High School
Geography Project are very strong and imaginative. The Inter-nation
Simulation is a good beginning to the use of gaming in the area. The
situation is so severe in the lower grades that any decent explora-
tion of global perspective is seriously disadvantaged and this char-
acterization remains essentially true in the high school except for the
academically talented students.
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Obstacles Real and Mythical. The obstacles above identified are
real and are imposing hurdles to curriculum reform in the foreign policy
domain. They can be overcome, however, and the means are readily
identifiable, provided that one does not succumb to obstacles which are
products of his imagination. To hint at a few, by stating them positively.

The textbook industry can change. Television teaching can be ef-
fective and involve even young children. Teachers can learn to operate
in a scholarly way. The public will stand for foreign affairs teaching.

The problem is to select a strategy.

Elements of
Curriculum Reform

What can bring about curriculum reform where the objective is to
help the student apply the strategies of the social sciences from the
perspective of world citizenship - to slice reality as if he were
closely identified with all mankind and to analyze human relations from
that point of view?

Let us approach this question first by identifying the substantive
elements of curriculum reform - the clusters of institutional behavior
that add up to a major curriculum change, and then by speculating on
procedural elements - prongs of a strategy that will have a reasonable
change of overcoming the obstacles we identified earlier.

The substantive elements of curriculum reform. To bring about; a
large-scale curriculum reform is to try to reshape a large and unwieldly
institution. While there is no solid agreement on the things that
constitute such an educational change, there probably would be no great
disagreement with the following: a rational plan has to be formulated
that specifies ends, means, and support systems;17 a system has to be
developed for implementing the plan; and an on-going organization has
to be developed to take over research, evaluation, and materials -
development functions to improve and maintain the reform.

Each of the obstacles which were identified earlier can be seen
in terms of the three substantive tasks above (curriculum planning,
curriculum implementation, and curriculum research and maintenance).
The process of curriculum reform can be shaped in terms of strategies
designed to overcome the specific obstacles.

The Political Socialization Problem

All three curriculum tasks are affected by this one.

The curriculum plan should draw heavily on the social psychology
of attitude formation. It should be recognized that to induce global
perspective is to affect deeply-ingrained attitudes. To aim at in-
formation or ideas :Zone would be to fail surely. The dynamics of
attaining global perspective are probably similar to those in inter-
group education - the development of an attitude requires information, the
learning of systems of inquiry into the attitude itself, and an opportunity
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to examine one's emerging position-.

Curriculum implementation is related to socialization factors
because of the problems inherent in the teachers' sociLlization. For

one thing, it means that implementation through the mass of teachers

is very unlikely to succeed without a truly enormous expenditure of

money and effort. It is probably far wiser to develop a curriculum
plan whose implementation, at least in the early stages, is through

film, television, and the written word - media through which a few

skilled teachers can reach a great many students and, gradually, to

be sure, affect many other teachers.

Research, evaluation, and maintenance. Although much is known

about what will not affect the perspectives people bring to problems,

very little is known about how nPople learn or can be taught perspec-

tives. A systematic research a, levelopment effort is required to

reshape and strengthen any curriculum strategy.

The Tradition of Taboo Areas

To open up the taboo areas of teaching the curriculum plan has to

be very clear and easy to administer. Teachers, parents, and school

officials will need to understand what changes are being made and why.

The means-ends relationship in the curriculum plan needs to be parti-

cularly strong, because the tendency to reinstitute the closed areas

is very great. The curriculum strategy cannot depend on large numbers

of teachers, because they will be prone to resume their traditions.

Implementation, for much the same reason, needs to rely on mass

media, easy-to-administer instructional materials - once again we find

ample reason to plan implementation so that a few highly-skilled people

operate through media that gives them great impact.

Research Evaluation and Maintenance. Again, little is known

about opening the taboo areas of the social studies. The recent re-

search by Oliver and Shaver18 and Gibson and Grannis6 has made a

Ieginning on which we can build. The first stuns in a serious curri-

culum reform that treads on the taboo areas ore boucd to be halting.

An enormous research effort will be necessary.

The Teachers' Fear of Corrupting The Children

This obstacle is most pertinent to classroom teaching, although

it provides more reason why a reform strategy that overly depends on

large numbers of teachers, especially in the early stages, will prob-

ably fail.

Curriculum Plans need to stress ways of promoting objectively

using the methods of the social sciences. This will show teachers how

to handle what will conceive to be sensitive areas in ways that stress

analysis rather than the emotional content of the study of foreign

affairs. Teachers are more likely to understand how to apply the

global perspective to the study of, say, economic aspects of world

organizations than they are to approach the value questions of national
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sovereignty with any iquanimity.

Implementation needs to feature demonstrations of ways of applying
social science frameworks to the world affairs domain. Especially the
weaker teachers are put off by delicate subjects and unfamiliar ones.
They need to see clearly how difficult questions can be approached
through analytic frameworks.

Research and Evaluation should focus on the effects of teacher
training. Some careful case studies are needed on how to help teachers
approach the sensitive areas.

The Unstructured Nature
of the Field

Curriculum plans are generally incoherent unless a well-structured
academic source provides content and intellectual vigor. To make a com-
prehensive plan in the world affairs domain requires that a working
structure, however, temporary, be laid on the field. The work of Oliver
is illustrative here, for he has demonstrated how one can go about de-
riving an analytic structure (for analyzing Rubl::c issues, in his case)
and building a curricular system around it.18

Implementation will depend heavily on teaching that structure to
the persons who create the media systems and develop training programs
for teachers. Many of the earlier-described obstacles will not be
overcome unless this structure is well-articulated, because the
emotional tendency to avoid the critical issues will dominate unless
a strongly rational avenue is provided.

The implications for research are probably' obvious. As a structure
is developed, it can be tested and reshaped until a viable curricular
system can be built around it.

The Inductive Teaching Problem

The Curriculum Plan, if it is realistic, will develop several
teaching strategies. Some of these will capitalize on the things the
average teacher does best. Others will use the talents of a few who
reach their students through media. The realistic curriculum plan will
not call for the mass of teachers to learn reflective teaching pro-
cedures in a short time.

Implementation of any inductive teaching procedures, hence, must
be intensive and highly professional. Unless an agency is willing to
pay a huge price, it will organize implementation so that demonstrations'
through television and film carry much of the burden, rather than
"institutes" and "workshops". A disproportion of the budgets of the
large curriculum projects has been used in teacher training from which
the results are relatively small. A curriculum plan which uses in-
tegrated media systems for its major thrust is far more practical and
likely to succeed.
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Instructional Materials

Curriculum plan. Far too many plans have required personal teach-
ing strategies; that is to say, strategies requiring direct teaching by
many teachers. These strategies in turn depend on scarce teaching ma-
terials, which has plunged the curriculum project into massive produc-
tion of instructional devices, many of which are felt to be misused. It

is far wiser to develop integrated media systems in which personal
teaching is only part of a whole that includes direct teaching via film
an television and self-teaching by many means. A total system props
up the weak teacher, provides children with greater independence, and
can always be transformed by the strong teacher. By using masterful
teaching over appropriate media, it assures many students a quality of
teaching they could never receive directly.

Research and evaluation, however, would be a heavy component. We
have yet to see a really first-class, multi-media curriculum reform in
the social studies. There are many interesting models, however, in the
modern foreign languages. Joyce and Joyce are beginning to develop
models and an empirical base in the social studies.19

A General Strategy

The salient features of a comprehensive reform strategy, then, are:
to lay a solid intellectual structure on the world affairs domain (a la
Oliver and Shaver in the public issues domain18); to develop a compre-
hensive curriculum plan that could serve as the guide for the construc-
tion of multi-media man-machine system19 for teaching, with some
teaching-through-media. The implementation of such a system would be
difficult, but much less so than systems depending on personal teach-
ing alone. Further, they would guide teachers and schools into the
until recently taboo areas and show them how to handle sensitive areas
without either corrupting or brainwashing the children.

The entire process would have to be constructed with reference to
the psychology of socialization and attitude formation because foreign
affairs education is confounded and complicated by being entwined with
the international political socianzation of the young.
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EDUCATION FOR THE CONCEPT OF A GLOBAL SOCIETY

by

Her:14,4rt C. Kelman

University of Michigan

The nature and the functions of the nation-state have been under-
going important changes in recent years. To conceptualize the "inter-
national system" entirely in terms of autonomous, supreme nation-states
as the operating units does not fully conform to current reality, nor
does it provide an adequate model for meeting many of the needs of the
world's population.

There is no doubt that the nation-state remains the dominant unit
in the international system. After all, this is the basic assumption on
which the international system is organized, an assumption that is con-
stantly reinforced both by national and international institutions. This
does not mean, however, that the typical nation-state is as independent
or self-sufficient as the ideal model of the nation-state would imply.
There is increasing penetration of national states by other states and
by international organizations (Rosenau, 1966). Even powerful states are
constrained, not only in their international activities, but also in their
domestic affairs - in the political, economic, and social realms - by
events and reactions in other countries. Regional groupings are playing
a larger role in the affairs of their component states. Intergovernmental
agencies, staffed by international civil servants, carry out various im-
portant non-political functions (e.g., in such areas as health and welfare
or economic development), at least for the smaller states.

In many important ways, therefore, both national governments and
their individual citizens function in a transnational society, or a series
of transnational societies. This reality is also reflected in the trends
toward the development of a genuine world community. Among the youth of
all nations, in particular, a common universal culture, with a common set
of values and tastes, seems to be taking shape. Furthermore, both because
of the existence of common problems and because of the increased facili-
ties for cross-national communication, such phenomena as student rebellions
spread rapidly over a number of societies. International contact for many
segments of national societies is extensive and - particularly in profes-
sional fields, such as science, medicine, the arts, and various areas of
scholarship - national lines have become increasingly meaningless as a
basis for organizing the business at hand.

It is also becoming increasingly evident that the nation-state is
no longer capable of serving some of the functions that it was designed
to serve. Foremost among these is the function of military security,
which no state - no matter how powerful - can fulfill on a unilateral
basis today. Newer and poorer states, in particular, cannot entirely
rely on their own resources to carry out the functions of economic de'
velopment and of meeting the health and welfare needs of their popula-
tions. Higher education, scientific research, and technological development
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are among those functions that will increasingly have to be organized

on a transnational basis. On all of these issues there are, of course,

differences of opinion about the desirability of transnational as against

national arrangements. The idea of arranging for military security on a
transnational basis, for example, (cf. Kelman, 1962) is obviously con-

troversial. In principle, however, it should be possible to settle these

questions on an empirical basis by setting criteria for what would be an

adequate way of fulfilling a particular function and then comparing

national and transnational arrangements in terms of the degree to which

they meet these criteria.

The new realities and necessities of the international system in-

evitably involve some infringement of national sovereignty. They do not

represent or require an abandonment of the nation-state. The nation-state

can remain not only an important, but even the dominant politie$11 unit,

while relegating certain functions and delegating certain powers to trans-

national' or supranational entities. The new developments do, however,

mean that, at least in some areas, the nation-state has relinquished and

must relinquish its paramountcy - its unique position at the apex of

political power, which permits it to overrule all other units, both

larger and smaller, at any time. By the same token, at the social-
psychological level, the new developments do not require a displacement

of national loyalties by loyalty to transnational institutions or organi-

zations. They do, however, imply a tolerance for multiple loyalties, for

permitting the development of transnational loyalties alongside of

national ones. There is no necessary conflict betiveen the two. Multiple

sets of loyalties are, in principle, completely compatible with one

another, as long as the groups to which these loyalties are directed

serve different functions and apply to different domains of a person's

behavior (cf. Guetzkow, 1955).

A major implication of the new developments is that, in important

ways, we are living in a transnational, global society - or perhaps, to

be more accurate, in a series of transnational, global societies. That

is, what is evolving is not a global society in the sense of a single
unit,defined on a territorial basis, but different ways of forming trans-

national units to carry out a variety of specific functions or to give

expression to a variety of specific values and tastes. These global

societies are taking shape in addition to, not instead of, the national

societies to'which we belong. To a considerable extent, such societies

are already operating realities, that is, societal functions are being
organized and cultural values and tastes are being expressed on a trans-

national basis even if the extent of these developments is not fully

recognized. In other respects, transnational organization is required

by objective conditions (i.e., as I have argued, if certain important
functions are to be adequately fulfilled), but this necessity has not

been translated into action. In other words, one can say that, in these
respects, we are living in a global society as far as the nature of our

problems and the consequences of our actions are concerned, but not as
far as our pattern of organization for dealing with these problems is

concerned.

In the light of changing realities, it is the role of the schools to

prepare students to understand the nature of the global society that is
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developing and to function within it. I do not mean that schools should
dell',berately foster internationalist values, but they should enable
students to obtain a realistic picture of the extent to which we are in
fact living in a global society and of the consequences of organizing
various functions in a transnational as compared to a national way. I

assume that this would make internationalist values a more viable option
for the new generatica of citizens. This should not and certainly need
not be a matter of imposing internationalist values on them (as, of
course, nationalist values are now being imposed on them in most schools),
but a matter of giving them the tools for making intelligent choices be-
tween different alternatives under different circumstances. From all
indications, schools do not now prepare their students adequately for such
choices. I would assume that this is due, in large part, to the very
same factors that create barriers to the. development of a global society
in the nation-state at large - both among decision-makers and members of
the general public. No doubt, a circular process is operating here. The
failure to educate children for a global society strengthens the barrier
against the development of such a society within the nation - state; the
barriers against the development of a global society, in turn, help to
account for the failure of the educational system to provide adequate
preparation. The school curriculum can, thus, be a major force in break-
ing into this vicious circle.

The major source of barriers to a global society, in my view, is the
cognitive and affective dominance of the national system in the minds of
national populations. Our thinking is so thoroughly structured in terms
of the national system that it is very difficult for us to think about -
and particularly to think creatively about - other ways of organizing the
world. Moreover, the nature of citizens' involvement in the national
system is such that it generally also creates emotional barriers to trans-
national arrangements. There is a tendency to view transnational loyalties
as competitive with national loyalties and, therefore, to shy away from
them. Thua, an essential input into an educational experience that would
promote an understanding of our emerging global society and an openness
to its possibilities is an objective examination of national society and
of the effects it has on our structuring of the world and on our emotional
attachments. In the remainder of this paper I shall discuss some of the
social-psychological considerations that might enter into such an examina-
tion.

Specifically, I shall (1) outline a model of the sources of attach-
ment of the individual to the modern nation-state, (2) show how the nature
of the nation-state and of these attachments to it create cognitive and
affective barriers to the development of a global society, and (3) de-
scribe some of the factors that favor the development of a global society
and that ^an help in overcoming some of the barriers to it.

Sources of individual attachment to the national system.

A central component of the ideology of the modern nation-state is
the principle that the nation-state is the political unit in which para-
mount authority is vested. As I have already mentioned in passing, the
state is placed at the pinnacle of power and entitled to overrule both
smaller and larger political units. The effective functioning of the
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nation-state, as it is commonly conceived, depends on a widespread
acceptance of this ideology or at least of its behavioral implications
within the population. A citizen who accepts the ideology regards the
authority of the state and hence its specific demands (within some broadly
defined range) as legitimate. In times of national crisis, these demands
call for sacrifices from individual citizens that they are prepared to
make because, at such times, the role of national - which in normal times
is relatively latent - becomes the paramount role in the individual's
hierarchy and its requirements supersede all competing role obligations.
The state's ability to enlist this kind of support from the population -
without having to rely on coercion - depends, in the final analysis, on
its perceived legitimacy in the eyes of the population.

In another recent paper (Kelman, in press) I have referred to a
system as legitimate when it is perceived as having the right to exercise
authority in a given domain and within specified limits. Thus, when the
administration of a legitimate political system makes certain demands,
citizens accept them willingly, whether or not they like them - unless
these demands are seen as arbitrary and outside of the limits of the
leaders' legitimate authority. Psychologically, once the demand is seer
as legitimate, the individual finds himself in a non-choice situation.
His preferences are irrelevant; the legitimate demand takes on the char-
acter of an external reality which defines the dimensions of the situa-
tion and the required response. Reactions in a situation of legitimate
influence are not,lo much governed by motivational processes as they are
by perceptual ones. The focus is not on what the individual wants to do,
given available alternatives, but on what is required of him.

At the social-psychological level, the legitimacy of a political
system is reflected in the sense of loyalty that its members have toward
it. Perceived legitimacy implies that the individual member is in some
fashion personally involved in the system - that he feels attached to it
and is integrated into its operations. Corresponding to the principle
that the nation-state is the political unit in which paramount authority
is vested is what Guetzkow (1955) describes as the "norm of exclusiveness."
According to this norm, national loyalty must be given priority whenever
other loyalties come into conflict with it.

There are two ultimate sources of legitimacy for the national system:
the extent to which it reflects the ethnic-cultural identity of the
national population, and the extent to which it meets the needs and in-
terests of the population. In the long run, a political system cannot
maintain its legitimacy unless at least a significant proportion of the
population perceive it as meeting their needs and interests (although it
can, of course, retain power by relying on coercive means, even if only
a small elite are adequately integrated into the system). Up to a point,
a system can maintain its legitimacy even if it is not working effective-
ly, or if it is facing serious economic difficulties, or if it is torn
by internal conflicts so that it can adequately provide for the needs and
interests of some segmentr of the population only at the expense of others,
as long as it is strong ia the second base of legitimacy - that is, as
long as it is seen by wide segments of the population as representing the
nation. I use the term "nation" here in a cultural sense of a people
sharing a common history, common values, and common traditions, rather
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than in the political sense of the population of a nation-state. The
correspondence between state and nation - the assumption that the poli-
tical entity corresponds to an ethnic, cultural, and historical entity
with which at least large portions of the population identify - is the
major ideological underpinning of the modern nation-state and provides
the theoretical justification for it. In fact, of course, there is hard-
ly any nation-state in which such a precise correspondence holds in practice.
That is, the nation-state usually covers more than one ethnic-cultural
entity. Nonetheless, it can maintain its Legitimacy even for minority
ethnic groups if these have become assimilated into the majority culture
in some essential respects (as in the United States) or if sub-populations
have developed a common national identity in addition to their separate
ethnic identities (as in Switzerland) or if it at least offers protection
to the cultural identities of minority groups.

Figure 1 depicts those two ultimate sources of legitimacy for the
political system in terms of the perceptions of the national population.
A well-functioning national system enjoys legitimacy derived from both of
these sources. It is possible, however, to distinguish different systems,
or different historical periods for the same system, in terms of the
relative weights of these two bases of legitimacy. Also, for different
groups and individuals within the population, one or the other source of
legitimacy may predominate. I have distinguished, in this connection,
(Kelman, in press) between individuals who are primarily sentimentally
attached to tha system, i.e., who see it as reflecting their cultural
identity, and those who are primarily instrumentally attached, i.e., who
see it as meeting the needs and interests of the population.

I have already implied that these two bases of legitimacy can, within
limits, substitute for one another. That is, if the population's senti-
mental attachments to the system are strong, it can maintain its legiti-
macy even though it does not adequately meet their needs and interests,
or does so only for a small proportion of the population. Conversely, if
the population's instrumental attachments are strong, then it can main-
tain its legitimacy even though it does not adequately reflect its ethnic-
cultural identity or does so only for a small proportion of the population.
Furthermore, each of the two Sources of legitimacy can potentially faci-
litate the development of the other (as portrayed by the arrows in Figure
1 betweeq "ethnic-cultural identity" and "needs and interests ").. Thus,
if a population perceives the system as being genuinely representative,
then it is inclined to feel confident that the system will meet its needs
most faithfully and provide the best protection of its interests. Sup-
ported by this initial confidence of the citizens and by their willingness
to give it the benefit of the doubt, the regime is in a stronger position
to push for economic development and to organize the society in a way that
will in fact meet the needs and interests of the population. Similarly,
a well-functioning society, which provides meaningful roles for its
citizens, will develop a set of common values and traditions and a sense
of unity that are tantamount to a national identity,'even if the popula-
tion was originally diverse in its ethnic and cultural identifications.
This national identity need not displace the original ethnic-cultural
identities of the component groups, but can exist alongside of them. When
this happens, of course, there is always the possibility that the two sets
of identities may come into conflict with one another, as they have
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recently, for example, in French Canada, in Scotland, in Slovakia, and
in some of the Yugoslavian republics. The re-emergence of a subgroup
identity in competition with the national identity generally results from
a feeling among members of the subgroup that the national system is no
longer meeting their special needs and interests to an adequate degree.

The acceptance of the legitimacy of the national system by a popula-
tion is ultimately based, as I have argued, in its perception of the
system as reflecting its cultural identity and as meeting its needs and
interests. There are additional social-psychological mechanisms, how-
ever, which may mediate between these basic conceptions and the acceptance
of the system's legitimacy. I have tried to sketch in these mechanisms
in Figure 1.

Individuals who value their ethnic and cultural identity tend to
respond with positive affect to symbols expressive of that identity. Thus,
insofar as they perceive the political system as reflecting their cultural
identity, they are likely to react positively to symbols of the nation-
state, such as the flag, the national anthem, the head of state, and often
certain religious symbols that are linked to the nation (see upper half
of Figure 1). The mere presentation of these symbols - which, in essence,
link the state to the nation - serves as a reminder of the legitimacy of
the system and creates a readiness to meet its demands willingly. Further-
more, insofar as the state is seen as an embodiment of the nation and
linked to the nation via emotionally arousing symbols, it tends to become
a sacred object in its own right. This sacredness itself endows it with
legitimate authority and promotes ready obedience to its demands. The
emotional impact of the symbols of the nation-state and its sacredness
derive from the fact that the system is perceived as reflecting the iden-
tity of the people. These links may, however, be broken with time and
national symbols or the sacredness of the state apparatus may become
functionally autonomous bases of legitimacy. That is, a person may learn
to respond emotionally to national symbols, and thus extend his loyalty
to the system that invokes them, without reference to the cultural values
that these symbols originally represented. Similarly, a person may learn
to regard the state apparatus as sacrosanct, and to give it his unquestion-
ing obedience, without regard to the national ethos that the state origi-
nally embodied and with only minimal emotional involvement in national
symbols. I assume, however, that a system can maintain its legitimacy
for the long run only if there is at least a periodic renewal of the
cultural values on which legitimacy ultimately rests, particularly at
times when there is a need to consolidate a population that is internal-
ly divided.

In the lower half of Figure 1, I am suggesting that individuals who
perceive the system as meeting the population's needs and interests are
likely to involve themselves actively and fully in social roles mediated
by the system, such as occupational roles, community roles, or roles in
voluntary associations. Since the effective enactment of important social
roles depends on the system, they have a personal stake in its integrity
and are inclined ,o accept the legitimacy of its authority. They are
particularly likely to meet system demands willingly if they are confront-
ed with them in the context of one of their system-mediated roles.
Furthermore, insofar as the system is seen as an effective instrument in
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meeting the interests of the population and in providing the individual
with an opportunity for participation in meaningful social roles, he is
likely to develop a commitment to law and order in their own right. He
accepts the legitimacy of the system because he is concerned with main-
taining the orderly and predictable procedures without which the system
cannot run smoothly. Loyalty to the system based on participation in
subsystem roles and respect for law and order derive from the fact that
the system is perceived as meeting the needs and interests of the general
population. Again, however, these links may be broken and involvement
in social roles or commitments to law and order may become functionally
autonomous bases of legitimacy. That is, a person may become personally
tied into the system via various subsystem roles and thus extend his
loyalty to it without reference to the adequacy of the society's in-
stitutions in serving the entire population. Similarly, a person may
learn to respect law and order without regard for the success of the pro-
cesses that he is upholding in serving the principles of justice and
general welfare, and with only peripheral personal participation in
system-mediated roles. Again, I assume that if the system is to maintain
its legitimacy for the long run, there must at least be periodic reasses-
sments of the adequacy of its social institutions in meeting the needs
and interests of the general population, particularly at times of pronounced
tntrasocietal conflict.

At the extreme right of Figure 1 I have indicated that when a popula-
tion accepts the legitimacy of the political system, then it is prepared
to extend its loyalty to the specific government or administration that
is in charge of the system at any given time. There is one proviso, how-
ever, and that is that the government acquire and use its power by legiti-
mate processes, i.e., by procedures that conform to the rules and require-
ments of the system. A fundamental feature of legitimate authority is the
constraint it imposes, not only on those who are subject to this authority,
but also on those who exercise it. The authority derives from a legitimiz-
ing agency (such as a constitution, a set of political institutions, a
religious creed) that is external to both the governors and the governed.
Legitimate authority, thus, cannot be exercised in arbitrary fashion, but
must always be referred to the system from which it is derived. A system
cannot remain legitimate in the long run unless there is some way of
defining the conditions under which authority is being used in illegitimate
fashion and removing from power those who are responsible for such a misuse
of their authority.

A government that is legitimate, by virtue of both the legitimacy of
the political system that it operates and its own conformity to the re-
quirements of that system, can count on the loyalty of the citizenry and
their readiness to meet the expectations of the citizen role. Moreover,
such a government has at its disposal various mechanisms for strengthening
the loyalty of citizens and reinforcing the legitimacy of the system
itself. Of special importance are its ability to appeal to national
symbols and to exert influence on individuals by means of their subsystem
roles. These mechanisms are also used, within the limits of their ability
to do so, by the governments of new nation-states, who have yet to establish
a firm basis of legitimacy for the system. Such governments attempt to
develop national symbols and to promote emotionaa commitments to them, in
the hope that out of these symbols a genuine sense of national identity
will emerge. Similarly, they attempt to create within that small segment
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of the population that has meaningful roles in the incipient national
society a commitment to the political system, in the hope that they will
then contribute to the establishment of social institutions that are
conductive to the general welfare. I have drawn arrows, in Figure 1,
from "national symbols" to "ethnic-cultural identity" and from "social
roles" to "needs and interests" to indicate that the development of legiti-
macy may - and, in fact, often does - follow this particular sequence rather
than the reverse.

National symbols and subsystem roles are also central to two more
general processes whereby the modern nation-state creates, renews, and
utilizes the loyalty of its citizens: the processes of socialization
and of what might best be called "entanglement." The state derives much
of its unique and paramount power from the fact that it exercises consider-
able control over the way in which its citizens are socialized and the way
they are hooked into the national society.

Loyalty to the nation is instilled in the child in the course of his
socialization through some major primary groups, particularly the family
and the church. The state draws on the importance of these institutions
to an individual's personal identity, on his emotional commitment to them,
and on their sacredness in his eyes, in order to create a sentimental
attachment to the political system. Also, loyalty to the nation-state
is deliberately and systematically fostered in the school. What happens,
essentially, in the course of socialization - and particularly in the
schools - is an emotional conditioning of the child to national symbols.
Thus, whenever it becomes necessary to mobilize the population, for example,
in periods of crisis, national symbols can be brought into play to heighten
emotional arousal. I74sum, the nation-state's unusual power over the
loyalty of its citizens derives in part from its control over the schools
and from its linkage to such primary, affect-laden socializing agencies
as the family and the church.

A second process for engendering loyalty that is at the disposal of
the nation-state rests on its extensive contra over the economic and
social institutions of the society. In the complex, bureaucratically
structured, modern nation-state individual citizens are highly dependent
on the central authorities. Their proper functioning in their various
social roles, including their occupational roles and their roles in local
communities, is vitally affected by agencies of the national system. Thus,
they are entangled in the system in the sense that various important roles
are thoroughly embedded in it. To defend the system becomes tantamount to
defending their total way of life. Because of this entanglement, the
state is able to use more deliberate mechanisms of cooptation whenever
this becomes necessary for carrying out its functions. That is, the
leaders of various groups and institutions within the society (such as
leaders in the field of education, the church, business, or labor) tend
to be coopted in the service of the state, particularly in times of crisis.
Occupants of leadership roles are, thus, expected to take the initiative
in mobilizing their constituencies, who, in turn, are themselves entangled
in the system via their own social roles. Again, then, we see that the
state is able to lean on organizations and institutions that have an im-
mediate relevance to the individual's daily life in order to obtain the
loyalty and support of its citizens.

351



Cognitive and affective barriers to the development of a global society.

The basic assumption of the ideology of the modern nation-state, as it
is depicted in my model of the sources of its legitimacy, is that the unit
that meets the needs and interests of the population (and is entrusted
with the necessary power to do so) must also be the unit that reflects
the cultural identity of the population. These two elements are inti-
mately bound up with each other; the political system is both the executive
body for the society and the spokesman for the cultural community. Insofar
as a population has a shared sense of national identity and insofar as the
system is potentially capable of meeting the needs and interests of that
population, an ideology that joins these two elements can be highly func-
tional and add considerable strength to the political system. The senti-
mental attachment of the population to the system enhances their trust in
it, and makes them more willing to give the leadership the benefit of
the doubt, to accept temporary sacrifices, to relinquish subgroup interests
in favor of interests of the larger community, and generally to unite
behind the leadership. The government thus has greater freedom to maneuver
in its allocation of resources within the society, in its economic develop-
ment activities, and in its external relations.

There are times, however, when an ideology based on the proposition
that only L.9ystem reflecting the population's ethnic character can properly
look out for its needs and interests may become highly dysfunctional.
Within an established nation-state, such an ideology may have dysfunctional
consequences for two general reasons:

(1) If there are strong ethnic and cultural divisions within a state,
then this ideology may interfere with the government's ability to organize
the society effectively. It may in fact have the necessary resources to
meet the needs and interests of the entire population, but it may lack
the necessary trust of the population that would allow it to utilize and
allocate these resources properly. If there are two or more ethnic groups
of relatively equal strength, each may turn to its own leadership to look
out for its interests and to compete against the other group(s), thus
weakening the central authority. If there is a dominant cultural group
and one or more smaller ones, then the dominant group may use the politi-
cal system to express its own. cultural identity, thus alienating the other
groups from it; and the smaller groups, in turn, may withdraw their trust
from the system and move toward separate development. In such situations,
an ideology that separates sentimental and instrumental attachments - that
does not expect the political system running the society to reflect the
ethnic-cultural identity of the population in all respects - would be more
conducive to the general welfare. It would permit greater flexibility
and pluralism in defining system membership and recognize that a political
system can meet the needs and interests of the population effectively even
though that population represents a variety of ways of life, of ethnic
and cultural patterns.

(2) If the state is unable to meet some of the needs and interests
of its population (or of some segment of its population) adequately then
an ideology based on the correspondence of sentimental and instrumental
components may interfere with the search for alternative ways of meeting
these needs and interests. A nation-state's inability to meet certain
needs and interests may be due to its lack of the necessary resources, or
to its lack of institutions for the proper allocation of resources, or
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to the fact that certain functions can be organized effectively only on
a supranational or transnational basis. In such a situation, again, an
ideology that separates sentimental and instrumental attachments - that
does not expect the political system reflecting the ethnic-cultural iden-
tity of the population to run the society in all respects - would be more
conducive to the general welfare. It would permit greater flexibility
and pluralism in organizing for the public interest and recognize that
there are a variety of ways of meeting the needs of a population. It
would make it possible for a society to work out whatever arrangement is
most effective for carrying out a particular function, without the obliga-
tion of vesting all of these functions - for sentimental reasons - in a
single unit that is not equipped to handle them.

The first type of dysfunction of the nationalist ideology is parti-
cularly marked in new nation-states that have not yet developed a common
national identity, but it also manifests* itself in many older states
characterized by major ethnic divisions. The second type of dysfunction
is particularly germane to our present discussion. As I pointed out at
the beginning of this paper, there are many functions, which by their
inherent nature and by the nature of the modern world, cannot be properly
met by the sovereign nation-state. The ideology of the nation-state,
however, erects barriers to supranational or transnational patterns of
organizing for these functions.

The functioning of the nation-state reinforces the ideology on which
it is based and makes it ever more difficult to conceive of alternative
ways of organizing for particular purposes. The processes of socializa-
tion and entanglement that are at the disposal of the nation-state play
a major part in structuring the reality world in which the individual
citizen finds himself. He comes to see the legitimate authority of the
nation-state and its paramount position as an inevitable part of the
natural order of things which cannot be contravened. This view of the
nation-state as standing at the apex of authority is fully supported not
only by subnational units, but also by international units. The nation
is recognized, within the international system, as the seat of ultimate
authority - as the operative unit within the international system that
cannot be authoritatively overruled.

There are a variety of other factors that reinforce this special
status of the nation-state. One is the fact that it is usually identi-
fied with a common language. This not only provides a focus for cultural
identity and hence for sentimental attachment, but also eases communica-
tion and creates a qualitative difference between the development of
functional bonds within a nation-state and the development of such bonds
across nation-states. (Multilingual states, of course, lacking this
symbolically and functionally unifying force, often experience diffi-
culties in integration. Usually, however, this leads to a tendency to
seek patterns of organization along ethnic lines - in keeping with
nationalist ideology - rather than along transnational lines.)

Supranational arrangements are particularly functional for the
management of conflict between nations. Situations nf international con-
flict, however, are calculated to strengthen the arousal of sentimental
attachments to the nation-state, and thus to make it even more difficult
to turn over any part of its authority to other units. There is a strong
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tendency to perceive a conflict situation as one that threatens the basic
identity and integrity of a people and its management can, tht.'efore, only
be entrusted to a leadership that reflects the national identity. These
tendencies are further reinforced by the extent to which the national
government is able to shape public opinion - through its access to the
mass media and to opinion leaders representing the whole range of social
institutions - and thus to determine the definition of the conflict situa-
tion.

In short, both general societal processes and the processes that are
brought into play in specific conflict situations bring about a structur-
ing of people's reality world that favors the national system, particular-
ly as far as the dimension of authority is concerned. We.define the world
in terns of the nation-state and our thinking and reactions are dominated
by that perspective. The nation is perceived as a natural unit and its
exercise of final authority is regarded as self-evidently right. It

easily out-competes other entities, particularly transnational ones, in
eliciting the loyalty of its citizens. To a considerable extent, it can
take their loyalty for granted - as something given in the structure of
reality - without having to create strong motivations to attain it.

The perspective of the nation-state dominates our thinking to such
a degree that even professional students of international relations are
generally unable to escape it. They tend to use the nation-state as
the basic unit of analysis and as the primary actor in the international
system; Even those whose observations are based on the behavior of
decision-makers tend to assume that the nation-state is the decision-
making unit and that the decision-makers speak for it. These assumptions
are often justified, but if we btrild them into our conceptualization
we are unable to discover when they do not hold and under what conditions
the global system could be organized in terms of an alternative set of
assumptions. Thus, our very way of studying the international system
is a major factor in determining and reinforcing its character. The
organization of the world in terms of nation-states has such a powerful
hold on our thinking that it is almost impossible to conceive it in
different terms.

These enormous cognitive barriers to the establishment c' trans-
national institutions, even when these would be clearly more functional
than national ones, are further reinforced by affective barriers to the
extension of,loyalty to such transnational institutions. Even when there
is no incompatibility at all, in principle, between transnational loyalty
and national loyalty, many segments of a national population tend to view
the two in competitive terms. This is particularly true to the extent
that the loyalty to the nation-state is rooted in sentimental attachments.
The national perspective is so dominant that whenever an individual acts
in the international arena he tends to perceive himself as representing
his nation or he can, at least, be easily pushed into such a definition
of his role. For example, even the specialists attending international
meetings of scientists are often coopted into acting in terms of the role
of national rather than the role of scientist. In short, any inter-
national or transnational role can readily be turned into a representa-
tive role, in which the primary loyalty is to the nation-state, or into
a role involving potential competition with a national role.
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Whenever a situation is structured in terms of a competition between
national and transnational loyalties, the latter almost invariably lose
out. Transnational institutions typically lack legitimacy, because they
are not supported by important sentimental or instrumental links for most
individuals. They do not have at their disposal the kinds of mechanisms
of concerted socialization that are available to the nation-state, in which
major societal institutions collaborate from the very beginning in build-
ing loyalty to the system. Educational efforts geared to "world citizenship"
are distinctly limited in their capacity to create sentimental attachments
and cannot substitute for the emotional conditioning and the many-sided
reinforcement that underlie national loyalty. Similarly, transnational
institutions do not have at their disposal - given the structure of the
international system - mechanisms for entangling individuals in social
roles and for creating functional interdependencies. Thus, international
authority (as epitomized, for example, by international law) turns out
to be, in the eyes of most individuals, an abstract, artificial construct,
in contrast to national authority, which has concrete and existential
meaning,

The competitive disadvantage of transnational institutions does not
merely represent a quantitative problem. It is not only that national
commitments are stronger, but they are in a qualitatively different posi-
tion from other kinds of commitments, both to larger and to smaller units,
or to units organized on a cross-cutting principle. The development of
institutions for a global society requires more than the provision of
new motivations and new information. It requires a restructuring of
reality, a creation of a new conception of the world system, in which the
nation-state is not seen as the only operating unit, as the natural and
self-evident basis of organizing to carry out the functions of a society.

Overcoming the barriers to a global.

An understanding of the nature of the nation-state and of the barriers
it presents to alternative ways of organizing the world system is itself
a major contribution to overcoming these barriers. In addition, however,
it is important to identify and analyze existing trends that favor the
development of a global society and institutional arrangements that ex-
emplify - even if only in rudimentary fashion - transnational means of
carrying out societal functions. An awareness of concrete alternative
possibilities may be the best way of breaking the hold that the nation-
state has on the structure of reality.

1 touched briefly on the trends favorable to the development of a
global society at the beginning of this article. In the remaining para-
graphs let me look at some of the major directions of change that would be
most conducive to overcoming the barriers to transnational arrangements
imposed by the nation-state.

At the level of the nation-state itself, a potentially helpful trend -
from the point of view of developing a global society - has been the steady
shift away from a highly sentimental type of nationalism to a more instru-
mental type. This is particularly true in industrialized nations, in
keeping with their bureaucratic orientation. It is also true, however,
in many emerging nation-states, whose leaders are both aware of their
limitations in appealing to a barely existent sense of national identity
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and eager to find the most effective way of improving the conditions of
life in their societies. Instrumental attachments to the nation-state
are, by and large, more compatible with transnational arrangements than
are sentimental attachments. Instrumental attachments permit a more
pragmatic approach to the organization of societal affairs and make for
a greater openness to transnational institutions and organizations, if
these are seen as having functional value. The European Economic Com-
munity is an excellent example of a transnational - or even a suprana-
tional - arrangement, developed by pragmatic bureaucrats because they
saw it as a more effective vehicle for carrying out their economic
functions than the individual nation-state.

An orientation to the nation-state that is primarily instrumental
in nature does not presuppose an abandonment of sentimental attachments
to the nation or the state. Rather, it implies an ability to separate
instrumental and sentimental attachments so that the nation-state is not
perceived - by virtue of the fact that it reflects the ethnic-cultural
identity of the populatiOn - as the only proper vehicle for meeting its
needs and interests. In other words, an attitude conducive to trans-
national arrangements is one that recognizes that the nation-state,
though it may well be the carrier of one's cultural identity and valued
as such, is not therefore necessarily the best instrument for achieving
all of the goals of a population. Such an attitude implies considerably
more flexibility in an individual's image of the nation-state than it
normally possesses; the nation-state must be seen as an important, but
not as the exclusive object of the citizen's loyalty. This kind of
flexibility is more likely to characterize the images of those citizens
who are ideologically committed to the social institutions (as well as
the cultural values) of the national system, in contrast to those whose
loyalty does not refer back to the ultimate sources of the system's
legitimacy (see pp. 6-7 above).

At the international level, the trends more favorable to a global
society can be found in the development of functional interdependencies
that cut across national lines. Transnaional institutions and mechanisms
are most likely to evolve out of instrumental rather than sentimental con-
siderations. At the sentimental level, it is much more difficult to
overcome the attachment to the nation-state, which is almost by defini-
tion highly exclusive in nature. For the reasons I have already discussed,
it would be almost impossible for transnational institutions to compete
effectively with the nation-state at that level. Thus, I see little value
in efforts to develop international symbols and deliberate attempts to
create a sense of international identity. Once individuals become in-
strumentally involved in transnational institutions, a degree of senti-
mental attachment will spontaneously follow in due course.

Functional interdependencies or instrumental involvements in trans-
national institutions arise as more and more important segments of na-
tional societies become entangled in a network of international contacts
and arrangements that are relevant to some of their vital needs and
interests. Prime examples of such entanglements are provided by the
participation of individuals in transnational organizations that enable
them both to enact their professional roles in a personally meaningful
way and to work for the benefit of groups with which they are positively
identified. A wide variety of organizations would be relevant here,
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including organizations concerned with problems of business, labor,
agriculture, health, welfare, education, science, literature, the arts,
and religion. They may range from intergovernmental organizations, such
as those linked to the United Nations, to private organizations Set up
on a complete non-national basis. One extreme of the range is exempli-
fied by organizational mechanisms that are deliberately set up to manage
and resolve international conflicts. The other extreme is represented
by the totally unofficial and largely unorganized world-wide youth move-
ment that serves to express the common concerns and values of the emerg-
ing generation. What is critical in all of these organizations is that
they create, for their participants, strong functional ties to a global
society. They become committed, in oneareaof their lives, to a.trans-
national definition of the world, because such a definition is instrumental
to meeting specific needs and interests that have personal significance
for them.

Instrumental attachments to a global society, and the sentimental
attachments that may evolve from them, need not be viewed in terms of
loyalty to a higher or.wider unit that subsumes the nation-state. Such
a view would tend to pose the issue as one of competition between the
nation-state and larger units and, as we have already seen, the nation-
state has a decisive advantage in such a competition. Rather, we are
dealing here with a different principle of organization that cuts across
the division of the world into national units. It is not a matter of
transferring loyalty from a smaller to a larger unit, but of entertain-
ing multiple loyalties in keeping with our multiple roles in a variety
of cross-cutting functional systems. Such loyalties to functional,
cross-cutting entities can more readily bypass the dominance of the na-
tional system. Yet they have the effect of promoting the concept of a
global society by strengthening institutions that are organized without
regard to national boundaries for the purpose of meeting universal needs
and interests.

One of the priority functions of education ought to be to communicate
an understanding of the potential of such cross-cutting arrangements,
unhampered by a fixation on the nation-state as the exclusive vehicle
for carrying out societal functions. Without such an understanding the
new generation will be ill equipped to deal with the realities of an
increasingly interdependent world system.
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UNEVEN DEVELOPMENT AS A UNIFYING PERSPECTIVE
ON WORLD AFFAIRS

by

Robert A. Levine
University of Chicago

In public discourse on world affairs there seems to be an increasing
recognition that polarities like those between "haves" and "have-nots",
"modern" and "traditional", "urban" and "rural", and "literate" and "illi-
terate", apply with equal accuracy and significance to groupings of na-
tions on the contemporary world scene and to the most important and pro-
blematic cleava_fes within nations the world over. It is becoming more
apparent that many of the same enduring bases for alliance and conflict
exist both at the level of international relations and within national
societies. What is less frequently recognized but equally important is
that these parallels have their roots in a common history of relations
between advantaged and disadvantaged peoples, that national boundaries
have sometimes encompassed both types of peoples and sometimes divided
them, and that in 10,000 years of economic, political and social deve-
lopment human society has recurrently experienced such cleavages - in
differing forms and locations - as a major force in social change. To
understand within a unified context these recurrent patterns of group
life that are more relevant than ever to current events, we need a lar-
ger perspective on international affairs, one that goes more deeply into
the internal structure of societies, delves farther back into history
and prehistory, and sweeps more broadly across levels of institutional
development and spheres of communication. Such a perspective must be
based on a growing synthesis between the historical disciplines of pre-
historic archeology, ethno-history, and social science-oriented history,
on the one hand and the contemporaneous social sciences of social anthro-
pology, sociology, geography, economics and political science, on the
other.

In its simplest terms this view of the human condition is the
familiar one of seeing present states of affairs as precipitates or
residues of the past. From this perspective, it could be argued that
the major minority problems in the United States today, that of the
Negro and the American Indian, represent a perpetuation and even exag-
geration of the discrepancies is wealth, occupation, and literacy bet-
ween 18th century Europe and the indigenous peoples of Africa and North
America. What began as "foreign trade" in the African case between Euro-
pean merchants and the friendly Aftican chiefs who sold them slaves, and
"diplomatic and military relations" in the Indian case, was rapidly trans-
formed into an internal order of groups varying significantly in access
to resources within a single national society. The contemporary problems
of internal distribution of advantage among United States groups still
differentiated by their non-Ekropean origin represents a '-ilure to solve
the problem first posed centuries ago in terms of international and inter-
continental relations.

Conversely, the relations between England and France and their
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former colonies, now independent nation-states of Asia and Africa, are
still understandable in terms of their earlier participation in a colo-
nial socioeconomic and cultural system under a single central government.
In these cases, what was "internal" is now "international" but the posi-
tions of relative advantage and disadvantage have not disappeared and
are dominant features of their foreign relations. Indeed, the language
of the post-colonial period, in which the nations that formerly held
colonies are referred to as "metropolitan" powers or countries, implies
some of the parallels I have been suggesting, for these nations vis a
vis their ex-colonies do resemble the large urban complexes we call
"metropolitan areas" in relation to their rural hinterlands. In both
cases, "metropolitan" means a concentration of wealth, education, and
power, and the specialized skills, services and facilities that accom-
pany them; "hinterland" or "ex-colony" means an abundance of unskilled
labor, and sometimes an abundance of land or raw materials, but a scar-
city of the other strategic resources, industrial and human, on which
all nations have come increasingly to depend in this industrial era.

The world of nations is becoming metropolitanized, with critical
resources concentrated in the most developed nations, while the less
developed areas assume the position of a dependent and backward hinter-
land. Thus the strains and stresses of rural-urban relations, so
familiar to us in our domestic politics, are repeated many times over
at the international level as well as within the more unevenly deve-
loping societies of the world. Many contemporary conflicts, whether
international like the Arab-Istael war, or domestic like Britain's
racial crisis or the Biafran secession in Nigeria, involve more and
less modernized peoples pitted against one another in a competition for
economic and political advantage or autonomy that contains many of the
familiar elements of rural-urban conflicts. In these competitive
struggles, the "urban" or "modernized" attitude is often comprised of
contempt for the more backward people, an assumption that economic or
political control should automatically be accorded to those of greater
skills and capacities, and a desire to exclude the others from access
to advantageous resources. The "rural" or "less modernized" people
respond with feelings of resentment, envy, and victimization, ideolo-
gies of resurgent masculine militance and aggressive retaliation - which
sometimes lead to violence - and, particularly where the conflict is
intra-national, a desire to maintain or attain control through purely
political means to counter-balance the economic and educationally based
power of the "urban" group. As Americans we are used to seeing such
attitudes enacted in our state and federal legislatures as well as in
Negro-white relations in our Northern cities; as world citizens we can
observe them being reproduced, with variations, in many other places.

The view I have presented so far is a highly generalized statement
of what most of us already know about the world around us and its recent
history. But I should like to go beyond the familiar to suggest that
this view provides a framework for understanding the major outlines of
historical development over the last 10,000 years and the residues of
that development which constitute our contemporary world. From the
invention of agriculture onward, human history is marked by highly
adaptive advances in technology and organization, by the spread of such
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advances from their points of origin to other areas of the world, and
by characteristic relationships between peoples who have and those who

do not have access to the latest advances. Since even advantageous inno-
vations in technology, socioeconomic strUctuve and political organiza-

tion take time to be transmitted, adopted, and incorporated into the cul-

tures of people across the earth, human progress is necessarily uneven.
At any point in time some peoples are far ahead of others in their adap-
tive capacities. Each stage of technological, socioeconomic and politi-
cal development has its geographical centers, where its advances are
earliest and/or most fully realized, and its peripheral areas which have
not yet received or adjusted to the new developments. As innovations
diffuse from these centers, there is contact between peoples varying in
level of advancement, sophistication, and resourcefulness. The more ad-

vanced people nearer the centers of innovation, with their superior
technology and organization, frequently conquer, exploit, or plunder the
less advanced, sometimes absorb them and are sometimes overthrown, but
eventually a subsequent wave of adaptive innovations eradicates or rein-
forces the boundary between backward or advanced people and creates a
new set of boundaries on a new basis.

This recurrent process must have begun with the first agricultural
societies in the Near East some 10,000 years ago; producing their own
food through cultivation and animal husbandry rather than collecting it
through hunting and gathering, they were able to form more sedentary
communities, support larger populations and organize themselves more
effectively than man had done before. As the innovation' bf food produc-
tion, with its great advantage for the size and strength of human groups,
spread eastward to India and China, there must have been a slowly moving
frontier of relations between agricultural and hunting-and-gathering
groups in which the latter suffered contempt or defeat before they adopted

the new subsistence techniques. Some thousands of years later, with the
rise of literate urban centers and large-scale polities in the Near East,
India and China, peripheral agriculturalists, now regarded as backward,
were conquered and absorbed into developing empires, and themselves
absorbed the technical and organizational skills that enabled them to
achieve equality or autonomy as the empires expanded or collapsed. In

successive historical epochs, different adaptive innovations - e.g., the
use of the horse, movable type, the industrial revolution - emanating
from differing centers in the Old World (the New World has its separate
development until a few centuries ago) created impermanent boundaries
between advanced and backward peoples in which the themes of superiority
and inferiority; dominance, submission, and rebellion; pride and envy;
arrogance and resentment; were repeated.

Impermanent as these boundaries were, some of them lasted thousands
of years. No wave of developmental advance reached the farthest corners
of the globe, so that there remained until recently remote peoples un-
touched by the food-producing revolution, not to speak of later innova-
tions. Many hunting and gathering peoples of Australia, North and South
America, and marginal areas in Asia and Africa, did not receive the good
news about agriculture and animal husbandry until European explorers and
settlers brought it to them within the last century or two. Other areas,

like Africa south of the Sahara and the Pacific Islands, had undergone
the structural transformation brought by food production but lacked, until
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recent European penetration, more recent innovations like wheeled vehi-

cies and literacy. Even on the Eurasian land mass, where diffusion was

most rapid, developmental advances were distributed most unevenly. Thus

the world entered the twentieth century with living populations repre-

senting every stage of technological and organizational progress that

man had experienced in 10,000 years of development.

The point of all this is that the encounter of more and less deve-

loped peoples, with its recurrent attitudes, tensions, and relationships,

is characteristic of virtually every phase of human history. What is

most distinctive about our contemporary era is that rapid transportation

and communications have greatly increased the rate and range of such

encounters, so that now no far-off group is so remote that it is insu-

lated from contact with the more developed societies; it must learn of

its inferiority as well as of the bounty offered by industrialism. Es-

kimos and New Guinea natives have become only the most extreme and ob-

vious country bumpkins in a world society in which the industrial nations

and their urbanized satellites are the metropolitan centers of sophis-

tication, wealth, aad power. The themes of group competition, contempt,
and resentment are reproduced a million times over at every social boun-

dary representing discrepant development and access to resources, and
the inevitable migration of labor from the less developed countries to

their metropolitan nations has even brought these problems home to the

most homogeneous industrial countries of Europe. What was once the

special case of "ethnic frontiers" and "plural societies" is rapidly

becoming the general case at both national and international levels.

This perspective on group relations past and present has been set

forth here in a brief and oversimplified manner, but perhaps it has

afforded a preview of a more comprehensive view of human affairs in

which prehistory and the anthropology of nonliterate peoples can become

integrated with history and the other social sciences, in which conti-

nuity can be established between international relations and other kinds

of group relations, and in which events and processes remote in time

and space can be related to the immediate social world of experience.
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A DESIGN FOR A WORLD AFFAIRS CURRICULUM FOR THE SCHOOLS

by

Charles A. McClelland
University of Southern California

There is no acceptable way to construct a detailed curriculum for
grades K through 12 and to put it into general practice. The large dif-
ferences in student abilities and experience, the wide variations in
educational philosophy and practice from district to district and region
to region of the country, the disparities in educational expectations
among teachers and administrators, the traditions of local autonomy, and

the resistance to centralization and standardization all militate against
the prevalence of any single plan. Further, in the study of world affairs,

the data have such a great scope and variety that any one best selection

is largely out of the question. There are more than 120 countries and
each country has historical, geographical, economic, ptiitical, and

cultural attributes and relations. Almost any information about the

countries might be found to be relevant in one perspective or another.

Far too many facts are available; worldwide communication produces a fresh

supply of detail each day. How to take note of those events, conditions,
and developments which fit in some meaningful framework and how to set

aside the less relevant material involves techniques that are hard to
learn. Thus, a school curriculum which consists primarily of a selec-
tion of subject matter to be studied at each grade level is exactly the
wrong kind of device for learning how to pick and choose the important

and relevant material from the vast stream of changing communication from

the world at large. The obvious reason is that the selection of subject
matter has already been specified thereby removing most of the possibili-

ties for learning how to use the selection process.

What we should look forward to and what we should help to create is
a very large and rich body of teaching materials from which teacher and
student can select in learning the skills of information processing. Any

acceptable curriculum plan for world affairs instruction in the schools
must be a design having'breadth and depth and permitting very wide
variations its application. There simply is no responsible way to tie
a proper world affairs curriculum to a particular body of subject matter.

Should the Pueblos be studied in the fourth grade? The answer needs
to be cast in terms of what it is that would make the factual information
about Pueblos relevant to some particular learning objective and that it
would be conceivable that Ainus, Todas, or Zulus might serve the purpose
just as well. Is modern history more important than ancient history to
"know about" in a world history course and should Western Europe receive
more attention than China? Is a geographical interpretation more valuable

than an economic interpretation? Should the histories of wars be subord-
inated and the accomplishments of peaceful evolution be stressed? Is it

important that the content of some social science discipline be trans-
ferred to the social studies while the content of others is omitted? Is

there some particular body of factual information that must be taught in

the 12 years between kindergarten and college, no matter what the order
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and the form? The argument here is that these questions and hundreds of
others of the same type are not independent and that there is no signifi-
cant answer to them unless further criteria are provided. Disciplines
and data are tools, a must specify what the tools are to be used for,
before we have a basis of deciding which tools ought to be used.

The need for a new plan of attack on world affairs education problems
has now become urgent. Whatever the virtues have been in the past peda-
gogical effort in this field, they are recognized now as not sufficient.
The effectiveness of the international dimension in education is at a low
level. Numerous evaluations of the results of instruction in world affairs,
foreign policy, international relations, and cross-cultural understanding
tell this story, almost without exception. High school and college grad-
uates are shown to retain very little factual knowledge of world affairs.
They do not recall the details of history and geography, among other
things, and they leave the impression that they were never exposed to
such materials. Large percentages of the educated population (including
university gradu,tes) remain unaware of recent occurrences of important
international events and developments. Examples abound; a recent survey
revealed the expected result that a substantial number of American adults
do not yet realize that China is a communist state. Attitudes held toward
other countries and toward international problems and relations have been
found to be primitive, superficial, and highly stereotyped. Inattentive-
ness toward public affairs, both domestic and international, is the
prevalent condition.

In general, the American electorate, the product of universal compul-
sory, public education, has been judged to be deficient in the ability
to perform its part under the circumstances of world a'fairs in the present
age. The national leadership has set forth the requirement to correct the
condition of too much ignorance and too much '',.ncompetence in the American
public. Its shortcomings will become greater as a multitude of world
problems, already recognized as growing toward a crescendo during the last
third of this century, become much more severe.

In part, the passage in 1966 of the International Education Act was
a signal to begin the improvement in the education of the American people
in world affairs. As the outlined schedule of spending for international
education indicated in the Act, it was the intent of the Congress in
1966 to launch a massive attack on the problem. If appropriations are
provided in substantial amounts, the question of what steps to take toward
changes in world affairs education will become very important. A plan
that is flexible and variable will be required. The assumption that was
made above is that any scheme that consists mainly of a reshuffling of
subject matter will be insufficient. What kind of viable plan might be
conceived? It is this question that is explored below. The purpose of
this paper is not to specify a complete design or to advance the ideal
scheme but, instead, to suggest what type of an approach to a K-12 curri-
culum might be applicable.

Let us consider a set of guiding assumptions. Of course, any or all
of these assumptions might be challenged, but the following provide a
basis for developing a design for a world affairs curriculum:
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1. The socialization of children takes place in the milieu of society
and culture at large. The school plays an important part in the sociali-
zation of children but it does not hold the primary role. The cognitive
and affective structures of children take form before the school years
and are extended and reinforced subsequently by many experiences which
are external to the school environment.

2. A distinctive child's world does not exist apart from the world
experienced by adults. Both children and adults are the targets and the
recipients of the same massive communication system and both are partici-
pants in a wide range of common and recurring social interactions. There
may have been a time when early experience was almost completely pa-
rochial and when "growing up" was a matter of learning about a widening
circle of people and places, but if that situation once existed it no
longer prevails. The cognitive structure of even the very young child
now includes some national, international, global, and extra-global
elements if from no other source than television programming. Actual
human experience does not occur according to strict demarcations of
physical, biological, and social realms. Local, regional, national,
international, and global compartmentalizations are not a natural order
in life as it is lived; there appears to be very little reason to create
sharp divisions along any of these lines when one considers how formal
learning about the social world should take place. It follows that
world affairs education ought not to be conceived as some kind of com-
partment that is special and separate. In particular, the distinction
drawn between "domestic" and "foreign" should not be accepted as a
reliable criterion in the selection of subject matter or organizing concepts.

3. The fundamental task of social studies is to sharpen, broaden, and
discipline the cognitive and affective structures of children in harmony
with the socialization process which would proceed developmentally even
if there were no schools. World affairs is but an aspect to be attended
to in the reinforcement and the refinement of socialization through school
influence.

4. Because so little of the experience with the larger social, poli-
tical and economic world is direct, the individual must rely on imagina-
tive reconstruction to fill in his cognitive and affective structures and
to accomplish the development of his socialization concerning these matters.
Thus, the task of education is broadening, sharpening, and disciplining
the student's "map of the social world" becomes largely that of developing
skills and insights in information selection and information processing.
The relevant messages arise from afar (with respect to both time and place
of origin) and converge in a great undifferentiated stream of public
communication. More and more, contemporary man is becoming an information
processor. Increasingly, his survival depends on his effectiveness in
discriminating among messages arising from distant sources and on his
capacity to make decisions about how and when to respond to the incoming
information.

5. World affairs education is mainly the activity of developing cri-
teria for discriminating, evaluating, selecting and responding to useful
and relevant data in the communication flow of reports about conditions
and developments in the international environment. It is the development
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of the cognitive map of the student so that it includes a rich content
and a realistic organization for the international environment that is
the goal of world affairs instruction. The subject matter of the cur-
riculum is an instrument in this development but it is no more than an
instrument. The choice of subject matter to be taught in the school
depends entirely on the pursuit of this more fundamental objective.

Given assumptions of the type outlined above, how can one think in
concrete terms about the structure and ordering of a general world affairs
curriculum? How might abstract objectives such as that of developing
skills in information processing be transposed into anything that would
be teachable?

To approach an answer to the question of how to convert general con-
cepts and broad objectives to teaching procedures, we must make some
decisions on priorities. We need to ask, what is the most important
thing that one must learn to understand world affairs? For the present
purpose, let the following assertion serve as the answer to this question:
the most important thing to understand is the set of common and recurring
processes in the relations between social entities -- between individuals,
between groups, between organizations, between nations, and within inter-
national organizations. The key to the ability to understand and respond
to world affairs is contained in the knowledge about the processes of
social relationships.

These processes are complex and intertwined; they do not lie along
a single, simple continuum. Conflict, compromise, and cooperation are
terms which designate one dimension. The dynamics of promise-reward
and threat-punishment provide another indication. How to exert influence
to attain objectives and how to resist the influence attempts of others
are expressions of the process stated in an instrumental form. The means
employed in causing a shift of relations from force and vi-slence to col-
laboration and integration are part of the process of social interaction.
The converse is the process by which a condition of collaboration is
transformed by steps and stages into overt conflict or opposition. The
anchoring of social interaction by custom, by law, by legitimacy, by
ideological convictions, and by the rules and the restraints of organiza-
tions is one of the basic functions in the relations among social entities.

Yet another way of looking at the phenomena of social processes in
human relationships is through the concept of linkings between systems
and sub-systems. The processes of balancing behavioral inputs and outputs
within and between systems, of correcting action according to information
received from the field of activity, of parallel structuring to provide
factors of safety, of competitive exclusion and vulnerability to account
for some relationships between producers and consumers of resources, and
of the integrating of systems (or the creation through development and/or
coercion of larger systems from smaller systems) provide another relevant
approach to the understanding of the processes involved in the relations
among social entities.

Many excellent illustrations and cases of the workings of the social
processes on the domestic scene are available for conversion to social
studies teaching material. Instances studied and discussed in the domestic
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perspective ought to be connected comparatively to instances in the inter-

national environment. Such "extensions" should take place even in the

early elementary grades. In order to establish who participates in the
processes and relationships beyond the boundaries of the nation, we need

to establish the practice of thinking about, classifying, and inter-
preting the actors in international relations, beginning at an early stage

of formal education. The comparative approach recommends itself strongly
for this purpose.

How the use of the comparative approach differs from a simple
narrative-descriptive approach can be illustrated readily. Telling the

story of the people of a Mexican village is an ordinary example of the
usual kind of narrative-descriptive technique used in teaching. What

the people look like, the language they speak, the foods they eat, the
crops they cultivate, the goods, tools, and resources they use, the views

they have of themselves and others, their manner of living together, and
the ways they use to govern their affairs are some of the discrete items
that are used in building the story. Most often, the comparisons that
give the "meaning" to the details of the story to the learner are left
implicit. The comparative approach makes the connections explicit and
becomes a method by providing criteria of comparison. What is to be com-
pared involves the exercise of judgment of what is important enough to be

compared. The suggestion here is that the various levels and types of
actors in international affairs require specific identification and the

likenesses and differences in the ways they utilize the social processes
in their relationships are the ma:Ir themes to be followed in making
comparative judgments.

There is a clue to how the selection process works in the minds of
people. Theory and research on "the structure of meaning" have set forth
some primitive terms of comparison used by human beings, apparently univ-

ersally, in arriving at criteria of "importance." How stimuli are recog-
nized, differentiate,11 and processed has been studied across a broad

range of empirical situations. The basic finding is that people resort
ft naturally" to a categorization that orders data in three broad dimensions:
weak-strong, good-bad, and active-passive. The theory is that our "meani,q3

space" is organized in combinations of these criteria of judgment. What

we do, apparently, upon becoming aware of an unfamiliar fact, is to scan,
organize, and interpret by asking, in effect, "how strong is it?" "how

good is it?" and "how active is it?"

What is included under the headings of eood, strong, and active
will vary according to individual judgments, group judgments, cultural
directives, and situational influences but the contention is that the
three dimensions are fundamental and that everybody learns to understand

according to the dimensions, A simple mental experiment which applies the
three dimensions would seem to show their universality.

One can elicit successfully the "good," "strong," and "active"
responses from a five year old child by asking about the identification
of "mother," "teacher," "my best friend," "the President of the United

States," etc. The ability of the young child to answer suggests a record

of practice in the use of these categories. If one analyses different

aspects of a public debate about some disputed issue (for example, the
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U.S. participation in the Vietnam war), most of the views expressed i.civ
readily into the three primitive categories or into combinations, The
same elements can usually be recognized in even the most sophisticated
analyses of public affairs in the relative weightings assigned and the
combinations given of good and bad, strong and weak, and active and
passive.

If we recognize the presence of the factor of change in the thrixo
dimensions and particularly in the active-passive category, we can re
state the problem of "what to teach about" in world affairs area by
asking what subject matter and what teaching organization would offs:
the best opportunities for developing judgments in children according ip
the basic criteria of power, morality, and change. To many students cf
world affairs, the most important aspect of the age is change. Increas-
ing ability and sophistication in the making of judgments of power,
morality, and change might be specified as the central goal in the teact4-
ing of the social studies.

Let us stop at this point and review in order to see how much of a
structural design for a curriculum plan for 13 years of schooling we
have in hand, under the special requirement that the specification of
particular subject matter details is not a major consideration. We have
set forth, in quick order and in brief outline, three basic elements to
be combined. Our strategy is to incorporate these three elements in a
single framework which is to be used in the ultimate selection of data
to be taught and learned in a progressive movement from the very simple
to the increasingly complex up the ladder of the grades. The choices of
the combinations lie within this matrix:

STRONG-WEAK
U (POWER)
D
G GOOn-BAD

(MORALS)
E
N ACTIVE-PASSIVE
T (CHANGE)

IDEAS AND DATA

ACTORS /ENTITIES RELATIONS/SOCIAL PROCESS ES
(comparative) (analytic)

What all can be done in the selection of guides to teaching material and
topics from this matrix will not be explored here. I believe the idea
of associating subjects with these dimensions is straightforward. Let one
illustrative sketch of a choice represent the multitudes of possible
choices to be decided upon in detailed curriculum construction.

Somewhere, perhaps in a unit of work in the third grade, a series of
process questions might oe posed: How do fights get started? Get stopped?
What happens if fights do not get stopped? When, if ever, should one
fight? There is no question about the capacity of third graders to make
cognitive contact and association with these questions of conflict and
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conflict resolution. They know about such things and can judge them
through the categories of primitive judgment. Further, they probably
can relate to the processes across several levels of society (beginning,
most probably, with that inter-individual relation). There are virtually
no limits beyond developmental capacity and classroom time to the applica-
tions and comparisons that can be made for the conflict process and with
concrete data related to the conflict process. One can fill out details
mentally of what all might be attempted in such a teaching sequence. Note

simply that the basic criteria of selection are solidly on relations and
actors and that the learning is focused centrally on sholetmajziont.

It would be inappropriate and, no doubt, counterproductive to de-
scribe or recommend here in any detail what ought to go into the courses
of study at the various levels. It seems to me that all of us in the
social studies and the social sciences are inexperienced in really teach-
ing about social relationships and processes. Most of our teaching from
the first grade through the undergraduate college years has concentrated
on the setting forth of descriptive details, the specifying of numerous
definitions and classifications of data, and the presenting of common
sense maxims, principles, and generalities. As Professor Magorah ldaruyama
has suggested, we convey chiefly classificatory knowledge, while we should
be working more actively to utilize relational and "rolevantial" knowledge

The design for a curriculum sketched above is in the direction of
cultivating relational knowledge and, to the extent that we can over-
come the natural difficulties and the inertia in the situation, in the
direction of exploiting subject matter to fit and to expand the growing
cognitive frameworks of students. We need to face the interpretation that
when school graduates act as illiterates in history and geography after
years of teaching in these fields, the reason has to be that the material
was not relevant--it did not fit somehow in the cognitive framework.
Having failed to gain a foothold, it could not grow there. In no way
does this interpretation suggest that historical and geographical sub-
ject matters are worthless, inapplicable, or inappropriate. To the
contrary the problem is just that of relevancy.

To conclude this discussion, let us consider a future situation that
could appear. Think of a school with each classroom equipped with a com-
puter console or an individual solid state computer with a library of
data tapes and programs. Consider a standard procedure according to
which questions and issues of a factual nature would be addressed first
to the machine rather than to teacher and textbook. The point of this
is the change in the role and the activity that could take place for
both student and teacher. Most of the conventional procedures which
occupy the school day, as far as the social studies are concerned, could
be greatly changed. How may we imagine what might then take place for
both students and teachers?

There are, of course, many possibilities, many of which we might not
approve--our judgments might run toward the "weak," "bad," "passive" kind
of response. But here is a conceivable scenario:

Student: "Do you think he Russians are better than the Chinese?"
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Teacher; "In what way?" "What do you mean when you ask, are they betterl'

S; Nell, do the Russians make more good things
movies, refrigerators? Maybe Russians have

T: "Make a list of what all you think are 'good
your list and then you can ask the computer

for the people--like cars,
more good things to eat?"

things;' let me go over
for information."

Computer: "The data requested are as follows 4, . ."

S: (Studying the printout) "See, the Russians are better."

T: "Yes; but you still didn't check to see how much better. You didn't
think to find out how many people there are in each country, how much
income they receive, who gets what of what you call 'good things,'
and whether or not China is making faster progress than Russia in
producing the products on your list. Are you sure you think that
being able to make and use things like cars would make the Russians
better than the Chinese? But first you should get the additional
information from the machine. You should write your questions so
you can find out what the average person receives in both countries;
also try the lowest 25% and the highest 25%. Do you know how to do
that? Remember to convert to $ equivalents.

S: "Yes."

"The distribution of passenger motor vehicles in the USSR is ."
etc.

S: "I'll have the computer compare all this to the United States. Then
I'm going to try to get information on two more things: are Russians
happier than the Chinese and do Russians have more freedom than the
Chinese? When I do that, I am going to get the facts about happiness
and freedom for the United States and Sweden too, just to make it
more interesting."

T: "You can't think of any way to show happiness, can you? You can think
about that while you finish the comparison for the United States on
your products, population, income, and the dollar and per capita
problems."

S: "I already know what to try for happiness. I'll use suicides, vaca-
tions people take, people in hospitals, murders, divorces, orphans,
how long people live on the average, and maybe public opinion polls
on what people say they worry about in all four countries. And,
for freedom, I can check on elections, voters, churches, newspapers,
how many people get to travel to other countries, and things like
that."

T: "That's good but you probably will have some problems. JUst think
about your indicators; you will have to convince me that they really
stand for the things you say they stand for."

C: "The requested data are not available as follows ."
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S: "I have empty cells for vacations, churches, and polls for the Peoples
Republic of China. There are some funny things too in the happiness
index for Sweden and the USSR. I think Swedes are happier than the
Russians but the picture is mixed up. What do I do now?"

T: "Which are you going to believe--your personal impressions or your
findings? You should know by now that interpreting your printouts
is the hard part. There are validity problems with all sets of
indicators; you will learn in high school how to estimate the prob-
able amount of error in your aggregated data and some ways to correct
for it. Do the best you can with what you have now. What are you
going to do about your empty cells? You didn't get anything on
Chinese vacations. How is that to be explained?"

S: "Our computer just doesn't know that. Or maybe they don't have vaca-
tions. Or maybe their government doesn't let out the information.
That would be good for the freedom index--if I could find out what
information is censored by the government. I guess the Chinese
don't have vacations. I'll just drop vacations."

T: "It is possible that there are some data estimates on religion in
China. If you want to follow that, I'll approve a question to the
central network."

S: "I'll fill out the form."

Later

S: "I have everything completed now to show how Russia is better than
China, but I don't think I can really decide. Anyway, the program
turned out another way when I added the U.S. and Sweden."

T: 'to ahead and write your summary. Keep to the facts that you actually
used and don't add a lot of statements about matters that you did
not investigate. Show your conclusions but indicate which onas you
are sure about and which ones are less reliable, no matter how much
you like them. Your choice of the original question was a poor one
but I let you go ahead to see if you could correct it. You did
fairly well. Next time you program see if you can't make a series
of more important and interesting comparisons. Maybe you could
follow up on David Smith's investigation of laws in five countries
which restrict individual freedom. Since you started on freedom,
you should look into it more fully. You could analyze freedom and
speech and press for maybe, ten countries in the Atlantic area and
see what generalizations about legal restriction can be made for
1900 to the present. I think the computer has all the information
you need."

The foregoing is illustrative of a type of inquiry that creates
relational, relevant knowledge, it seems to me. Educational technology
and especially the computer that will provide as both lecturer and library
appear to offer many new opportunities--much instruction (although, ob-
viously, not all of it) can be personalized by shifting the roles of both
teacher and student and by making the machine take up much of the burden.
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Probably for lack of any available alternative, we have long sacrificed
inquiry in the social studies to the "coverage" of data. The problem is
a difficult one. We need to find means to encompass even much larger
amounts of data, we need to increase the relevancy of the data, we need
a strong emphasis on inquiry, and we need a general framework and a re-
liable guide to the identification of social studies subject matter areas
and alternatives for all levels--K through 12. In addition, some real
stress needs to be placed on the international dimension.

This paper has sought to show, at least impressionistically, how we
might begin to break free from the data coverage yoke and to begin to
design a curriculum by other standards and criteria. Here, it has been
proposed that the actors and the processes they employ in social relation-
ships are the appropriate criteria for instructional choices in the cur-
riculum on world affairs in the schools.



BUILDING AN INTERNATIONAL COMPONENT INTO
THE HIGH SCHOOL SOCIAL STUDIES CURRICULUM

by
Howard D. Mehlinger
Indiana University

Ask almost any elementary school student to name the four cardinal
directions indicated by compass, and he will respond: NORTH - EAST -
SOUTH - WEST. Unlike the Chinese who had a name for it, we do not ordi-
narily include a fifth direction, "right here," to indicate the spot
on which we are standing. But, just perhaps, in the process of pointing
out the four cardinal directions, we are subconsciously placing our-
selves in the center of the universe. Perhaps, it was a similar per-
ception that led the Chinese to label their homeland the "Middle King-
dom" and caused Englishmen to divide Asia into "Near East," "Middle
East," and "Far East" according to the relative distance of each from
England.

Obviously, what is "east" and what is "west" - even what is "up"
or "down" - depends upon where one is standing, i.e. one's perspective.
Currently, there is an effort under way in the elementary grades to
make the designation of the four cardinal directions conform more to
scientific practice. Asking children to learn that "north" is in the
direction of the North Pole, that "south" is in the direction opposite
the North Pole, that "east" is in the direction that the earth spins
on its axis, and that "west" is in the direction counter to the spin
of planet earth may also, unintentionally, contribute to a restructuring
of children's perception of their place in the universe.

The classical Romans referred to those who did not accept Roman
rule and culture as "barbarians." The Carib Indians assert, "We alone
are people." The Scandinavian Lapps use the term "human being" to refer
only to themselves. The Old Testament indicates that Jews have a spe-
cial status in the eyes of God, whereas the Nazis claimed that Aryans
were a master race and Jews were to be despised.

Ethnocentrism - the belief that your group is best and other groups
are to be despised - seems to be part of the human condition. Ilineberg
and Lambert found its presence in all the young pvIple they studied?
And Goodman found the process of attitude formation, about self, inclu-
ding group identification, under way by age four in the children she ob-
served.

Ethnocentrism not only contributes to national self-identification,
but it also sets sub-groups within nations apart from each other. For
example, many Americans are not only suspicious of "foreigners" but are
also suspicious of *Mee Americans who live, speak, believe, or act
differently than they. This is evidenced by the many, unattractive,
derisive terms Americans use to refer to each other, including "city
slicker," "beatnik," "nigger," "wop," "kike," and "honkie."

Whereas it seems that part of being human is identifying oneself
with a group, even casual observation makes clear that some people reveal
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far greater degrees of ethnocentrism than do others. Research into
attitudes, values, and beliefs suggests a strong, inverse relationship
between education and ethnocentrism. While it is difficult to isolate
education from other variables such as socio-economic class with which
education is clearly related, it is possible to assert that the best-
educated of any population tend to be the least ethnocentric. Although
men learn from their social environment to adopt highly positive atti-
tudes toward their own social group, through formal education they can
acquire somewhat more balanced perspective of their own group and
greater appreciation of other social groups. Education, especially when
it receives support from the social environment, can and does enable
human beings to reorder their perceptions of the behavior of others, as
well as their own.

We may assume that left to themselves - i.e. permitting the agents
of socialization to operate normally in society - most Americans will
develop ethnocentric attitudes and perceptions. Rigid ethnocentrica
impedes the formulation of attitudes and perceptions that are required
if one is to understand and begin to act upon species or planetary per-
ceptions of human society. Formal education may contribute to altering
or influencing human attitudes and perception. Nevertheless, when other
agents of socialization in society contribute to attitudes and cognitions
supporting ethnocentrism, it seems reasonable to believe that formal
instructional programs that seek to break the monopolistic hold of loca-
list and nationalist attitudes and cognitions must be absolutely clear
about their goals and the obstacles to be overcome. In short, teachers
must be prepared to alter attitudes and impose concepts required for
planetary perceptions, if students are to begin to understand the world
scene described by the various papers in this symposium.

Unfortunately, many social studies teachers and specialists squirm
when education is defined as a process to change learned behavior. Unlike
most mathematics teachers who expect to impose math concepts and influ-
ence attitudes toward mathematics, many social studies teachers have been
less sure of their goals, more "hippie" perhaps, content to let each stu-
dent "do his own thing." Other social studies teachers, perhaps the
majority, conceive their role to be that of confirming and supporting
the prevailing attitudes and perceptions of the community served by the
school. To conceive the social studies teachers' role in internationa-
lizing the social studies curriculum as being primarily that of changing
student attitudes and imposing cognitions not already part of the com-
munity culture is not the most certain path to win popular endorsement.
Butt that is the task. To do less than this is to continue to muck-
around, mouthing pious cliches.

In the pages that follow I have tried to suggest few ways that f

teachers might alter perceptions within existing high school social
studies courses, if they were to attempt to build some planetary percep-
tions into their courses. I have not sought to conceive entirely new
courses for inclusion in the curriculum, largely because this seems fu-
tile at this stage and would likely reach few students. Nor have I
sought to suggest changes that might be made in all the courses currently
available to high school-age students. Rather, I have grouped existing
courses into three gross categories: 1) World History, including
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courses in World Cultures and World Geography; 2) American history; and
3) Civics, including courses in American Government and American Pro-
blems. These categories provide for most high school social studios
instruction, while neglecting the elective courses that typically enroll
relatively few students.

Finally, the comments that follow are suggestive rather than exhaus-
tive. For example, no attempt has been made to redesign the Akerican
history course; rather the effort is merely to suggest some points that
might be helpful for readers who wish to build an international cmpo-
nent into their existing courses. Throughout, an attempt has been made
to apply concepts suggested by the various papers in the symposium,
without in each case referring back to the specific author or the page
on which the idea can be found.

World History:

The two most serious problems that all world history teachers face
are: 1) "How can I make my course relevant to the lives of American
tenth grade students?" and 2) "How should I select and organize the con-
tent for this course to make it manageable?" The two questions are not
entirely separable, for the teacher will contribute to relevance by
appropriately selecting content for the course. Nevertheless, the rele-
vance question should be kept before each teacher because, unless stu-
dents see some purpose in studying the course, they are unlikely to find
it interesting. "Why should I study world history ?," students frequently
ask. Teachers should be able to demonstrate to their students that by
studying world history, the contemporary world will be more comprehensi-
ble to them.

The organization and content of the world history course is under
flux. The generalization that each generation must rewrite history fits
the world history course. In some ways the world history course serves
as a kind of barometer of American interest in international affairs.

For many years, the judgment regarding what should be included in
high school world history courses was determined primarily by college
courses in European history. Teachers were trained in such courses.
High school world history textbooks were essentially graded-down ver-
tions of college European history texts. It was only natural that
high school teachers should teach as they were taught. As a result of
such instruction, students had a European-centered view of world history.
Bombay, Delhi, Pekitg, and Leopoldville were studied as by-products of
decisions made in Paris, London, Berlin, and Brussels,

Since World War II, three separate kinds of developments have
taken place in the content of world history courses. These developments
were partially stimulated by the break-up of the old colonial empires
and the appearance of many new nations during the period after 1945.
Even those world history textbook authors who would prefer to maintain
a European focus for the world history course have taken account of
these developments. Therefore, many of the textbooks that in earlier
editions were almost entirely centered on Europe, now include chapters
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on the period since World War II, describing in particular the process
of nation-building around the planet and the global confrontation
between competing ideologies.

A second development in the teaching of world history since World
War II has been the growth of interest in non-Western cultures. This
interest seems to have paralleled the appearance of special area studies
centers and research institutes on university and college campuses that
were created to study the USSR, Eastern Europe, Africa, East Asia, South
Asia, the Middle East, and Latin America. The centers required college stu-
dents to study the language, society, and culture of a nation or area, utili-
zing a multi-disciplinary ihpproach. Borrowing on techniques used by the
military during World War II, the colleges and universities hoped to
prepare cadres of specialists who would be thoroughly trained in at
least one of the key areas of the world.

This interest in studying nations or areas "in depth" found its
way into the secondary schools in the form of world cultures courses.
The argument put forward was that each child should study one or more
cultures as a whole, thereby getting "inside" the culture in order
that he might better appreciate the behavior of that people, and,
incidentally in the process of comparison and contrast, learn more about
himself.

Pennsylvania was one of the first states to i4,troduce and urge the
adoption of, the world cultures course, state-wide. Certain individuals,
in particular Ward Morehouse of the New York State Department of Educa-
tion and Seymour Fersh of the Asia Society, have contributed signifi-
cantly to the appeal of the world cultures approach. No doubt, through
their efforts and that of others, more world history teachers teach
units on India, China, USSR, Africa, etc. today than ever before. Re-
cently, new curriculum development projects have been established to
prepare and evaluate student materials for area studies on the USSR,
Africa, India, and Latin America.

Despite the obvious advantages that world culture or area study
approaches to world history seem to afford students, they do not con-
tribute significantly to planetary perceptions of the contemporary
world. Rather they undermine such perceptions by reinforcing the notion
that the world consists of a number of discrete cultural units or areas
that are unlike other units. Indeed, while this is true to a degree, it
ignores completely the ways in which these units are inextricably inter-
connected.

A third development in the teaching of world history, one which
perhaps has fewer disciples and far more conceptual problems, is the
effort to develop a global or planetary approach to world history. Two
men, William N. McNeill, University of Chicago, and Leften Stavrianos,
Northwestern University, have exerted' rimary leadership in this effort.
While various attempts to build a global or planetary approach to the
history of human experience may differ in detail, they begin with shared
assumptions: that all men are members of the same species occupying
the same essential physical location, planet earth. The history of man
should reveal the history of the species, both the separate development
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of individual human groups and their interconnectedness.

What would a high school history course be lik2 that adopted a
global approach to the history of man as a species? First of all, the
course might begin by treating the process by which man became human.
Students would be encouraged to examine the anthropological and archaeo-
logical record of early man and the various hypotheses that have been
advanced to explain how homo sapiens might have evolved. Traditionally,
world history courses have begun with ancient Sumer and Egypt, as these
centers of civilization were the first to maintain written records. But,
there is no apparent reason why world history teachers should ignore
the contributions that archaeologists and anthropologists have made to
knowledge about early man. Indeed, as the Anthropology Curriculum Study
Project has demonstrated, the investigation of hypotheses about early
man can provide an unusual opportunity to make clear to youngsters the
essence of social science techniques and the nature of knowledge.

Students would learn that until about 10,000 B.C., all men were
hunters and food gatherers, wherever they lived on the globe; that the
human population was very small; and that people lived in small bands
tied together by ties of kinship. They would discover that social
class, as it is known today, did not exist. While making clear to stu-
dents that at one time all men were hunters, students would learn that
today relatively few hunters exist on the planet, tucked away in iso-
lated parts of the globe.

Students would learn that about 12,000 years ago, a "revolution"
in the way people lived began to occur, a revolution that did not occur
rapidly, but slowly over time. This change has been termed the agri-
cultural revolution. In the course of this revolution men altered the
base of their economic activity. Gradually, they ceased to be primarily
hunters and food gatherers and became primarily farmers and herders.
Students would learn that the agricultural revolution occurred in at
least two or three parts of the planet independently. While we know
most about the revolution as it occurred in Southwest Asia, we know
that the agricultural revolution also occurred independently in Central
America and perhaps in Southeast Asia.

The change from hunting to agriculture affected all of society. It
affected the size of the population; it affected religious beliefs; it
affected the material culture. From independent centers of development,
the agricultural revolution gradually diffused to other parts of Eurasia.

The agricultural revolution laid the essential foundation for the
rise of urban centers, centers of civilization. Civilization developed
as a result of a complex interaction between new institutions and im-
proved technology and production. It occurred first in river valleys
where it was possible to support a very large population using the accom-
plishments of the agricultural revolution. A distinguishing characteris-
tic of the early civilizations was the centralization of political
authority and the growth of social classes. Whereas earlier forms of
agriculture were distinguished by "slash and burn" techniques and pas-
toral-nomadism,the urban centers of civilization tended to depend uprn
irrigated agriculture. Slaves could be used profitably. The necessity
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to control irrigation contributed to the centralization of political
authority, As people became increasingly interested in using raw
materials not produced locally, both increased trade and warfare resulted.
Some men who, like the early Rowan leader Cincinnatus, had originally
been part-time military leaders now became full-time professionals, like
Caesar. The early civilizations were also marked by the growth of social
classes: rulers, priests, peasants, slaves.

It is customary in world history courses to treat the various civili-
zations that arose in Egypt, the Tigris-Euphrates Valley, the Indus Val-
ley, the Yellow River Valley, Greece, and Rome as separate and distinct
civilizations. Nevertheless, it is also possible to imagine each of
these separate civilizations as examples of a general process that de-
veloped and spread across much of the planet to the late eighteenth
and early nineteenth centuries. Small centers of civilization gave way
to large empires, driven by the rewards to be gained through trade and
warfare. But the bases of each of these empires from the Roman through
the Mongol to the early English were essentially agrarian. Social
classes were based on land, whether in England, Russia, or India.

The kinds of agriculturally based civilizations that first ori-
ginated in the Middle East gradually expanded to dominate the globe
down to the time of the Industrial Revolution. Later they receded be-
fore industrially based civilizations. Nevertheless, examples of these
early civilizations and the processes they went through exist even
today.

Asking students to apply some of the perceptions acquired in their
study of early civilizations to areas of the world today may contribute
to their understanding of the contemporary world. For example, pre-
sent-day Africa seems to be in some respects a large and more expanded
picture of the types of societies that were existent in the "Cradle of
Civilization" about 3500 to 3000 B.C. The African continent has socie-
ties that range from the Pygmy and Bushmen (hunting and gathering com-
munities) to the highly developed northern Muslim states. Most of
Africa fits between these two extremes. Within these two extremes,
Africa can be categorized into two types of societies comprising two
levels of development: 1) the middle-range societies that embody
characteristics attributed to Neolithic societies. They are in many
ways like the first communities that began to dl'end upon agriculture
12,000 years ago: Communities are self-contained; trade is by barter
and in nonessentials; they have a rural orientation and are politically
decentralized, and 2) Societies that are organized into state systems,
that have responded most to and/or which have had the greatest contact
with outside stimulus. These latter states, characterized by such tribes
as the Ibo, the Hausa, the Ashanti, and the Yoruba, epitomize the rapid
change of some of tribal Africa since about 1350. These tribes and
others are passing through a process of urbanization in which a market-
cash economy has largely replaced the more familiar barter trade. Along
with urbanization has come specialization in the professions, crafts,
and other skills. There has developed centralized government with cities
becoming the centers of decision making. Only the Hausa has a long
history of literacy. The other tribes have developed a literary tradi-
tion only recently. These languages were not written before contact
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with the West. Africans, although not wholly willing to release them-
selves from their kinship relations, are finding kinship ties breaking
down under the assault of the experiences in the new African cities,
Therefore, while Americans are much impressed with the industrializa-
tion of the world that has occurred during the last 150 to 200 years,
students should also be aware that other "stages" of civilization con-
tinue to exist in some parts of the world.

The "Industrial Revolution" is usually discussed in world history
courses. Often the treatment focuses upon specific inventions and in-
ventors, while teachers ignore the enormous social consequences of the
Industrial Revolution, The Industrial Revolution did more than harness
new sources of power. It also brought new social classes to the fore
and changed the bases of modern civilizations.

Some scholars believe that the most technologically advanced na-
tions - e.g. the United States, the USSR, Japan, Germany, England,and
France - are currently entering a new age. Perhaps it may be called
the "cybernated age," as computers and automatic controls seem to be
two of its major characteristics. It is apparent that the technology
of the cybernated age will have vast implications for human existence
on this planet. It may even contribute to man's ability to leave the
planet, if he wishes. Therefore, at the same time that many nations
are seeking to take advantage of the first Industrial Revolution, the
most advanced industrialized states are already engaged in an entirely
new venture.

The vague, generalized conception of planetary history contained
in the paragraphs above will not satisfy many people. They will point
out the many exceptions that can be made to each of the generalization3.
They will suggest many ways in which specific human societies were
and are unique. Indeed, in trying to present a planetary view of his-
tory, one must necessarily dilute the unique experience of separate
regions of the world. But, if our purpose is to prepare students for
a world in which they will live as adults and if residents of the pla-
net are becoming more, rather than less, interconnected, some dilution
of unique experience may be worth the rewards to be gained when stu-
dents begin to acquire global perceptions.

American History:

Suppose yo32 were to give the following anecdote to a class of high
school juniors. hc.w do you think they would respond?

Identify the ration being described:

"This nation came into --,.!xistence as a result of a war of na-
tional liberation in which it successfully won its independence from
a colonial power. Not all citizens of the new nation had supported
the war. Many who had opposed it fled the country to protect their
lives. The first political leader was the general who had success-
fully led the revolutionary army. He was very popular with the
masses and had great influence on government policies.
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The new nation tried to follow a neutralist policy in foreign
affairs. It avoided military alliances, while seeking to trade
with and secure aid from all the Great Powers. Meanwhile, it at-

tempted to spread its ideology And supported colonial revolts when-

ever possible. It did not hesitate to annex territory by treaty
and by war; it oppressed its own minority groups; and it looked for

ways to limit political opposition at home."

Few students will guess that the anecdote describes the United
States, because it is couched in terms more often used to describe new
nations today. Students recognize George Washington as the "father of

his country" but are unlikely to perceive him as the charismatic, mili-
tary leader who was the most "available" of all the revolutionary leaders
to lead the new nation. Students normally think of the United States
and the USSR as "Great Powers"; they do not recognize that less than
200 years ago the United States was a small power buffeted by "Great

Powers" France and England.

The point of the anecdote is that the meaning a person derives
from his observation depends in large measure upon the images in his

mind, Since high school juniors learn to view United States history as
the unique experience of a unique people, they are unprepared to consi-
der United States history in terms of the mainstream of planetary his-
tory. Of course, United States history, as is true of the history of
any group of people, is the story of unique experience and unique peo-

ple. There was only one George Washington, only one Declaration of
Independence in 1776, etc. Nevertheless, treating U.S. history as only
a unique experience prevents a student from recognizing that in general,
and often more fundamental ways, the history of his nation is very simi-

lar to that of other nations. Other nations in this hemisphere had
similar, if not identical, experiences. They too were settled by Euro-

peana who exerted political domination over indiginous populations.
While the length of colonial status has varied from one nation to ano-
ther, the vast majority have since gained independent status.

It is hardly surprising that American national history has lacked
international perceptions. As is true wiLh national histories of other
nations, United States history is generally taught so as to build pride
and loyalty in what is American, not in what Americans share with other
residents of the planet. Even this goal has not been met successfully,
as we become increasingly aware that American history as generally
taught has been primarily the history of American white people. Disc%

people, American Indians, etc have been victims of bias, distortion
and omission in most school textbooks.

The problem of bias, distortion, and omission is not only present
in U.S. history textbooks when American minority sub-cultures are
treated, but this problem exists when treating U.S. relations with other
nations. Consequently, the study of U.S. history, as it is taught pre-
sently, may contribute to students' ethnocentrism rather than undercut
it.
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In The Historian's Contribution to Anglo-American Maunder-
standingThay Billington and a team "a American, Canadian, and English
historians describe the results of their investigation into national
bias in English, Canadian, and American history textbooks. They found
much to criticize in the textbooks of the three countries. Myths and
folk-tales that have long been discredited continue to be reported as
fact. Some textbook authors exaggerate the military victories, heroism
and valor of their citizens, play down the efforts of allied nations
and stress the dastardly deeds of opponents. Contributions made by
citizens of other nations to joint projects or to furthering the wel-
fare of mankind are overlooked, while the efforts of nationals are pre-
sented out of proportion to their real contribution. The results of
such distortions in history teaching promote ethnocentric attitudes
and perceptions among American youth.

One effort currently under way to counter this tendency is the
International Textbook Project.6 This project, co-sponsored by Phi
Delta Kappa, the National Council for the Social Studies, and the Ser-
vice Center for Teachers of History of the American Historical Asso-
ciation and drawing on the support of a number of scholars from the
United States and abroad, will produce a reference book containing
translations from textbooks of other countries that is intended to be
used as a supplementary text for high school courses in American his-
tory. This book, tentatively titled How Others See Us and soon to be
published by Houghton Mifflin, contains selections from the secondary
school history textbooks of 34 nations. The various selections have
been translated, edited, and selected to match key topics in American
history. Students can learn for example what Mexican textbooks say
about the Mexican War, what Panamanian and Colombian textbooks con-
tain about the building of the Panama Canal.

The sponsors of the Project hope that American students, who will
use this supplementary text in order to learn how children of other
nations interpret events from American history, will become more con-
scious of examples of national bias and distortion in their own text-
books; in addition, the book may contribute to new perceptions by stu-
dents regarding the role of the United States in world affairs. For
example, the following quote is taken from a French selection in a
chapter on American culture to appear in the forthcoming book:

"...The ascension of the United States to first rank is accom-
panied by a progression of their influence in the hierarchy of
values in civilization. They are taking a more and more active
part in the building of western civilization of which they are
now one of the centers. But this is not all. The current of
exchange between Europe and America has been reversed in sev-
eral fields; while over a period of some centuries America
looked to Europe for inspiration, for models, it often happens
today that the initiative comes from beyond the Atlantic: for
the cinema, the novel, the theatre, architecture, sociology, the
humanities, or the natural sciences, the techniques of produc-
tion or the arrangement of daily living, for "style of life,"
American civilization is in process of becoming a model the
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attraction of which does not cease to grow beyond the fron-
tiers of the American union.... The eventuality that American
civilization may become one day the universal civilization is
not at all inconceivable."

One can only speculate what influence quotes such as these might
have on the perceptions of American high school students. It could fur-
ther the "I am the greatest" syndrome that marks the ethnocentric per-
sonality; on the other hand it may open a student's eyes enabling him
to see the degree to which his nation and national culture have become
part of the world experience.

Perhaps, one of the moat important contributions American history
teachers can make to helping students understand the nature of the con-
temporary world is by avoiding the temptation to overstress the uni-
formity in contemporary American culture. The fact is that there is
not one American life-style today, if there ever was. Culture gaps
exist within the American nation as they exist among nations. Some
Americans today live truly an international existence. As Robert Har-
per has stated elsewhere in this symposium, there are today two per-
spectives of human life: one, a traditional locally based culture,
the other, a new world-wide interconnected system. The first continues
to draw its sustenance locally. People do not travel far from home.
Their contact with the outside world is via television, newspapers,
and magazines. Much of what they see seems strange and threatening.
Other Americans are already full participants in the worldwide inter-
connected system. They are equally at home in London, Tokyo, Paris or
New York. They have friends and colleagues scattered in nations all
across the planet. Events abroad touch them as quickly and signifi-
cantly as e disaster within the United States.

In many ways those two groups of Americans have little in common
beyond their loyalty and pride in the same national state. Their life-
styles are different; their perceptions of the world are dissimilar.
The first is likely to be highly ethnocentric; the latter impatient
with his more backward cousin. Each group should learn about the other.
American history courses tend to serve and to describe primarily the
traditional, locally based clients of the schools. This is true not
only because of past tradition but because these clients presently con-
stitute a majority. Nevertheless, the task of education is not primarily
a process of informing a student about himself, but it is essentially
revealing to him what he is not and what he is in the process of becoming.
Because the adult experience of many, perhaps a majority, of American
youth will be rooted in two cultures, one international, the other local,
it is important that American history teachers begin to provide instruc-
tion relating to the attitudes and cognitions that life in the two cul-
tuxes will require.

Civics:

Probably the single, most frequently stated social studies objec-
tive is "to prepare students for responsible citizenship." Every social
studies course in the curriculum is presumed to cortribute to this goal



in some manner. Nevertheless, three high school social studies courses
have been viewed as having a special responsibility for citizenship edu-
cation. These courses are Civics (usually offered at the ninth grade),
American Government (either an eleventh or twelfth grade course), and
American Problems (primarily a twelfth grade course). While other cour-
ses, e.g. International Relations, Economics, Comparative Politics, also
exist, they are offered less frequently and reach much fewer students
than do Civics, American Government, and American Problems. Therefore,
this section is devoted to the three courses that carry a particular
burden for citizenship education.

Earlier in the century when a smaller percentage of students com-
pleted high school, the ninth-grade course in Civics was viewed as an
opportunity to provide citizenship training for those who would be un-
likely to receive additional formal education. (In some cities it con-
tinues to serve this function, as college-preparatory students are often
assigned to courses other than Civics.) Civics informed youngsters
about their political system and inducted them into the political cul-
ture. In part the course served as an "Americanization" course for
children of immigrant families who were crowding into the schools during
the first third of the twentieth century.

Over the years the Civics course has changed. Since becoming a citi-
zen came to be recognized as a multi-faceted endeavor, Civics became the
opportunity to teach health, vocational guidance, driver's education,
consumer economics, as well as important data about local, :state and na-
tional government. The resultant clutter that marked many ninth-grade
Civics courses, the decline in the relative importance of socializing
first generation Americans and the increased holding power of the schools
have combined to bring a decline in status of ninth-grade Civics instruc-
tion. In some schools Civics has been replaced by World Geography or
World History; in other schools many students no longer enroll in a
course at the ninth grade but substitute courses in science, bath or
foreign languages.

The need to change or improve what is currently being done in
ninth-grade Civics can hardly be denied. Research by social scientists
on the topic of political socialization suggests that much of what is
currently taught in ninth-grade Civics is already possessed by ltudents
prior to taking the course. Therefore, Civics instruction is frequently
redundant.?

This is not to suggest that Civics instruction is necessarily doomed
at the ninth grade; it does suggest that the Civics course may require
remodeling. A course designed to teach foreign youngsters what it means
to be an American is no longer necessary, if those who enroll in the
course already possess knowledge about the political system and are fully
committed to the values, attitudes and beliefs of the American political
culture.

It might be argued that an entirely new "citizenship" course is re-
quired because an entirely new form of citizenship is beginning to appear.
If one can begin to talk seriously about planetary citizenship, it may be
that the Civics course that once served to inculcate the American politi-
cal culture to foreign born can be reconstituted to prepare ethnocentric
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Americans for the responsibilities of planetary citizenship.

What the nature of such a course might be is not clear, for the va-
lues and knowledge that will be required to function as a citizen of the
world are not clear. But, if it can be agreed that the need exists, it
is not too much to ask schools to begin addressing themselves to that
need.

Some efforts are already under way that offer some hope, although no
one is prepared to label them panaceas. At Carnegie-Mollon University,
Edwin Penton and his colleagues have developed a two-semester sequence
for the ninth grade consisting of one semester of gmtrative Political
Systems and a second semester on Comparative Economic stems. Students
learn about "primitive" (non- modern ), Soviet and American political and
economic systems through an examination of fundamental analytical ques-
tions, e.g. ""Who are the political leaders and how are they recruited?
How are decisions made in the society? Who decides what goods will be
produced, how goods will be produced and for whom?" Questions such as
these are transferable to other political and economic systems, thereby
preventing students from becoming culture-bound in political and economic
investigations.

The High School Curriculum Center in Government at Indiana Univer-
sity has under development a two-semester course in American Political
Behavior for use at the ninth grade. While the course focuses on the
political behavior of Americans, the social science concepts upon which
the course is constructed are presumably neutral and can be applied to
other political systems.

Much of what has been written earlier about the ninth-grade Civics
course applies equally to the twelfth-grade course in American Govern-
ment. In fact, one of the recurring problems has been how to eliminate
the overlap between the two courses. For the most part the twelfth-
grade government course has tended to concentrate on the legal institu-
tions of the American political system. It has been primarily, as its
name implies, a study of government rather than political science.

In an effort to remove the overlap between the ninth and twelfth-
grade courses, the High School Curriculum Center in Government at Indiana
University intends to complement its ninth-grade course in American Poli-
tical Behavior (a micro-political approach focusing on the behavior ',f
individuals with a twelfth-grade course in American and Comparative Poli-
tical Systems (a macro-political approach focusing on the functions of
ystesms). During the first semester of the twelfth-grade course students

will acquire a model for studying any political system while studying the
operations of the American political system; during the second semester
they will apply the model to the political systems of three other nation-
states: England, the Soviet Union, and one non-modern nation. Presuma-
bly, this two-semester course will not only provide students with a num-
ber of concepts they can utilize in the study of any political system,
but it will also provide them with knowledge aboUt three contemporary
political systems in addition to their own.
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The American Problems course often serves as an alternate or sub-
stitute for the twelfth -grade government course. While it frequently
includes a treatment of the American political system, it differs from
the typical government course in that much of its content is directed
toward certain important social, economic, and political problems that
affect Americans today. For the most part the focus is on domestic pro-
blems: urbanization, civil rights, air and water pollution. Frequently,
the course treats international affairs; but this topic is often deve-
loped through the perspective of an "American problem."

What teachers of American Problems frequently fail to realize is
that many of the problems they conceive to be American are indeed plane-
tary problems and could be treated in that way, adding to students'
understanding of the nature of the problem while providing them a much
broader perspective than they would gain otherwise.

For example, Americans do not hold a monopoly on the problems
arising from urbanization. Whether the problem is one of providing
increasing services to the multitude of people crowding into metropoli-
tan areas or whether the problem is how to quickly socialize rural
people into an urban setting in order that they may survive and care
for themselves, the questions are nearly identical, whether they are
posed in London, Chicago, Moscow, Tokyo, or Johannesburg.

The problem of how minority groups are to be assimilated into the
society may assume racial overtones in one society, e.g. in the United
States, Argentina, and South Africa, or ethnic overtones in others, e.g.
Canada, Czechoslovakia, and the USSR. Whatever the source of discrimina-
tion, the essential issue is the same: How can a minority group be
accomodated within the society in order that it has full rights with the
majority without forcing the minority to yield its own cultural identity?

Just as cities and states have learned tbnt air and water pollution
problems cannot be solved locally but require the cooperation of many
governmental units, so too nations are beginning to realize that all
people share essentially the same physical environment. Nuclear fallout
does not take place on the soil of the nuclear powers only. All nations
are affected when the air is poisoned. Whether it is the conservation of
the air breathed by all men or the conservation of ocean resources utilized
by many nations, increasingly all peoples on the planet have a stake in
the solution to the problem.

Finally, the most significant issue of all in our own time - how to
prevent a nuclear war - is clearly an issue of concern to all mankind.
A full-scale nuclear war between the USSR and the U.S. would not only
mean the annihilation of the total population of these two nations, it
would likely make this earth a dead planet. It is impossible to view the
question of nuclear war as a national problem; it can only be resolved by
the whole-hearted cooperation by all nations of the planet.

In Conclusion:

If one understands the role of formal courses in the social studies
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to be essentially one of providing students with concepts that enable
them to see greater meaning in the contemporary world and of helping
students acquire skill in processing data in order to make warranted
judgments about their environment, it should be possible to convince
social studies teachers that some concepts students need to acquire per-
tain to planetary society. It is not necessary to create entirely new
courses to do the task. Efforts to change the names of the courses are
usually not worth the effort. Course requirements satisfy functions
often irrelevant to education.

Nevertheless, curricular offerings designed for one purpose can be
reshaped to suit new purposes. Old courses are always in the process
of subversion as a result of hew ideas. This essay has tried to demon-
strate that it is not necessary to install entirely new courses in or-
der to build international perspectives into the social studies curri-
culum. All that is needed is for teachers and curriculum developers
to begin to understand what the notion of a planetary society means.
They will find an adequate number of opportunities to plug relevant
concepts into existing courses, and students will begin to acquire some
of the perspectives they will need to function as citizens of a world
society.
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THE WORLD OF FORTHCOMING DECADES:

A PESSIMISTIC AND OPTIMISTIC VIEW

by

Robert C. North
Stanford University

In building conjectures about the world of forthcoming decades and
about the unfolding of international relations we are confronted im-
mediately with three major considerations--environmental resources;
numbers and densities of population; and levels of technology as broadly
defined, that is, in terms of the organization and application of human
knowledge, skill and tools. Currently, human populations are growing
rapidly, and in a sensel.the future can be viewed as embodying a close
race between numbers of people and the increasing capacity of these
people on the one hand to harness the environment effectively--in order
to support themselves--and on the other to achieve sufficient wisdom soon
enough with respect to the management of their disagreements and conflicts
and the constructive use of the technology at their command.

Environmental Constraints and Influences

In order to survive at all human beings need a certain amount of
space, air to breathe, water to drink, food to eat, and temperatures that
do not rise or fall beyond tolerable limits. Beyond these minimal re-
quirements human beings normally seek other resources in order to enhance
their enjoyment of life and their general well-being. They do not thrive
on a bare minimum of resources. They require certain surpluses of space,
resources and benefactions in order to flourish.

The earth and the atmospheric envelope around it provide these
various resources in finite amounts. Many of these elements, more-
over, are not evenly distributed--water, for example, and arable land
being more abundant in some regions than in others. Even the air varies
in density, and more and more we find that it varies in purity--some of
it bearing impurities to the point of becoming toxic to the human system.

Since these elements are finite, and unevenly distributed, there is
only so much to go around--and less in some places than in others. These
considerations give rise to conflict. Men have fought and tortured and
killed each other for possession of territory and resources since long
before the dawn of history.

It is self-evident that two or more human beings cannot occupy the
same space at the same time, nor can they consume the same unit of air
or water or food or other resources at the same time--except, in some
instances, by special cooperative arrangement, as when two or more people
warm themselves by the same fire or read by the same candle or are trans-
ported by the same vehicle drawn by the same beast or propelled by the
same fuel. Even in these instances, the possibilities of sharing are
finite and limited--the consumption of a resource by one cooperating group
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making it impossible for any other individual or group to consume th&t
resource.

Traditionally, human beings have managed their conflicts over the
occupancy of space and the consuming of resources in two major ways:
(1) they have fought it out--often killing each other in large numbers;
or (2) they have organized in order to divide space and allocate, exchange
and optimize resources according to some plan--and also they have organ-
ized in order to transform the environment in various !us, maximizing
resources so that there will be more to go around, and so that benefits
will be enhanced.

But this is an over-simplification.

In fact, the distinction between human conflict and human organi-
zation is not clear cut. The two phenomena are not mutually exclusive.
There is organization in conflict, and there is conflict in organization.
However, by organizing, human beings normally limit their conflicts,
confining them and working them out within recognized, more or less
agreed upon channels. By organizing, they establish rules for governing
conflicts, courts for deciding them, and legitimatized instruments of
force for compelling observance.

In general, a small number of people have fewer conflicts than a
larger' number of people. If they fight it out, they inflict fewer
casualties. And if they organize, they require a smaller and generally
less complex government and bureaucratic apparatus than do a large number
of people when they organize.

It seems safe to postulate that the greater the number of people,
the closer their quarters and the more numerous and intense their inter-
actions, the more conflicts there will be. Under these circumstances,
moreover, the conflicts will tend to be more lethal--unless they are
contained by organization. And if the conflicts are contained by organi-
zation, then the greater the number of people, the closer their quarters,
and the more intense their interactions, the more differentiated, complex
and bureaucratized will be the organization.

How much a given population is able to transform its environment
and maximize resources depends upon the "hostility" or "friendliness"
of the environment and also upon the knowledge, the skills, and the
total technology of the people.

Much can be learned about the behavior of individual human beings
and groups by focusing upon certain environmental phenomena and the ways
in which they appear to constrain or influence in overriding ways the
behaviors of large numbers of people. These insights derive from the
observation that physical features, climate:;, weather, and the arrange-
ment of natural resources frequently impose powerful limitations on human
activity, or present stimuli to which most human beings tend to respond
in similar ways. However, since human beings frequently alter or trans-
form many of these factors to one degree or another, it seems inescapable
that environmental variables, the number and densities of population, the
levels of human technology (organization knowledge and skills) and the
forms and characterizatics of human social, economic and political
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organization are deeply interdependent, a change in one almost always
being associated with changes however minor, in the others.

Individual human beings (and also societies) vary in their capaci-
ties and dispositions, but these factors are at least to some extent
functions of the total environment (including other human being and
interpersonal organizations and their capacities and works) and of the
individual's interactions (and the interactions of interpersonal organi-
zations) with this total environment. Thus, human knowledge, skills
and dispositions derive from human experience interacting with the
environment, but changes in human knowledge, skills and disposition
give rise to alterations or transformations of the environment--which
in turn, further add to the store of human experience and technology.

An environment may be called hostile to the extent that climate
and weather are extreme, or certain resources are absent or difficult
to acquire. Conversely, an environment may be called benign to the
extent that climate and weather are moderate or at least conducive to
human survival. If the environment is extremely hostile--an arid desert
or an Arctic1 waste--the indigenous people will have been too engrossed
in extracting minimal survival from it, and it will not be easy for them
to accumulate the spare energy and resources necessary for organizing
themselves sufficiently to overcome and transform their surroundings.
In such extremely hostile environments the rigors of climate and short-
ages of food are likely to limit the size of population. On the other
hand, if the environment is extremely benign--a South Sea island para-
dise, for example, with fruit falling into the lap, so to speak--the
people may perceive no need for changing the world about them, and
consequently their efforts at self-organization may not advance beyond
the minimal demands of the community. In idyllic surroundings of this
sort a critical increase of population will stimulate competition for
resources, however--thus giving rise to conflict, or to more complex
organization, or to both.

Clearly, the degree to which a given environment is hostile or
benign depends somewhat upon the level and density of population and
upon the level of technology of the people. Thus, a South Seas island
may provide a benign environment until the population grows too large

for the resources. On the other hand, introduction of new technology- -
terraced farming, for example, or oil drilling equipment--may radically
increase the benignity of the environment for the number and density
of population.

Human beings living in a generally favorable environment will be
continually challenged by what appear to be the shortcomings or un-
desirable characteristics of the world immediately about them. Over
the years and decades and centuries they will try to "reorganize" the
environment to suit their purposes, and these efforts, in turn, will
stimulate them to devise more effective and efficient forms of self-
organization.

This self-organization will tend to be political insofar as it
involves relationships that are essentially interpersonal--and economic
insofar as it involves the allocation and exchange of resources. The
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physical alteration, the re-shaping, the reorganization, and the trans-
formation of the environment, on the other hand, tends to be considered
technological rather than political or economic. In fact, these three
types of organization--political, economic and technological--are in-
extricably intertwined and interdependent.

It is probable, in any case, that people in areas where the re-
sources are easy--but not too easy--to obtain and conveniently--but not
too conveniently--distributed will be stimulated to greater organi-
zational effort than people elsewhere.

Whether a given environment is essentially "hostile" or "benign"
will depend to some extent--as suggested above--upon the ratio between
the resources and the numbers of people. If the population is too
small there will not be the manpower to manipulate the environment, and
if the population is too large, a mass of the population will be poor
and there will be neither the reservoir of human energy nor the "capital"
or minimal stockpile of resources necessary for reorganization of the
surroundings. There seems, then, to be an optimal ratio or balance
between the numbers of people in a population and the resources avail-
able to them in their particular environment,

An optimal balance will also depend upon the knowledge, skills and
general technological capacities of the people. In general, the higher
the technological level, the greater the capacity to transform the
environment and maximize its resources.

Historically, this sort of "reorganizing" or transforming of the
environment has taken place--at various stages of human development- -
in the Nile Valley of ancient Egypt, in the fertile lands of ancient
Mesopotamia, in ancient India and China, along the northern shores of
the Mediterranean in classical times, later in northwestern Europe,
more recently in Canada and the United States of North America, and so
on.

Whether the alteration of the environment is relatively easy or
relatively difficult has depended to a large degree upon the distribu-
tion of certain vital resources such as the proximity of fertile land
and a supply of water or the sequential arrangement on the earth's
surface of timber (or coal), a navigable river, and deposits of iron.
Great civilizations have distintegrated because available resources
were exhausted, or because "barbarians"--people less complexely organi-
zed politically, economically and technologically--have overrun the
land and perhaps plundered it and laid it waste. Something like this
seems to have led to the fall of the Roman Empire: northern tribes
increased their numbers to the point where their forestlands could
no longer support them, whereupon they came sweeping south in periodic
waves, seizing and overrunning what must have looked to them like a
sun-drenched paradise.

Civilizations have also deteriorated--in part, at least--because
the population has grown too large for the resources that were formerly
adequate.
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Of course, a highly organized people operating from a highly
organized--or "reorganized"--base environment can move into a hostile
environment and reshape it. For American Indian tribes along the New
England and Middle Atlantic coasts of North America the environment
was essentially hostile. It was hostile, also, for the first few hands-
ful of English, Dutch and Swedish colonists who settled there. As more
colonists arrived, however, and as they brought political, economic and
technological organization with them, they steadily harnessed the en-
vironment and transformed it--as scattered Indian bands had never been
able to do- -from extreme hostility and extraordinary benignity--to a
level capable of supporting millions of people in relative luxury.

More recently, European and North Americans have penetrated even
into desert oases, sunk wells, pumped out oil, and thus paid for other
transformations making it possible for arid wastes to support larger
numbers of people. There are still desolate regions of the earth where
imported technologists can achieve similar transformatios.

Also, a relatively unorganized people in a hostile environment can
borrow organizational techniques and organized resources--tools, trans-
portation, capital and the like--from a highly organized people with a
highly organized base. Essentially, this is what happens when so-called
underdeveloped nations of the world apply to the United States, Canada,
Great Britain, the Soviet Union or elsewhere for technical assistance.

Clearly, all these variables tend to be closely interdependent.
Given a small population, low density, low level of technology, and low
level of political organization, the people involved will alter the
environment minimally. To the degree that the environment is altered,
however, such alterations may facilitate an increase in population, an
increase in population density, a rise in the level of technology, a
particular specialization of technique, and an alteration in political
level and/or forms. We may suppose that for any given environment and
any given level of technology there is an optima population number and
population density in terms of the survival potential of the society.
Similarly, for any given environment and any given population (numbers)
and population density there is a minimum level of technology required
for the survivability of that society.

Levels of Integration

Elman Service, an anthropologist, infers five qualitatively dis-
tinct means of integration in human society,, each arising from response
to the environment and giving rise to appropriate economic, political
and social forms, with subvarieties on each level: (1) familistic bonds
of kinship and marriage which by their nature can integrate only the
relatively small and simple societies we call bands; (2) pan-tribal
sodalities which can integrate several band-like societies into one
(tribe); (3) specialization, redistribution and the related centrali-
zation of authority which can integrate still more complex societies
which might be referred to as chiefdoms; (4) the state, further inte-

.

grated by a bureaucracy employing "legitimatized," "legal" force; (5)
an industrial society--probably only beginning to emerge--which is (or
will be) integrated not only by a state apparatus but also by a complex
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network of specialized interdependent occupations.1 There are some
practical difficulties in the Service formulatiRn, but it seems never-
theless to provide a useful frame of reference.

In this paper we are concerned with nation states--and possibly also
with Service's concept of an industrial society integrated by a network
of specialized and interdependent occupations or functions.

In general, the level and internal characteristics of a political
system are functions of the environment (including placement with respect
to other societies and other environments), the numbers and density of
the population, the level of technology and the predominant techniques
used by the society to exploit the environment in pursuit of its own sur-
vival. In case of a severe drop in population, the society is likely to
fall bac'c on earlier, vestigial economic and political forms (unless
the technology has res-hed a level to enable a smaller number of people
adequately to explo.Lt the environment). Under such circumstances, the
society may find itself invaded by people from other regions where
populations are rising and where technology favors movement and conquest.

A true state, however underdeveloped, is distinguished from bands,
tribes and chiefdoms by the presence of that special form of control,
the consistent threat of force by a body of parsons "legitimately" con-
stituted to use it; force is a monopoly of certain offices; personal
non-governmenta.. force is outlawed (the presence of feud signifies the
absence of state power at that time and place); the society is divided
into political classes; aristocracy are the civil bureaucrats, military
leaders, and the upper priesthood; there is full-time professionaliza-
tion in arts and crafts and sometimes in commerce; the state is integrated
by a special mechanism involving legitimatized force; it constitutes it-
self "legally"; it makes explicit the manner and circumstances of its
use of force by lawfully interfering in disputes between individuals and
between corporate parts of the society. A political system is more or
less statelike according to the presence or absence and the functioning
or non-functioning of these phenomena or processes. The emergence of
states seems to be associated with increased production through irriga-
tion or other means, increased centralized control, increased size of
c'ties, and 'increases in communicative and notational devices (writing,
mathematics). Overwhelmingly, states have emerged from conquest,
coercive expansion or, more rarely, from voluntary federation in the face
of a commonly perceived threat.

Land revenue societies commercial societies, industrial societies
and mixed or blended societies each seem to produce characteristic social,
political and economic forms, procedures, relationships, expectations and
institutions. In certain cases, moreover, commercially based states,
land revenue states, commercial-land revenue states, and industrial states
have developed into empires by imposing their wills upon other societies
and nationalities and producing characteristic forms.

All states originate, distribute, and hold wealth in some way. In
land revenue states most wealth is generated directly or indirectly
through agriculture, often with slaves, serfs, or tenants. Such wealth
is accumulated by those controlling the political system, usually an
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aristocracy or bureaucracy. Wealth may be held or exchanged as goods
or as some acceptable standard of exchange. Commercially based states
are characterized by the exchange of goods as the major source of wealth.
This is held or exchanged as goods or an acceptable substitute. Wealth
tends to flow toward those who control the politico-economic system or
who possess valuable skills. Accustomed to bargaining and trading in
goods, commercial elites have tended, historically, far more than agri
cultural elites, to adapt bargaining and trading to their domestic
politics and to develop corporate bodies such as legislatures.

In any nation state the number, quality, and level of abstraction
of the processes and institutions of commerce and exchange will vary
directly wLth the size and sophistication of the economy. Tne more
highly developed the economy, the greater the likelihood of special-
ization and differentiation of function among patterns of exchange and
the stronger the probability that political bargaining and trading will
supplement coercion in government.

Historically, it appears that industrialized societies--and what
Almond and Verba refer to as the civic culture3--have emerged and de-
veloped in a given environment to the extent that a strong and ambitious
commercial elite has successfully challenged the pre-existing agri-
cultural elite and to the extent that these two elites have then worked
out some more or less successful social, economic and political modus
vivendi. The further development of a successful industrialized society
tends to be accompanied, in turn, by the acceptance into the modus vivendi
of the labor estate. Societies where these developments have not taken
place, and where appropriate social, economic and political institutions
have not taken place tend to be "underdevinloped," and in such cases the
sudden introduction of finance and technology from a more advanced base
is not likely to be immediately successful."

Population Growth

We cannot determine the degree to which population pressures--or
severe imbalances of populations and resources--have contributed to wars
in the past. Western Europe, however, achieved a respite from over-
whelming population pressure through the discovery of the Western
Hemisphere. For at least three hundred years millions of overflow
Europeans have found space and vast new resources in the Americas. No
such outlet--no such safety valve--has been available to Asia, however,
where populations have been multiplying rapidly since about 1650.

Today, no such outlet is available to the United States and other
western nations, either. There are no more Western Hemispheres--no
more vast expanses of rich, almost empty land into which the rapidly
increasing numbers of people today can overflow. Nor does the coloni-
zation of other planets offer a feasible alternative--at least in our
time. There are only two possibilities facing the world today: to
limit populations and to conserve and enhance the productivity of the
earth.

Over the centuries and millenia the rate of human population growth
increased slowly--almost imperceptibly at first--then somewhat faster,
and now at a terrifying rate.
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At the time of the bilith of Christ there were probably about 200
or 300 million people on earth. It took about sixteen centuries for
this population of the world to double--reaching about 500 million in
1650. But then, iii only two hundred years the population of the world
doubled again--reaching about one billion in 1850. Then it doubled
again in the next eighty yearsreaching two billion in 1930. At cur-
rent rates the next doubling should take only forty years--four billion
in 1970. By the year 2000--less than thirty-five years from now--the
world's population is almost certain to reach six billion, if not more.

At this moment the population of the world is increasing at the rate
of 50 million a year. 0 .140,000 (the size of a small city) every 24

hours. . 6,000 per hour. or, as pointed out by Sir Julian Hnxley
at the rate of "ten baseball teams complete with coach every minute."

These figures are not babies born per year or per day or per hour

or per minute. These figures represent the net increase, that is, each
morning when we wake up there are approximately 140,000 more people in
the world than there were the previous morning. And each New Year's
Day there are 50 million more people in the world than there were on the
same day the year before.

According to one source, "At current growth rates, the population of
the United States would outweigh the earth in 2500 years. ."° This is

quite apart from what is happening even faster in other regions of the
world.

But this is roughly no more than half the difficulty. We would be
in trouble enough if the resources of the earth were remaining constant.
Unfortunately, they are not. The candle of the good life is melting
away at both ends. As the population increases, we tend at the same time
more and more to deplete the earth. More and more we have been over
exploiting our resources, despoiling the planet. We have ruined soils,
hacked down the forests, and given rise to drought, floods, erosion and
leaching of the earth. Even the water and the aironce viewed as
infinite and free - -have been polluted and befouled. We all know what
has happened to San Francisco Bay. Now a body of water the size of Lake
Erie has been pronounced "dead" by competent authority. The air we

breathe is increasingly contaminated. In some places it eats holes in
nylon stockings. What it does to our lungs is not pleasant to contem-
plate.

The twin problems of expanding population and contracting resources
dwarf all other problems that confront us--or ought to. It is one of
the bitter ironies (,:f our time that modern nations indulge themselves in
petty ideological wars while this awesome time bomb of population im-
balance ticks away.

Large cities of the world are rapidly devolving into monstrosities
and people fleeing from them spill out farther and farther into once
open spaces--and rapidly encrust the countryside with the concrete and

steel and tarmac of what Huxley has called subtopia.

We may expect the growth of huge cities of thirty or forty million
and vast urban belts such as those already emerging between Boston and
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Washington and between San'Franciesco and San Diego. To provide space,
food, water, air, housing, sanitation, disposal of waste, and medical
facilities for all of us in these cities and urban belts will be no mean
task--to say nothing of transportation, education, recreation and some
minimum of indiVidual initiative, independence and privacy.

It seems safe to predict that space, air, water, forests and soil
will become extremely precious resources, but our lives will almost
certainly have to be reorganized in other ways, too. Haphazardly built
towns and cities will have to go. Our present gas burners will have to
be banished from the streets and highways. Public transportation faci-
lities and traffic patterns by land and sea and air will have to be re-
thought out and re-designed and re-organized. Junk heaps will have to
be outlawed: every resource will be used and re-used and used again.
We shall have to explore and harvest the ocean and find ways to dis-
tribute the crops. More than has been achieved so far, the :technologi-
cally advanced people of the earth will have to make their knowledge and
skills available for transforming as many as possible of the under-
developed parts of the world.

There will be changes in our political and economic organizations
and frequently we in the West will be hard put to achieve these changes
without damaging our basic democratic values. To preserve or enhance
the dignity and psychological well-being of the individual human being
will be increasingly difficult as a higher and higher premium is placed
upon space and privacy and as family, small town and intimate neighbor-
hood patterns and benefactions become more and more difficult to maintain.
Unless conscious counter-measures are undertaken, the individual may
become lost--psychologically, if not socially--in a sea of numbers.

Inescapably, there will be changes in our most intimate habits and
patterns of living.

It is not enough to have a pill. People must be willing to take
it--in many cases not merely to prevent the birth of unwanted children
but also to prevent the birth of deeply wanted, even longed-for children.
This, in many instances, will be an unhappy, even cruel responsibility
and sacrifice. The time may not be far off when some societies,at least,
may find themselves forced to tax families for more than a minimal
number of offspring. Indeed, it is not inconceivable that certain nation
states may find themselves pressed by unyielding circumstances into an
extraordinary invasion of human privacy--the limiting of births by legal
ordinance, with severe penalties for infraction. Such eventualities
might well open up a Pandora's box of further difficulties.

privacy. As populations increase, those of us who long for the rela-
tively unrestricted, independent, decentralized and localized society of
our forefathers are likely to be more and more disappointed, disillusioned

more likely are to be the numbers of laws, rules, regulations and other
public restraints; the more the service and welfare functions of the
state; the greater the number of bureaucratic units and echelons; the
more the mechanized, computerized, and cyberneticized functions; and
the more frequent and deeper the intrusions of the state upon individual

the less their elbow-room and the more intense their interactions, the
In any case, it seems probable that the greater the number of people and
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and frustrated. The simple, homely frontier life is gone forever- -
overwhelmed and blotted out by sheer numbers of people. Social security
numbers and zip codes are probably no more than preliminary irritations.

Special efforts will have to be made to safeguard the individual,
protect him from anomie and other psychological and social malaise and
enhance his capacity for participating and contributing.

The United States and several other nations are fortunate in that
they have "turn-around time," that is, time to begin refurbishing, re-
juvenating and regulating their rivers, forests, lakes, bays, soil, air
and other resources, time to begin limiting populations. We have the
possibilities of rectifying some conditions within our own borders right
now--over the next generation or two--and of enjoying a relative Garden
of Eden while we do it.

Many other nations, especially in Asia and increasingly in Latin
America, are far less fortunate. India is already against the fence,
virtually on the edge of what could easily become a perpetual famine.
Other nations are in similarly bleak circumstances, or soon will be.
China has barely begun to confront its population problem realistically.

The peoples of the earth do not have equal access to critical
resources. The earth's surface provides, at the present time, about
12 1/2 acres of land for each individual alive today--though this amount
shrinks every, day. Fut this figure is misleading, since more than one out
of each third acre is too arid, cold, mountainous or salty for agriculturq
or because it is covered by a city, paved by a road or parking lot, or
otherwise unavailable for raising crops.

It has been estimated that about 80% of the one-half billion in-
crease in the world's population over the last ten years took place
in the so-called underdeveloped areas of the earth--the areas where
resources are least available, the area where technology is crucially
less advanced. Coincidentally, Close same underdeveloped, over-popu-
lated areas are largely inhabited by non -white peoples.

The potentials for world conflict are staggering.

Cynics--with bitter tongue in ch'ek, perhaps--have suggested that
world conflict with modern weapons of mass destruction may constitute
nature's way of redressing the imbalance of population and resources.
In fact, it is possible--even probable--that somebody, sometime will seek
this way out. As a solution it does not commend itself however, since
nuclear weapons contaminate or destroy vital resources even as they
trim down the population. In human terms a nuclear ravaged world will
not have gained much--unless we seek for mankind what Hitler used to
call euphemistically the "final solution." And even if that is what we
decide to pursue, we shall probably fail since a certain number would
likely survive.

HUman beings have the capacity to pursue rational solutions if they
choose to do so. But tasks of the magnitude of those which confront us
require considerable lea' time for effective solutions. Even if the
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population brakes were slammed on worldwide tomorrow--an unlikely,
virtually impossible occurrence--it would require many years for the
full consequences to be realized.

The task is at once political, economic and technological. It is
also social and psychological. But technology in a broad sense--the
organization and application of human knowledge, skills and tools--provide
us with unprecedented alternatives and opportunities, provided we can
learn fast enough to make timely and adequate use of them. Unfortunately- -
but inevitably--these unfolding technological developments can be used to
save mankind and enhance his creativity and possibilities for self-fulfill-
ment; or to increase his misery and even to bring about his self destruc-
tion.

Among ongoing technological revolutions with a capacity for pro-
foundly altering the lives and fortunes of all mankind are: (1) nuclear
power and weaponry; (2) space exploration; (3) satellite networks with
capacity for providing "instant" verbal and visual communivations over
much of the earth; (4) suporsonic transportation bringing all major
cities of the world within less than an hour's commuting distance of each
other; (5) cynernetic systems with possibilities of controlling indus-
tries, communication and transportation, urban services, tax allocation
and collection, voting arrangements, police records and the like and of
contributing to and vastly enhancing engineering, architectural planning,
urban development, diagnosis of disease, bio-engineering, space and ocean
exploration and development and so forth; (6) the prolongation of life,
the enhancement of specialized functions by surgical implantation and
electronic supplementation, manipulation of genetic structure and-the
creation of life itself.

Virtually every one of these developments can be viewed as having
positive consequences or negative consequences or--more probably--a com-
bination of both. A mapping of extreme possibilities might look something
like this:

Pessimistic

Cataclysmic nuclear, biological
or radiological war

or
Proliferation of more conventional
ana less devastating but never-
theless destructive and disruptive
wars on land, on sea, in the air,
and in space; or generations of cold
war; nuclear or-other blackmail from
military bases in space; ideological
warfare through control of com-
munication satellites.

Vast population surpluses coupled
with continuing pollution and ex-
haustion of resources--at least in
some parts of the world.
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Optimist '.c

World-wide, consensual, plural-
istic but effective international
control and institutions for
resolving- international disputes
--possibly with decentralized
regional units for regional con-
flicts. Universally sanctioned
countervailing measures for
heading off disorders and poten-
tially dangerous confrontations
--some economic, perhaps others
social or political or judicial.
National armed forces as out of
date as private armed forces are
today--armies, navies and air
forces (if they exist at all)
having become a carefully controlled



Rich nations getting richer, poor
nations getting poorer; and within
nations the well-to-do majority
gaining while the depressed minor-
ities become more depressed. Wars
of "liberation" in underdeveloped
areas and endemic guerrilla con-
flicts threatening to escalate.

Proliferation of conflicts along a
single or a few lines of cleavage,
i.e., the richer, securer, advanc-
ing, healthier, longer-living aLd
less prolific whites versus the
poorer, less secure, slower de-
veloping, less healthy, shorter-
living more prolific coloreds.

Cybernetic control of visual and
audial communication networks
around the world by a single
autocratic power or two or three
deeply antagonistic superpowers.

S upergovernments (or super-indus-
tries, religious, benevolent and
protective associations, or crime
syndicates or what not) controlling
--with cybernetic aids--tax levying
and collection, police surveillance,
education and indoctrination,
political and/or religious belief
without contervailing pressures
and protections available to indi-
viduals and small groups; dictator-
ships with al*ost instantly
retrievable master files and dos-
siers for each of its citizens
with vital statistics, intelligence
and aptitude quotients, persoJality
profiles, school credentials,
employment records, tax status,
law violations, record of member-
ships, associations, incautious
remarks, indescretions and so forth;
states or professional bodies with
the knowledge and power to lengthen
or shorten life, tamper surgically
or genetically, and the like.

Societies in which automation performs
most of the functions and large
numbers of human beings are left with
time which they do not know how to
spend. Proliferation of neuroses
and alienations.
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and safeguarded monopoly of the
international peacekeeping institu-
tions for the preservation of

international law, order and justice.
Today's vast military technolPgy
will be converted for ocean and
space exploration and colonization
and other constructive enterprises
on a vast international scale.

Population levels carefully regulate°,
by region in accord with available
resources and levels of produc-
tivity. Loosening of national
barriers to allow free flows of
travel and immigration correlated
with inducements to attract popu-
lations where a labor force is
needed or where the environment
can support larger numbers of people.

World -wide opportunities for ad-
vancement on the basis of inher-
ent capability and without restriction
with respect to race, creed or
color. Ration.7.1, world-wide, in-
tercontinental, intercultural and
international program for agri-
cultural, economic, technological
and scientific development.

Internationally regulated visual
and audial communication networks
serving as a worldvide free and
open market place for news, in-
formation, knowledge, and culture.
Strict safeguards against possi-
bilities for monolithic control
by a single nation or narrow al-
liam') of nations.

Division and dispersion of govern-
mental decision and control--
according to function--on local
(village, town, city, locality),
provincial, national, regional
and world-wide leVels. World-wide
international functions limited
to the keeping of world-wide peace,
internatiorll economic, techno-
logical, scientific and communica-
tions regulation and development,
space exploration and control, and
the like. National autonomy with
respect to national affairs which



Vast cities with vast slums, poorly
fed, housed, sanitized and edu-
cated.

Societies of the aged.

Disappearance of forests and wild-
life except in a few, inadequate
reserves in favor of vast stretches
of tarmac, concrete paving and rows
of prefabricated dwelling boxes.
Continuing pollution of rivers,
lakes, harbors, bays, coastal waters
and air.

Clogging of transportation lines on
land, sea and in the air. Ac-
cumulations of orbiting junk in
near space.

Metropolitan social, economic and
political functions are always a
decade or more behind population
growth and technological growth
so that industry gives rise to more
slum areas. Health, educational
and welfare programs are inadequate,
transportation facilities are a
decade or two behind what the
populace require. Ghettos expand
in many of the world's vaster and
more extensive cities and urban
belts.

Scientific and technological devel-
opments proceed so rapidly that
only a narrow intellectual elite
can keep up with exploding know-
ledge and specialized skills.
Political, social and economic
institutions increasingly fail in
making adjustments to the changing
environment, and individual human
beings find it.increasingly dif-
ficult to adapt psychologically
and behaviorally to the changes
that are taking place so rapidly.
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do not impinge on the welfare and
security of other nations. Con-
siderable provincial and local
autonomy wherever such autonomy
is functional or calculated as
desirable to counterbalance the
power and authority of the na-
tional government. Vastly in-
creased citizen participation in
local, provincial and even--to
some extent--national governments.
With more leisure, the citizen
can pattern himself after the
citizens of Athens.

As cybernetics and automation take
over more and more of the repeti-
tive tasks of society, the educa-
tional system enhances the
capacities of citizenry to par-
ticipate in the arts (painting,
sculpture, music, literature,
theater, dance, motion picture
making), science (experiment,
discovery), self government and
other creative undertakings. With
time, machines take over labor
functions almost entirely and
leave each human being free to
develop a creative talent.

Urban areas carefully planned in
conjunction with open spaces- -
mountains, lakes, rivers, beaches,
bays, parks, deserts and other
preserves. All wastes -- water, air,
food remnants, scrap metal--col-
lected and reprocessed. Services
and facilities (hospitals, play-
grounds, churches, school libraries,
colleges, universities, museums,
auditoriums, art galleries,
theaters, and so forth) localized
in neighborhoods to provide ready
access. Institutions designed to
prevent growth of slum areas by
injecting economic, medical, tech-
nical, educational, social or
cultural assistance.

Cybernetics, learning theory,
teaching machines and general systems
conceptual frame:7Jorks will speed the
learning process en,,mously to
develop citizens who can adapt to



the exponential growth of tech-
nology and participate in adapting
his social, economic and political
institutions to a rapidly changing
environment. In addition the new
learning will foster a renaissance
in art, music, literature, the
theater, and so forth.

From this learning and as an out-
come of wisdom accumulated from
practical experience, an enlight-
ened citizenry of the world will
discover how to make constructive
use of bio-engineering, the pro-
longation of human life and the
capacity for creating life.
Societies will achieve a stable
equilibrium of age distribution.

In preceding pages we have suggested that, historically, men have
frequently fought for land or other basic resources and that population
pressures seem often to have contributed to major wars. There is con-
siderable evidence. however, that desires for power or prestige or
dominance in many subtle forms have also contributed to the outbreak of
war. Frequently the aggressor appears to be a rapidly growing and seem-
ingly successful nation--a nation undergoing an upsurge in economicytech-
nological and population growth--whose leaders (and populace, too)
become obsessed with achieving "first place"--no matter what the cost.
From the dawn of history war has been available and recognized, in most
societies, as one means--often, indeed, as a venerable institution--for
resolving major conflicts arising from a wide variety of circumstances.
Conditions suggested on the "pessimistic" side of the ledger suggest a
seedbed for catastrophe.

The Function of Education

No doubt the high probabilities lie somewhere between the pes-
simistic and optimistic extremes. It is crucial to note, however, that
there is nothing deterministic about the course of development--whatever
it is. Basic to this whole paper is the idea that human beings, in re-
sponding to the demands and pressures of the environment als ?, through
their own capacities, mold and shape it to suit their needs. Unmistak-
ably, the future will be shaped, constrained and actively influenced by
powerful forces--especially population growths over ensuing decades and
rates of technological development, both of which are almost certain to
continue exponential1.y. On the other hand human beings are likely- -
indeed, virtually certain--to intervene in ways that are not predetermined.
There will be wide ranges of choice at points at every step of the way.

In these terms it will make a significant difference how human
beings are educated all over the world, but espeeally, perhaps, in the
technologically more advanced nations of the world including the United
States. The behaviors of people everywhere will depend crucially upon
the .ways which they are taught to perceive and interpret the universe,
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the earth and its envelope, the world community, their own respective
nations, themselves and their families, and their roles, statuses and
functions in these various, more or less overlapping or nesting organi-
zations, milieu, contexts, or systems.

It is a major thesis of this paper that with the rapid progress in
science and technology over recent generations the prevailing "world

view" in many parts of the world is rapidly changing-roften on a sub-
conscious or non-conscious level--especially as advances in human
knowledge make traditional belief systems untenable,8 More frequently
more and more human beings in many parts of the world are maintaining
belief systems which are internally incongruent and self-contradictory
--some parts roughly corresponding to reality and other parts running
counter to reality or possibility. This tends to be true not only with
respect to religious views but also with respect to a number of time
honored scientific assumptions.

A General Systems Approach

In August, 1957, Harpers magazine published an article by Peter F.
Drucker which reported to the general reader how the philosophy we have
relied upon for the last three centuries, wittingly or unwittingly, is
being replaced because it no longer suits the science or the society of
our times.9 The old view of the world, the philosophical assumptions
upon which the western societies have largely based their thinking for

the past three hundred years, was essentially "Cartesian." It encom-
passed assumptions which, consciously or unconsciously, the westerner
tended to accept about himself, about his relations with other men, and
about the universe and his own role within it.

Our fundamental modification of these assumptions has come about
only within the last generation or so, and only a relatively few people
have been aware of what has been happening. The turning point in the
social sciences was probably in the 1940's--though the physical sciences
had been working on the basis of new assumptions since the turn of the
century. "An intelligent and well-educated man of the first 'modern'
generation--that of Newton, Hobbes, and Locke--might still have been
able to understand and to make himself understood up to World War II.
But it is unlikely that he could still communicate with the world today,

only fifteen years later."1°

During the early seventeenth century Rene Descartes made two basic
contributions to western thought. One was the widely accepted defini-
tion of science as "the certain and evident knowledge of things by their
causes," an assumption which was popularly interpreted as meaning that
"the whole is the sum of its parts." The second Cartesian contribution

was the concept of the world "unified in simple quantative relations
which could deal efficiently with motion and change, the flow of time,
and even the invisible."11 The development and refinement of this
concept, especially through mathematics and symbolic logic led to Lord

Kelvin's reassertion of Cartesian principles two hundred years later:
"I know what I can measure." As a consequence, whatever contrary as-
sumptions and principles a western man might profess, these were the
ones which underlay what he had studied in school and that he tended to

live by, whether he realized it or not. They shaped the thinking and
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to a large degree the behavior of the whole society of which he was a
part.

Over the last fifty years, however, we have been moving steadily
though sometimes almost unconsciously, away from the view that the whole
is strictly "the sum of its parts," that the whole is strictly "deter-
mined by its parts," that the behavior of the whole is caused strictly
by the motions of its parts, and that "there is no such thing as whole-
nes apart from the different sums, structures, and relationships of the
parts." More and more we find scientists relying upon concepts that
are essentially qualitative, rather than quantitative--or, more pre-
cisely, upon concepts which suggest the interacting of qualitative and
quantitative phenomena. Contrary to widespread assumption, the new
social sciences derive less from quantification--numbers--alone than

. from unified concepts embracing the interdependence of quantity and
quality. The terms are all relatively new, and they tend to denote
combinations of qualitative and quantitative elements. According to
such concepts quantitative change achieves significance when it becomes
qualitative--when the grains of sand have become a sand-pile, or an
aggregation of human beings have become a community. What we confront
is discontinuous, rather than continuous events, a sudden leap beyond
a qualitative threshold at which sounds turn into recognizable melody,
words and motions into behavior, procedures into a management philosophy,
or the atom of one element into that of another.

The new world view is concerned with dynamics, growth, processes,
development, values and purpose. But the purpose is not the purpose men
once conceived of as lying outside the organism and mystically apart or
"above" it. Today's purposes lie in configurations and organisms them-
selves. What we contemplate today is not the purpose of the universe,
but the purpose in the universe. The consideration is physical, not meta-
physical. "It is the purpose, if you will, which in Aristotelian terms
impels the acorn in its long, slow but predictable and irreversable
development into an oak."

Over the last generation or so these new concepts have "become
the reality of our work and world." Implicitly, if not explicitly, we
take them for granted even though we may not understand them or be
entirely aware of how continually we draw upon them. Some of us, still
paying lip service to Christianized Platonism, act on assumptions in
our daily lives that are undergoing a similar transformation. At times
the discontinuities and inconsistencies give rise to difficulties we
do not fully understand. "We have abandoned the Cartesian world view;
but we have not developed, so far, a new tool box of methods or a new
axiom of meaning and inquiry. '112 Largely, we are still dependent upon
outmoded Cartesian instruments.

Such was the state of affairs which the Drucker article reported
on in 1957. Since then there have been increasing efforts at shaping
tools and devising the axioms that are necaed. We still have a long
way to go but this much can be asserted emphatically: The new concepts
do not repudiate the basic and time-honored canons of scientific in-
vestigation. If anything, the contemporary scholar must be more concernei
than ever about the clarity of his assumptions, the discipline of his
inferences, the strictness of his controls, the accuracy of his measurements,
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the logic of his sampling, the care with which he assesses reliability
and validity. "The way is not to repudiate the Cartesian world view,
but to overcome and encompass it, and this requires a continuing search
for ways of analyzing--systematically, accurately, and repliCatively--
such elusive phenomena as quality,value, feeling, perception, emotion,
judgment and purpose. It requires daring to measure the immeasurable.
It is a large order.

The new, non-Cartesian world view has immediate roots that we need
not trace in detail. Some of the more useful explications appeared just
before and during the first decade after World War II.

Drawing from their knowledge of the physical and natural sciences,:
for example, Erwin SchrOdinger, Lancelot Law Whyte and others criticized
traditional dichotomies and mutually exclusive conceptions of material
and seemingly non-material phenomena; emphasized the unitary nature of
man and his earthly environment and, indeed, of the whole universq'and
laid stress upon two fundamental, opposing processes--the tendency for
things to organize on many levels, and the tendency for things to run
down. It is from these fundamental assumptions and concepts that the
general systems approach is emerging.

This conceptual framework--the general systems framework--is being
used in a number of disciplines. In the long run one of its major
virtues may lie in the fact that it seems to provide a systematic way
of moving from organization to organization (both biological and social)
ana from level to level (individual, family, band, tribe, chiefdom, state,
world community, for example) in a systematic way--as if through a system
of conceptual canal locks. Within this framework a variety of analytic
approaches can be used--the cybernetic, the decision - making, the balance
(including the balance of power in politics), coalition formation, bar-
gaining theory and so forth.

There seem to be seven basic levels of organization--static struc-
tures, clockwork, homeostatic control, the cell, the botanical level,
the animal level, and man--each level of organization including char-
acteristics from all the lower levels.

Occupying the seventh level of organization, human beings are
distinguished by their capacity for organizing information into large
and complex images, for using symbols in the form of language, for
keeping records, and for managing a wider range of time concepts includ-
ing a past far beyond the limits of his own life and extending into the
future. "Closely associated with the time structure of his image is
the image of the structure of relationships. Because we are aware of
time, we are also aware of cause and effect, of contiguity and succes-
sion, of cycles and repetition."14

The multi-level view of the world does not suggest that there is
an identity between biological organisms and the human community. Such
an assumption would be misleading and grossly inaccurate. But close
observation of behavior on all levels, from the cell to the human group
and even the nation state, suggests analogies that may be useful in the
study of human cooperation, conflict and organization on several levels.
In discussing some of these analogies a close observer of animal behavior
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has written: "When studying the way in which a community is organized,
one is often struck by the many parallels that can be drawn between it
and an individual. Both are composed of constituent parts; the Individual
is composed of organs, the community.of individuals. In both there is
division of labor between component parts. In both the parts cooperate
for the benefit of the whole, and through it for their own benef:t. The
constituent partners give and receive. Thus they lose part of their
'sovereignty' as well as part of their capacity to lead a life in isola-
tion. The loss of sovereignty can go so far that the parts give their
own life for the benefit of the whole."15

Integration and Conflict

Other students of infra-human behavior have made similar observa-
tions about species from insect to human being .16 Analogies in various
levels must be used with groat circumspection. It does appeart.however,
that some degree of cooperation, for examples is a biological necessity
both in individual evolution and in the development of organized groups.
It appears, too, that some degree of competition or conflict is also
present between individuals and groups--and also internally, within a
given group or other system of multiple components.

These conflictual processes and cooperative or integrative (unify-
ing) processes seem to be strikingly analogous among different species
at various levels of organic evolution. "The trend often fluctuates.
Death and extinction of subsystems within more inclusive systems occur.
But the long term trend seems to be clear. Regressions in subsystems
are usually correlated with progress of the main inclusive system. Com-
flictatcmaend of the reaction gradient and cooperation at the other end
are actions selected for optimum values. Competition between part of
an organism or superorganism may have a degree of positive selective
pressure. "18

Conflict often gives rise to cooperation and organization or inte-
gration, as when two or more individuals combine against a common enemy.
External opposition and internal uniformity and order are frequently
evident among various species and on various system, levels. But con-
flict sometimes gives rise also to new relations between opponents, en-
couraging collaboration that did not exist previously. "Conflict tends
to give rise to regulations and norms governing its conduct and re-
straining the forms in which it is being carried out."19 Law codes
and many institutions are likely to be the outcomes--and regulators--of
conflict.

In lower organisms the beginnings of cooperation--proto-coopera-
tion--is entirely non-conscious. Cells, like protozoans today, were
originally separate, but some evolved the habit of remaining attached
to one another after division had taken place. It was from this beginning
that many one-celled animals were able to develop. Each increment in the
ability of cells to cooperate with each other has increased the complexity
of cell masses. The highly evolved human body is thus an expression of
increasing cooperation among cells--to the "point at which, for many
purposes, the individual person becomes the unit rather than the indi-
vidual cells of which he is composed."2°
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In its simpler form natural proto-cooperation signifies that "the
interrelations between cells, for example, are more beneficial than
harmful for the individual, or that interrelations between individuals
are more beneficial than harmful for the given social group.i21 Inany case, individual actors- -from the smallest insect to the human
being--incorporate their previously separated
systems. In evolutionary time both progress
and sociological homeostaSis. 1122 In terms of

units into more inclusive
toward increased social
analysis, this is essen-

tially hbw societies on all levels seem to have been formed.

There are obvious differences among these various levels of organi-
zation--and probably others that are not so obvious. To begin with,
cells, organs and organisms are unified by internal Im,ehanical forces
and by forces exerted by the cell membrane, capsule of the organ, or skin
or exoskeleton of the organism. The components communicate through
channels that are relatively fixed in length. Groups, organizations,
societies and supranational systems are held together, on the other hand,
by habit, custom, law, common purposes or goals, administrative fiat,
legal sanctions and similar boundary-maintaining mechanisms based to,a
considerable degree upon the communication of signs and symbols.23
Components communicate through channels which may vary considerably in
length. There are other significant differences--but many analogies.

Specific Considerations

Within the general systems framework it will be essential to focus
upon a wide range of problems and processes, many of which have not
usually appeared in more traditional curricula. Certainly, the edu-
cated citizen and the educated leader of the future should know some-
thing about population growth, about the ways in which population and
technology interact, about the finite nature of certain basic resources
about the need for resource and population planning and control.

The citizen and the leader alike should be able to differentiate
between the "objective" state of affairs and perceptions of that state
of affairs by various actors in it. They should know about some of the
ways in which stress affects perceptions and behaviors, and how antago-
nists can get caught in reaction processes or conflict spirals. Theyshould know how'social and political groups and organizations from the
family to the nation state are internalized by individuals, the images
and values being incorporated into the superego, so to speak. They
should be aware of both the positive and negative functions of loyalty
and patriotism. They should be trained to look for sources of major
conflict, both within and between nations. They should learn how to
depersonalize, objectify and analyze competitive and conflict situations
'from real life (including those in which they may be involved)in terms
of Actor A, Actor B, Actor C (or Country A, Country B, Country C) with
the detachment of an observer from Mars. They should be aware of both
the constructive and destructive functions of conflict and of social
science approaches to conflict resolution and conflict management. They
should be alert to institutional alternatives to war. They should be
aware of the implications of relatively "closed" systems and "open"
systems of interpersonal organization, of pluralistic and monolithic
relationships within a hierarchy, of coercive And negotiating or bargain-
ing or trading models of interaction. They should be aware, in short,

404



of the varieties of dominance-submission, collegial, balance of power
and other possible relationships among individuals and among interpersonal
organizations, including nation states. They should understand the im-
plications of multiple, competing sources of information and authority
as contrasted with single, uncontested sources. They should have an idea
of the possibilities for division of function and sharing, dispersion
and separation of authority on different levels of organization from
family, neighborhood and community to province, nation, region and world
community--with some notion of how authority can be partly centralized
and partly dispersed and how sovereignty can be divided and allocated
to different levels according to function.

Above all, both citizens and their leaders should acquire an aware-
ness of the unprecedented power that human beings have acquired through
their science and technology old a profound understanding of and respect
for both, the constructive and destructive ends to which this knowledge
can be put.
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SOME OBSERVATIONS AND THOUGHTS ABOUT
INTERNATIONAL EDUCATION AND THE RESEARCH ENTERPRISE*

by
Kenneth Prewitt

University of Chicago

I have just read through the impressive materials prepared by Lee
Ahderson and others for this Conference, and I am reminded of an adage
from my graduate school days - Think Big But Research Small. The scope
of the questions being considered by the Conference is awesome; my task,
as I see it, is to somehow scale down these questions so that they can
be investigated with the tools and resources of the social scientist.
Before addressing some of the specific research issues and strategies,
two prefatory remarks will aid the listeners to identify the perspec-
tive from which I speak; that is, I reveal my biases.

Gaining Command of Research Resources. Social scientists are slow-
ly but noticeably gaining control of important research methodologies.
There is a small but talented group of men who study how to study.
Their efforts and the spin-off of several decades of social research
have produced substantial understanding of issues in data location,
data collection, data condensation, data processing, data interpreta-
tion, and data analysis. There are two implications for a group of
scholars and educators, such as yourselves, who are embarking into a
new area of substantive research. First, because some substantial
control of methodologies has been achieved, the working out of substan-
tive research questions can move freely and quickly. This has not al-
ways been so. In the past investigation of substantive issves had to
proceed apace with methodological developments in, for instance, sam-
pling theory, statistical tests, machine capabilities, observational
procedure, projective techniques, and so forth. Certainly there will
continue to be methodological innovations (some undoubtedly spawned
by research into international education), but the central point holds.
Persons studying international education can be aboUt the business of
formulating research questions with the assurance that if the relevant
methodology is not already developed, there are experts who can fairly
quickly devise and perfect appropriate tools.

Second, it is timely to begin considering the type of institution
Which best collects and organizes the variety of interests reflected by
this gathering. If I read the guest-list correctly, there are class-
room teachers, teachers of teachers, educational administrators, policy
makers, and social scientists in this room, all brought together by

* This paper represents an attempt to record oral remarks made by the
author at the Foreign Policy Association sponsored Conference on Inter-
national Education in Secondary and Elementary Schools,. Nyack, New York,
December 8-10, 1968. Coiments by Professor Richard Snyder (University
of California, Irvine) added greatly to the discussion; his comments have
been incorporated though not always acknowledged.
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to-
ward creating the bridges among the several professions here represented.

meeting such as this one to prick that self-deluding bubble. But recog-
nizing

of interests. We tend to move in small, semi-isolated pockets,

nizing our mutual dependence on each other is only the first step to-

their concern with international education. If we indeed stand at the

had best form new institutions which organize and give focus to the

reassuring ourselves and our immediate colleagues that bur point of

edges of major changes in public school education, at least in regard
to international education, then groups such as the one gathered here

standing and to initiate the reform felt necessary. It takes just one

contact with international education is adequate to provide the under-

The Normative Implication. There is a clear normative thrust to
the work of this Conference - or so it seems to me. There is no need
to spell out what is, at any rate; it should be obvious to all of us.
There is merit, however, in noting that the ethical concerns explicit
in a commitment to international education will have implicationd for
the research enterprise. To proceed as outlined in Chapter 4 of the
FPA. Report, it will be necessary to do evaluation research - research
which can measure the impact of, say, curriculum revision or other
pedogogic experimentation. If different citizenship roles are the goal
of internationR1 education instruction, then ways must be found of
studying whether new roles are forthcoming from programs designed to
that end. Such evaluation research clearly merges normative concerns
with traditional research strategies. It is a type of research which
requires different planning. For instance, it would be critical to
know why some result did not occur, as well as to measure those results
which did occur. The logic of evaluation research can be celled out
in detail when appropriate; for now, it simply is important to recog-
nize that normative concerns have research as well as program conse-
quences.

Some Reuearch Problems.

jdlin. I the Independent Variables.

In survey research, especially in the field of political sociali-
zation, dependent variables are easily found. Chapter 4 of the FPA
Report outlines dozens of dependent variables, for instance. The tough
task is to find independent variables. And, until we begin to uncover
the independent variables, we shall be collecting a great deal of data
limited in its usefulness.

Take, for example, the well-known finding that American (middle-class)
children form many of their initial ideas aboUt-government and the nation
by generalizing, from their image of the policeman. The early data which
supported this finding uniformly points to the benevolent image of author-
ity which is formed when the child sees the policeman as one who helps
the lost child, rescues the frightened kitty from the tree, and helps
the blind man across the busy street. The view of the policeman, then,
became an important attitude tapped in political socialization studies.
What we do not know is whence this attitude derives: from parental
instruction? from direct observation? from children's books? from class-
room lessons? And, in not knowing the sources of the attitude, we are
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not able to easily assess the probable impact of more recent images of
the policemen as communicated over the mass media. One thing is likely
- as the image of the policeman has changed, it follows the view of the

child toward state authority will change. Our early studies, preoccu-
pied as they were with dependent variables, leave us unclear about
where to go next. Rigorous attention to independent variables, even at
the cost of fewer attitude items on a survey, is greatly needed if we
are to have any firm understanding of how citizenship roles are shaped.

There is a corollary problem to the one of locating independent
variables. The researcher and the consumer of research must take care
to distinguish attitude surveys of children from political socializa-
tion studies. It is simple to do the former and conclude we have done
the latter. That is, it is simple to carry our attitude survey instru-
ments into the world of the child and then, having plotted out some of
his political views, use the language of political socialization theory
to describe those views. This is misleading. Research can identify
patterns of 'citizenship orientations among children ad infinitum and
not necessarily know anything more about the processes which produce
these orientations. It may be wise to invest some of our research
resources in studies which are self-consciously about the political
socialization process. This in turn may imply some variant of parti-
cipant observation in the school yard, the scout troop meeting or the
family.

In sum, as we embark on the study of international education, it
is very much in order to proceed slowly in selecting the type of re-
search most appropriate. It is not obvious that simply mapping out
attitudes in descriptive survey after survey will move us in the most
productive direction. Piling up attitude surveys can eat up research
monies and not necessarily generate theories of citizenship formation.
Let us not get locked into a research posture just because it is (l)
easy, (2) traditional, or (3) likely to be funded. It is our res-
ponsibility, I would hold, to form and shape the research enterprises,
just as it is our responsibility to provide the content of interna-
tional education programs.

Investigating the Inaccessible.

It is tempting to select research sites which are accessible. In
political socialization work this has meant a great number of studies
of students in the classroom. Selecting the classroom as a research
site is, of course, accompanied by an elaborate rationale: The child
spends a longer period of time under the influence of the classroom
than any other single socialization agency. The classroom is the offi-
cial agency of the state and thus the setting for citizenship instruc-
tion. The school authorities encountered in the classroom are the first
representatives of the state known to the child in any intimate way.
And so on. Although these are relevant considerations, it is an empiri-
cal question just how important the classroom is as an agency of politi-
cal socialization.

What is needed is a research strategy which explores political
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socialization in a variety of sites. In particular, those sites normally
thought of as inaccessible must be brought into the research design. For
it may well be on the playground or at the scout meeting or in front of
the TV set that the child develops his sense of community or justice or
property. Of great interest would be to ferret out how his sense of,
say, justice as learned on the playground combined with the cognitive
understanding of justice he derived from his formal curriculum. It may
be, as Richard Snyder pointed out, that the research problem will be
solved when the "inaccessible site" is brought into the learning situation;
that is, when the artificial lines between the playground and the class-
room are erased. If the critical stereotypes and political categories
are being learned on the streets or in front of the TV, then the programa-
tic consequences of studying the curriculum and revising it to produce
different citizen orientations will be for nought. What is needed is
research which specifies what facets of the political self are learneid
in which situations. This of course is a common injunction, but it can
hardly be overemphasized if the task is not only to map out citizenship
values but also to consider altering them.

Some Questions About ResearcheStrategy

There are dozens of overall strategy questions which should be
raised and discussed before starting out on a research program. We can-
not begin to explore them all here, but we can suggest a few illustrative
questions in hopes that a conversation of sorts will be initiated. The
larger point to keep sight of is that general discussion about research
strategy at this juncture will pay handsome dividends when the data are
in. To underline the comment previously made, research into international
education can be thought out in a way not previously possible in social
science research. The research area and the research tools are fiirly
well identified; the hard work of specifying research questions is just
beginning. Now is the appropriate time for considering general research
strategy.

Selecting the Unit of Analysis.

Sustained attention should be directed to the issue of the most appro-
priate unit of analysis in the study of international education. It may
be that the unit most useful is the learning space of the child rather
than the child himself. That is, for pre-school children we should inves-
tigate the entire family unit plus whatever influences are carried into
the family from outside contacts. For the school-age children we should
investigate, simultaneously, the family, the peer group, and the class-
room. I recognize that this imposes a tremendous burden on the resear-
cher. Still, it is important to at least discuss whether the study of
five family units will not be more productive than the study of thirty-
five individual children.

Shifting from the individual to the collective (the classroom, the
family, the street gang, the scout troop, etc.) does raise the cost per
unit of analysis, but it may lower the cost per unit of finding. That

is, a survey instrument administered to several hundred children may
produce fewer findings than a sustained, longitudinal analysis of seve-
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ral families. The initial investment of sampling family units or class-
rooms or play groups is greater than the investment of sampling indi-
vidual respondents and the cost of data collection about the group is
greater than that about the individual, but the theory generated may be
so much richer that the actual cost of the research is less. At least
this is an issue which should be raised very early. Our intuitive
feeling is that the important learning germane to international under-
standing takes place within groups; it follows then that the groups are
the things which should be studied.

One possible benefit of studying networks of people rather than
individuals concerns the innovations which may follow from the research.
If it is found that the manner in which playground games are structured
has a great deal to do with the political categories of children, the
innovations on the playground will affect the political categories of
many children. In other words, the innovation can be introduced at the
level designed to have the most impact. To identify this level will
require studies which proceed at more than one level themselves; it
certainly will require studies in which the unit of analysis can be
something other than the individual's response on a survey instrument.

International Understanding - Are There Threshold Points?

An early research task should be to answer what may turn out to be
the most important question facing the educator. To wit: is interna-
tional understanding something which grows incrementally with each new
level being a simple extrapolation of previous understanding; or, is
the development of international understanding more likely characterized
by dramatic threshold points which, when crossed, re-orient in substan-
tial ways how a child (or adult) views his rights and responsibilities
as a citizen-of-the-world? Phrased in such a simple manner, this ques-
tion obfuscates what is surely a more subtle issue. Nevertheless, the
researcher and the educator should quickly focus on the issue at least
hinted at in the question. We might proceed as follows: First, inves-
tigate the degree to which there do seem to be threshold learning
points. Second, specify the nature of the learning experiences which
appear to suddenly push people into a greater awareness of what it
means to be a citizen-of-the-world. Third, experiment with pedagogic
programs designed to bring as many people as possible to these thres-
hold points.

Conversely, perhaps it will turn out that the elusive quality
which we seek ("international understanding") is best conceptualized
as a continuum; some people appear to have just a little bit more or a
little bit less than other people, and people move along this continuum
by taking gradual or incremental steps. If the most appropriate model
is "gradualism" then the task of the educator, it appears to me, is
quite unlike his task if the appropriate model is "threshold learning."
What the researcher can help with is specifying which model has the
most predictive power. Having aided in this task, he can also help
devise - or at least evaluate - teaching strategies which follow from
whichever model most accurately describes the reality.
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Studying the Constants and the Changeables.

The material on international education is heavily influenced by a

sense of rapid and even urgent change. No doubt it is the care that more

is being crowded into the life-span of an individual than used to be

crowded into the life-span of several generations. Still, there are some

things which are not changing. And in our hurry to study change, we

should not ignore those things which remain generally stable through time.

The fascinating thing about science fiction, if we take such fiction to

be a reasonably accurate portrayal of the future, is not the incredible

things we can expect to happen in the technology of the world but the

relatively few things we can expect to happen in the psycho-emotional

life of the individual. Basic fears, emotions, hopes and motives appear

to be fairly resistant to radical alteration. rI am, of course, raising

here a larger question than I am equipped to answer, but I do think it

relevant to note that the tendency to stereotype, to categorize, to view

political relations in we-they terms, and so forth, is not likely to

change much, irrespective of technological developments.

What might this mean for our enterprise? First, our research will

have to separate the constants (not to be confused with commonalities,

about which Lee Anderson wrote so usefully) from the changeables. That

is, it is in order to investigate what types of attitudes and orienta-

tions will shift as the technology alters the environment and what types

of attitudes and orientations will not be much affected by technological

change. Such studies will prevent us Lfrom misplaced inferences about

technology and value patterns. Second, and this is a notion to which I

return below, some of the values most resistant to change may also be

values most inimical of the social order thought desireable. If so,

then the researcher may want to study the process of eliminating certain

attitudes and values as well as the process of instilling these.

Investigating the "Unlearning" Process.

Some stereotypes and categories appear to be very resistant to

change. They are deeply embedded in the processes which transmit the

culture from one generation to the next. Take, for instance, the no-

tion of "White Man's Burden." This is a viewpoint which is part of

the cultural baggage of probably all white, middle-class Americans.

It is a viewpoint to be found, sometimes in a subtle form and sometimes

ip a blatant form, in textbooks, TV programs, protestant hymns, children's

iovies (especially spy stories), Sunday School lessons (espet-ially those

about missionaries), and in the lingua franca of the adult world. This

is not the place to examine how this particular myth came about nor the

damaging role it has played in both domestic and international politics.

I mention this myth only as rn example of a value which isIvery much

part of our culture and which is not to be eliminated by the simple

remedy of curriculum reform. Attacking this myth will require a large-

scale endeavor by many social agencies - churches, schools, *media, and

youth groups. But how ire such social agencies to go about helping a

generation to "unlearn" a value which is very real to its social view?

One of the tasks of social research, it seems to me, is to study how

prejudices and cultural categories can be unlearned. I am sure the
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educators have some reasonable suggestions to make. Indeed, it is
likely that they face the challenge of dislodging categories of thought
from the child quite frequently. My point is not to argue the origi-
nality of a position, but to alert us to the truth the; instilling cer-
tain values is but part of the story. The cultural baggage formed in
response to a world situation which is no longer the operable will have
to be shed, and the shedding process itself will have to be studied if
we are to be about that task in any systematic manner.

This raises another problem for the researcher interested in in mo-
tional education. I earlier noted that the normative implications of
this Conference should be considered directly. The point about "unlearn-
ing" raises thii question again. 2o attack some widely held, comfortable
myths (sual as "White Man's Burden") is to enter the political fray in
one of the most sensitive spots imaginable - the social values of citi-
zens. Charges of brainwashing, of thought-control, of conspiracy, etc.
should be expee.,L4d by any group Setting out to influence the values of
the young. Indeed,:in some respects, such charges will be well-founded,
but I leave to you the complicated task of sorting out legitimate from
illegitimate tampering. What can be suggeldid frws the point of the
researcher Is that the political battle itself should be studied. That
is, as you engage in the task of aurriculam reform or educational experi-
mentation, you will confront opposition from community groups less taken
than yourselves with the importance of international education. The
generation of political tension and the resolution of political battles
should itself be studied, for in the type of tension and the strategy
of resolution will be found many clues to the Rinds of programs in
international education which are feasible. In fact, a study of some
importance may be tht study of one teaching agency (say, the classroom)
trying to compensate for the "wrong-headed" instruction of another teach-
ing agency (say, the scout troop) and the study of the political tensions
accompanying this situation.

An Ilichard Snyder reminded us, the place to initiate our investiga-
tions into the process of unlearning may well be the educational bureau-
cracy itself. That is, the educational system may be locked into a pos-
tufe which has certain implications for the type of international citi-
zen today's youth are likely to become. The assumption that teachers
know and therefore transmit and that children do not know and therefore
receive may be a quite false assumption with regard to international
understanding ("You have to be taught to hate" is what the popular song
tells us.). Of sonsiderable usefulness would be a study of how the
structure of education itself might imply certain lessons about how people
are supposed to regard other people, e.g., how strangers are supposed to
regard each other or how inferiors in a power-relationship are supposed to
regard superiors.

Locating the "Critical Actors"

Not all persons are equally critical to the type of world understanding
implied by this Conference's interest in international education. If, for
instAnce, ten percent of a nation's population is hostile to other races,
seventy percent indifferent, and the remaining twenty percent eager to

413.



further inter-racial cooperation, a question of much importance is how
these proportions are distributed across occupational, social class,
political, etc. categories. If the ten percent hostiles are heavily con-
centrated in the teaching profession and the clergy, we expect a different
future for this society than if the ten percent are randomly distributed
across all occupational groups. This very simple illustration should
serve to alert us to an important research strategy issue: Do we allo-

cate research resources in such a way that persons critical to the trans-
formation of international understanding receive "unequal" amounts of
research attention?

The point behind the matter being raised here is related as'well to
the previous discussion about "units of analysis." We want to converge
on those variables, those research sites and those population groups
which will produce the most of two things: first, theoretically solid
findings, and, second, but closely related, clues about how to structure
programs in international education. Large amounts of research resour-
ces can be misused quickly unless much prior consideration is given to

locating those variables, research sites, and population groupings.
Forethought, on the other hand, will greatly accelerate our understanding
of what is going on in international education. To again reiterate
Richard Snyder's important observation, some attention should be given
to the type of institution which can effectivitly harness the variety of
talents represented in this room. Only if bridges are built will we
avoid the regrettable situation, a decade or so from now, wherein the
left hand does not know what the right hand is doing.

The Durable Artifact.

Some characteristics of an alien race or of a different culture or
another society are more readily transmissible across boundaries than
other characteristics. The citizen who considers persons of alien
cultures or nations faces a situation similar to that of the archaeo-
logist who Must "describe" a past culture on the basis of their sur-
viving relics - and some relics survive better than others (stone wea-
pons are more durable than peace pipes). The American child is apt to
think about Africa, when he does, in terms of Tarzan movies, on the one
hand, or political upheavals and military coups, on the other. To the

degree that he has any positive sense of Africa, it is likely to be
based on an appreciation of Africa's physical beauty or its game parks.
In the normal course of learning (and I refer here to more than public
schooling), the American child reserves his positive images of Africa for
characteristics having little to do with the people themselves and his
negative images for characteristics immediately related to a presumed
"backwardness" of the people. (In this connection, research inquiring
into the impact on white children of the renewed interest among black
citizens in their African heritage could prove very valuable. Blacks
being proud of an African heritage may communicate more to the white
child than dozens of lessons stressing "how quickly" Africa is "impro-
ving.")

What a program of international education must take account of
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is the very uneven transmission of cultural images aoro)s cultural boun-
daries. Some countries,, such as the U. S., apparently "export" a great
variety of images; we axe seen abroad as the nation in which gangsters
have street wars, in which racial tensions explode in violence, in which
the best of popular culture is constantly being produced, in which (or
from which) men can travel to the moon, in which everyone owns two cars,
and so forth. OW= countries transmit e much narrower range of images;
the American child's image of the Soviet Union is probably more truncated
than the Russian child's image of America. Further, the censoring-
screening mechanisms vary from onemation to the next; they vary with
respect to the type of information they allow in, with respect to haw
the information is "shaped" prior to passing it along to the population
it large, with respect to how differently they treat friendly and enemy
nations, and so forth. Some relatively inexpensive research could be
initiated immediately which begins to map out the transmissibility of
cultural stereotypes and the channels through which they seem to be
moving.

Related to this issue is the fact that different nations have uneven
amounts of aliens within their midst. (And within nations, different
sub - groups are unevenly exposed to aliens.) Further, countries are
unevenly represented around the world. For instance, the British remains
very visible in the ex-empire nations of Africa, Within those nations,
the Britisher tends to occupy prestige position*, including quite often,
positions, such as teaching and the ministry, which sharply affect the
values transmitted to the young. Being of the skilled class and occu-
pying a prestige position, the alien in an African nation impresses
himself in the mind of the young. In contrast, few Africans spend any
time in a European nation; if there in even small numbers, they cer-
tainly will not be teachers of the young. At best the African in London
will himself be a student, that is, a person whose role describes him as
there to "learn from" and hardly to teach the country in which he is a
temporary resident. Insofar as aliens within a nation transmit an image
of their native country, very uneven patterns of cross-national impressions
are being produced by the variance with which countries are represented
and in who is sent to represent them.

Conclusions

An area of research not easily comprehended by thb type of issues
addressed in the previous paragraphs concerns what makes the "citizen-
of-the-world." This is not the time to engage that issue in all its
complexity, but one remark does morit repeating. Richard Snyder pointed
out that the citizen who understands his own attitude formation may well
be the prototype of the citizen of the world. In other words, the citi-
zen quality towazd which an international education program may be
directed is itself closely related to the social science research enter-
prise. For it is in the context of acting as a social scientist that we
may begin to understand how we have come to believe and think as we do.
Thus, to import the social research enterprise into the classroom may
have far greater benefits than just the findings generated. It may pro-
duce the very set of values which the research is presumably seeking out.
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TO ask the ninth-grader to investigate racial stereotypes among sixth-
graders may release within the ninth-grader just those critical skills
which would expose his own stereotypes to himself. Or, to ask a civics
class to compare the treatment of black citizens in two different text-
books may teach a more profound lesson than all the moral injunctions
the teacher has the energy to deliver. Tb have a high school class
analyze their own essays about different nations might indicate to them
that their images of their neighbors to the 'South begin from very dif-
ferent premises than their images of neighbors to the North. And so
forth. The activity of social science research tells us more than how
to study man in society. It also tells us a great deal about the kind
of man we are in our society.
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APPENDIX D

INTERDISCIPLINARY CONFERENCES

In conjunction with this study, a series of interdisciplinary conferences
was held as follows:

May 7-9, 1967, Illinois Beach Lodge, Zion, Illinois

October 29-31, 1967, Tappan Zee Motor Inn, Nyack, New York

December 3-5, 1967, The Riviera of Atlanta Motor Inn, Atlanta,
Georgia

October 27 29, 1968, Illinois Beach Lodge, Zion, Illinois

December 810, 1968, Tappan Zee Motor Inn, Nyack, New York



APPENDIX

Im ying International Educat ion in Elementary
and Secondary Schools: A Stud of Research and

Development Needs

by

Lee F. Anderson & James M. Becker
Foreign Policy Association

(Article appeared in International Studies
Association Quarterly, Fall, 1968)

Among the changes in American life spawned by the continuing revolu-
tion in world affairs is a growing interest in the international edudation
of American citizens. The curriculum in our schools and universities is
gradually acquiring a more global focus and comparative orientation. The
mass media's coverage of international affairs is increasing in volume
and generally in quality. A growing number of private organizations are
conducting programs in adult education aimed at enhancing the public's
understanding of world affairs. Recently, the President proposed that
the federal government substantially expand its subsidy to international
education, particularly at the university level.

A point has been reached in the continuing process of expanding
international education where we can profitably pause to take stock of
what has been done and to look ahead to some of the tasks that should
be tackled in the course of the next several years. The Foreign Policy
Association, with the support of the United States Office of Education,
is engaged in one such effort. This paper is both a bkief description
of what we are seeking to do and an invitation to international sAldies
specialists for assistance in achieving these objectives.

The subject of our concern is the international education of American
children and adolescents. What do we mean by international education?
Heedless to say, international education is a phrase subject to a multi-
plicity of conceptualizations. One might simply define international
education by declaring it to be education about those things examined
in such traditional areas of academic concern as international rela-
tions, foreign policy, area studies, comparative and cross-cultural
studies, and world history and geography.

Another approach might be to think of international education as
education in a particular discipline in the sense that we can speak of
education in economics, history, political science, anthropology, etc.

Still another way of conceiving of international education is to
dictomize the world into things American and things non-American and then
to define international education as education about all things that are
not exclusively American.
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While something might be said for each of these approaches, none
of them seem a particularly promising or exciting way to go about the
task of conceptualizing international education. We are by no means
certain we have done better, but we have developed the following as a
tentative working definition of international education:

International education consists of those social experiences
and learning processes through which individuals acquire
and change their orientations to planetary or world society
and their conceptions of themselves as members of that
society.

This definition contains a number of assumptions that should be noted.

First, we are suggesting that for purposes of planning future re-
search and development work in international education it will prove
fruitful to posit a social reality which can be conceptualized as a
planet-wide society and to think of individuals as members or partici-
pants in that society. Such a conception implies no particular foreign
policy commitments or orientations. It simply suggests that for the
purposes of understanding human behavior it has become useful to think
of the human species as reaching a point on the scales of interdepend-
ence, common values, and shared problems where we can analytically view
the planet's population as members of a single albeit loosely inte-
grated, society.

Planetary society is, of course, a peculiar kind of social reality.
Analytically, it distinguishes itself from the world's several thousand
national and local societies by its inclusiveness. Empirically, it is
distinguishable from most (but by no means all) sub-planetary societies
by its relatively low standing on virtually all conventional scales of
societal integration. None the less, planetary society can be con-
sidered one in a species of human societies and placed alongside other
members of that species and viewed from a set of common conceptual
perspectives.

Second, the definition suggests that it is fruitful to think of
individuals as having orientations to planetary society and concep-
tions of themselves as members of that society. By orientations we have
in mind an individual's cognitive understandings and affective images
of the structure and operation of planetary society as a whole and of
component elements of that society (e.g. groups, processes, events,
institutions, etc.). By conceptions of self as a member of planetary
society we mean an individual's image of himself in relation to human
beings beyond his national group (I am or I am not responsible to them;
I am or I am not superior to them, etc.).

Third, the definition assumes that the acquisition of and change
In orientations to planetary society and self conceptions of membership
in that society can be understood as outcomes of an individual's social
experiences and the learning that occurs in response to these experi-
ences. That is, international orientations are socially learned behaviors.

Fourth, the definition presumes that international education in this
broad sense occurs throughout the lives of individuals. The process
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of international education commences before children begin their formal

schooling and continues after that schooling is completed.

Fifth, the definition presumes that during the 12 or 13 years that

an individual spends in elementary and secondary schools there is a good

deal of international education that is taking place outside of the

school.

that:

In summary our working definition of international education implies

1. It is useful to think of there existing a social reality

termed planetary society.

2. It is useful to think of individuals developing orienta-
tions to that society and self images of their relations

to that society.

3. It is useful to think of these orientations and self images

as socially learned behaviors.

It is useful to think of an individual's international

education as a process which begins before his formai

schooling commences, continues after that schooling is
completed, and occurs in institutional environments other

than the school.

Within the context of this broad, working definition of inter-

national education, the focus of our concern can be summarized in the

question: In order to substantially enhance the quality of interna-

tional education that will be available in our elementary and second-

ary schools during the last two decades of this century, what kinds

of research and development work should educators and social scientists

undertake between now and then? The background of this concern is a

series of convictions and judgments about both the need for and the

process of change in the international education of American citizens.

These can be briefly summarized.

Given the projected shape of the human condition during the

first part of the Twenty-First Contury, Americans living in

that century ought to be substantially more sophisticated in

their understanding of planetary society and of themselves as
actors in that society than is generally true of the public

today.

The sophistication or quality of the public's understanding of

planetary society in the 21st Century will be partially in-

fluenced by the quality of pre-adult international education
that is available in elementary and secondary schools during

the remainder of this century.

The quality of international education available to elementary

and secondary school students during the 1980's and 1990's

will be partially influenced by the kinds of research and

development work undertaken by educators and social scientists

in the course of the next several years.
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The kinds of research and development work undertaken over the
next several years will be partially influenced by the success
of social scientists and educators in developing a clarified
conception of the structure and objectives of international
studies in the schools, in identifying the kinds of research
and development needs implied by this conception; and in mobil-
izing the talent and resources requisite to undertaking this
work.

The last proposition brings us to a statement of what it is that we are
trying to do in the FPA study.

First, we are seeking to develop a clearer conception or image of
the structure and objectives of international education as a domain of
social studies instruction in elementary and secondary schools. We are
doing this by soliciting the assistance of social scientists and
educators in developing reasoned and relatively detailed answers to two
sets of closely linked questions:

What is international studies? That is, how can the intellectual
structure of international education as a subject of instruction
in our schools be most fruitfully conceptualized?

What ought to be the objectives of international studies? That
is, what are the major kinds of contributions that elementary
and secondary schools can most profitably make to the inter-
national education of Americans who will be adults in the next
century?

Why worry about these questions? What problems justify the search
for a clarified image of the structure and objectives of international
studies in elementary and secondary schools? The FPA effort, like so
much inquiry these days, is a by-product of social change. American
schools are simultaneously experiencing the second-order consequences
of these "revolutions" and "explosions" that have become modern man's
daily companions. The revolution in world affairs, the revolution in
science and technology, the organizational revolution, the knowledge
explosion, the moral revolution - -all of these characteristic forces of
our time--touch the operation of the schools.

Social change breeds new needs or at least a more acute perception
of old needs which parents, universities, and private groups transform
into demands with the expectation that the schools will convert these
into decisions creating new courses of study, new learning materials,
new modes of organizing the time and work of students, new methods of
instruction, etc.

In considering international education 'three demands are of
particular relevance. The schools are being called upon to globalize
the geographical focus of social studies instruction. They are also
being asked to incorporate into this instruction, substantially more
of the concepts, analytical problems and modes of inquiry character-
istic of the newer social sciences. All of this comes at a time they
are being called upon to affirm in deed, as well as word, that in an
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era of exploding knowledge the chief end of education is not the produc-

tion of organic information storage and retrieval systems.

To be aware of the need to change is one thing; to know how to

change is another. In world affairs education the schools' pattern of

response to the demands for change fits very well a model of disjointed

incrementalism, for on the whole, innovation has been both incremental

and disjointed. To the traditional academic fare is added a bit of in-

struction about foreign policy; at still another time and place in the

curriculum a bit of cultural anthropology; at another grade level some

work in foreign area studies; elsewhere something about the U.N. and

a unit or two on communism; and perhaps a bit of international relations.
Of course there is no surprise in this pattern for it resembles very

closely the developmental history of international studies in most

universities and colleges.

A strategy of incremental and disjointed innovation has made

possible the emergence of international education as a perceptibly dis-

cernable feature of social studies instruction in many schools, but not

without the predictable social costs. One of these is a massive ac-

cumulation of confusion about what international education is and closely

related to this a great deal of uncertainty about what ought to be

happening to individuals as a result of the school's efforts to teach

about world affairs. The pronounced lack of direction at the level of

the school's basic organizational mission in turn feeds back creating

confusion and uncertainty at those levels of decision where the specifics

of curriculum and programs are determined. Charles McClelland summarizes

the problem:

Should the Pueblos be studied in the fourth grade? The

answer needs to be cast in terms of what it is that would
make the factual information about Pueblos relevant to
some particular learning objective and it would be con-
ceivable that the Ainus, Todas, or Zulus might serve the
purpose just as well. Is modern history moreAmportant
than ancient history to "know about" in a world history
course and should Western Europe receive more attention

than China? Is a geographical interpretation more
valuable than an economic interpretation? Should the
histories of wars be subordinated and the accomplishments
of peaceful evolution be stressed? Is it more. important

that the content of some social science disciplines be
transferred to the social studies while the content of
others is omitted? Is there some particular body of
factual information that must be taught in the 12 years
between kindergarten and college, no matter what the
order and the form? The argument here is that these
questions and hundreds of others of the same type are not
independent and that there is no significant answer to
them unless further criteria are provided. Disciplines
and data are tools; we must specify what the tools are to
be used for before we have a basis of deciding which tools
ought to be used.1
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There been several efforts to specify the ends which ought to
be served by the saw lr in the area of international educatioi. The
most complete colIction of statementS about curricular objectives for
international sltbject matter is found in the pages of the 1954 yearbook
of the National Council for the Social Studies, Approaches to an Under-
standing of World Affairs.2 Many cif these are couched' in sufficiently
genera] term to permit being stated in a few sentences. Various 'similar

statements issued by various educational bodies share this characteristic
of being very general.

Nor is much assistance forthcoming from those who have written on
the subject of teaching world affairs at the college level. Such studies
as those of Bidwell3 and of the Wilsons,4 for example, stress the import-
ance of teaching for responsible U.S. citizenship and for civic competence
in an age of swift change and frequent crisis, as well as stressing the
inherent educational values of a liberal education whose content is
cosmopolitan. While valuable in considering what ought to be the general
outcomes of education, these writings are also too broad to offer a clear
focus for curriculum-building,

There are, moreover, divergent views of objectives which have not
been either faced or recoctoild. Statements by Kenworthy5 and Laves,6
among others, are plainly oriented primarily toward the well-being of
the world as a whole, rather than the nation. Others, such as Kirk,7
build on the premise that the focus must be that of learning to function
intelligently "as a citizen of a great democracy." Educational planning
will be quite different if it is based on supra-national premises, the
needs of the national state, or some system which in one way or another
reconciles these. Shall teaching be value-free and primarily analytical
and factual in this international field, or shall it inculcate values
thought to be essential to world peace? As Becker and Porter have
pointed out, "The point here is that our motivations, our concerns, will
largely determine the nature of the program or curriculum and the instruc-
tional materials used. If we are confused about our purpose or have ill-
defined purposes, then the courses involved and their goals are also
likely to be confused and lacking in direction. An analysis of curri-
culum guides, with respect to international understanding reveals in most
instances a lack of focus or framework. Since the term "international
understanding" is poorly defined, the programs themselves seldom contain
clear criteria for selecting content and approaches."8

It would clearly seem that a clarification of the structure and
objectives of international studies is a high priority task if we are
to significantly enhance the performance of the schools as organiz-
ational agents in the process of international education. We realize,
of course, that clarification is not a task that can be completed in the
course of a single study. Clarification is a problem that must be worked
at over the years, with our images of international education and of the
role of the schools in that process changing with changes in the state
of our knowledge. What's important at this point is that social scien-
tists and educators be drawn into a concerted and continuing effort to
explore the meaning and objectives of international studies in our schools
and into an effort to map the implications of our conceptions for future
research and development work in the area.
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The latter suggests the second objective of the FPA Study, Assuming
a reasonable degree of success in developing a clarified image or con-
ception of international education, and of the objectives which the
schools ought to be seeking, we are asking the assistance of social
scientists and educators in mapping out the major implications of this
conception for future research and development work whwl international
education is viewed from each of four perspectives.

1. As a subject of curriculum planning and development in
elementary and secondary schools.

2. As a problem in the sociology of educational change.

3. As a subject matter of teacher education.

4. As a domain for basic social science research.

Our efforts to identify major research and development needs in
each of these areas implies a hope, the hope that within the society
are available the talent and resources necessary to undertake the
development and research activities required to meet these needs. A
third objective of the FPA Study is to construct a partial inventory
of intellectual resources in the form of individuals, university groups,
schools, and private organizations who are already working in the area
or who might be encouraged to undertake some of the high priority tasks
that become identified in the course of the study.

To achieve these objectives, we are doing four things. We are
reviewing existing literature and development efforts in international
education. Several outstanding educators and social scientists are
being invited to prepare papers focused upon selected aspects of
international education. Simultaneously members of the FPA staff are
consulting with a sample of social scientists, educators, classroom
teachers, and school officials. And many of these people are coming
together in a series of conferences designed to explore and evaluate
the ideas and recommendations put forward in the papers prepared for
and by the FPA.

As noted at the start of this paper, it is'intended as both a
report and an invitation. We cordially invite the comments and questions
of scholars involved in international studies research. Communications
can be addressed to Lee F. Anderson. or James Becker, Foreign Policy
Association, 345 East 46th Street, New York, New York.
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APPENDIX F

PRESENTATIONS AT EDUCATORS' CONFERENCES

Presentations were made and discussions were held about the study
at the following conferences for educators:

Workshop on World Affairs, University of Louisville, Louisville, Ky.,
January 12, 1967; sponsored by the University of Louisville;for
area educators.

Plenary Session of the Joint Conference of the Middle States Council
for the Social Studies and the Pennsylvania Council for the
Social Studies, Allentown, Pa., April 22, 1967.

Seminar on "Development in the Emerging World," White House Inn,
Chicopee, Mass., September 24-26, 1967; for area educators;
sponsored by the Foreign Policy Association in cooperation with
the State Education Departments of Conn.,, Maine, Mass., N. N.,

R.I. and Vermont.

Senior Staff Seminar, Teachers College, Columbia University,
December 19, 1967.

"Seminar on the Study of World Affairs," University of Delaware,
Newark, Delaware, March 5-7, 1968, sponsored by the University
of Delaware, the Delaware Social Studies Council and the Foreign
Policy Association;for area educators.

International Studies Association Conference, National Academy of
Sciences, Washington, D. C., March 28-30, 1968.

Convention of the Indiana Council for the Social Studies, Purdue
University, Lafayette, Indiana, April 5-6, 1968.

Seminar on the "Citizen In Tomorrow's World," Ramada Inn, Topeka,
Kansas, April 21-23, 1968; sponsored by the Foreign Policy Associ-
ation;for area educators.

Seminar on "Educating Citizens for the 21st Century': Timberline Lodge,
Mt. Hood, Oregon, April 28-30, 1968; sponsored by the Foreign
Policy Association; for area educators.

Seminar on Modernization, Michigan State University Extension Center,
Benton Harbor, Michigan, May 1-3, 1968; sponsored by the MSU
Social Science Teaching Institute, the NCA Foreign Relations
Project, and the Foreign Policy Association; for area educators.

NDEA Institute, Colorado College, Colorado Springs, Colo., July 8, 1968
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Estes Park Conference on Elementary Education, Stanley Hotel, Estes Park,
Colo., July 19-21, 1968, sponsored by the Foreign Policy Association
in cooperation with the University of Denver's NDEA Institute.

Northern California Conference on Strengthening World Affairs in the
Curriculum, Alta Mira Hotel, Sausalito, Calif., Sept. 29-30, 1968;
sponsored by San Jose State College in cooperation with the Foreign
Policy Association, the California Council for the Social Studies, and
local social studies councils; for area educators.

Conference for college and university faculty on "Preparing Social
Studies Teachers to Teach About Cultures Other Than Our Own,"
October 25-26, 1968; sponsored by the New York State Education
Dept.

National Council for the Social Studies Convention, Washington, D. C.,
November 29, 1968; Section meeting on "Civic Education for Partici-
pation in a World Society."

Faculty Seminar on International Education, Indiana University,
December 7, 1968.

Seminar on "Value Issues in a Free Society," West Virginia University
Conference Center, Morganstown, W. Va., January 19-21, 1969;
sponsored by the NCA Foreign Relations Project, Northwestern
University, West Virginia University, Region 1 Pace Center,
West Virginia Council of Social Studies Supervisors, Vest Virginia
Department of Education and the Foreign Policy Association; for
area educators.

Conference ontducation for the Seventies," Western Illinois University,
Macomb, Illinois, March 6-7, 1969; sponsored by the NCA Foreign
Relations Project, Western Illinois University and the Foreign
Policy Association; for area educators.



APPENDIX G

U.S. Office of Education
Social Studies Prograris in Research

A Directory

Elementar -Secondary,

Anrig, Gregory R., and Lawrence H. Vadnais, Jr., Development of a Pilot Program
for a Cultural Approach to the Study of History in Grades Seven and Eight,
Mt. Greylock Regional High School, Williamstown, Massachusetts.

*Arnoff, Melvin, The Development of First Grade Materials on "Families of Japan,"
Kent State University, Kent, Ohio.

Bailey, Wilfred, and Marion J. Rice, Development of a Sequential Curriculum in
Anthropology for Grades 1-7, University of Georgia, Athens, Georgia.

Becker, James M., An Examination of'Objectives, Needs and Priorities in Inter-
national Education in U.S. Secondary and Elementary Schools, Foreign Policy
Association, New York, New York.

Bernstein, Edgar, A Study to Develop Instructional Materials for a Ninth and
Tenth Grade World History Curriculum Integrating History and the Social
Sciences, University of Chicago, Chicago, Illinois.

Beyer, Barry K., Development and Testing of Instructional Materials, Teaching
Guides and Units on the History and Culture of Sub-Saharan Africa. Dept. of
History, Carnegie Mellon University, Pittsburg, Pa.

Brown, Richard H., and Van R. Halsey, Jr., Construction & Use of Source Material
Units in History and Social Studies, Amherst College, Amherst, Massachusetts.

Chandler, B. J., Sounds of Society: A Demonstration Program in Group Inquiry,
Northwestern University, Evanston, Illinois.

Cole, Allan. B., Survey of Asian Studies in Secondary Schools in New England,
Tufts University, Medford, Massachusetts.

Coleman, James S., Research Program in the Effects of Games with Simulated
Environment in Secondary Education. Department of Social Relations. Johns
Hopkins University, Baltimore, Maryland.

Crabtree, Charlotte, A., Teaching Geography in Grades One Through Three: Effects
of Instruction in the Core Concept of Geographic Theory, University of
California at Los Angeles, Calif.

Davis, O. L., Jr., Effectiveness of Using Graphic Illustrations with Social
Studies Textual Materials, Kent State University, Kent, Ohio.

*Edgar, Robert W., Impact on Learning and Retention of Specially-Developed
History Materials for Culturally Deprived Children, Neens College, City
University of New York, New York, N.Y.

Elliott, Richard W., A Study of the Effectiveness of Taped Lessons in Geography
Instruction, Westfield Public Schools, Westfield, Massachusetts.
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Engle, Shirley H., and Howard D. Mehlinger, A High School Curriculum Center in
Government, Indiana University, Bloomington, Indiana.

Fenton, Edwin, The Development of a Sequential and Cumulative Curriculum in the

Social Studies for Able Students, Carnegie Institute of Technology, Pittsburgh,
Pennsylvania.

*Fox, Robert S., and Ronald Lippitt, Teaching of Social Science Material in the

Elementary School, University of Michigan, Ann Arbor, Michigan.

*Fries, Norman H., An Exploratory Study in Teaching World History in German, Board
of Educatio1. Common School District Joint No. 1C Sussex, Wisconsin.

*Garvey, Dale M., and William H. Seiler, A Study of Effectiveness of Different
Methods of Teaching International Relations to High School Students, Kansas
State Teachers College, Emporia, Kansas.

*Gibson, John S., The Development of Instructional Materials Pertaining to Racial
and Cultural Diversity in America, Tufts University, Medford, Massachusetts.

Gibson, John S., Development of Instructional Units and Related Materials on Racial
and Cultural Diversity in America, (Continuation of above project), Tufts
University, Medford, Massachusetts.

Gill, Clark, C., and William B. Conroy, Development of Guidelines and Resource
Materials on. Latin America for Use in Grades University of Texas,

Austin, Texas.

Grennan, Sister Jacqueline, Curriculum Innovation in the Fields of History, Science,
Music and Art Within a Single Institute, Webster College, St. Louise Missouri.

Hardy, Donald W., Inland Valley Elementary School Archeology Project, University
of California, Berkeley, California.

*Harnack, Robert C., The Use of Electronic Computers to Improve Individualization
of Instruction Through Unit Teaching, State University of New York at Buffalo,
N.Y.

Havighurst, Robert J.,' and Robert L. McCaul, The Interaction Between Education and
Society in Chicago, University o: Chicago, Chicago, Illinois.

Hawker, Glenn W., A. 'hilosophical and Historical Rationale for a New Approach to
"ProAemo of Democracy," Harvard College, Cambridge, Massachusetts.

Hennebry, Howard M., Conservation Education Improvement project, University of
Wyoming, Laramie, Wyominfz.

*Hess, Robert D., and David Easton, The Development of Basic. Attitudes and Values
Toward Government and Citizenship During the Elementary School Years, Univer-
sity of Chicago, Chicago, Illinois.

Johnson, Carl S., Survey of Printed Materials on Conservation Education, Ohio
State University, Columbus, Ohio.

Joyce, Bruce R., Use of a Data Storage and Retrieval System to Teach Elementary
School Children Concepts and Modes of Inquiry in the Social Sciences, Teachers
College, Columbia University, New York, N.Y.
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*Kastner, Harold H., Jr., Knowled5e of Economics of Eleventh Grade U.S. History

Students, Florida State Department of Education, Tallahassee, Florida,

*Lalor, Ida B., and Maurice L. Hartung, To Study Insights Gained From a High

School Social Studies Course, University of Chicago, Chicago,Illinois.

Lee, John R., Social Studies Curriculum Study Center: A Sequential Curriculum

on American Society for Grades S-12, Northwestern University, Evanston,

Leppert, Ella C., A Sequential Social Studies Course for the Secondary School,

University o2 Illinois, Urbana, Illinois.

Lovenstein, Meno, The Development of Economic Curricular Materials for Secondary

Schools, Ohio University, Athens, Ohio.

*Lowe, William T., A Study of the Objectivity of Materials Used LI Current Events

Instruction in Secondary School Social Studies Classrooms, Cornell University,

Itlaca, New York.

Ueux, Milton C., Evaluative Teaching Strategies in the Social Studies, University

of Utah, Salt Lake City, Utah.

Michaelis, John U., Preparation of Teaching Guides and Materials on Asian Countries

for Use in Grades 1-12, University of California at Berkeley, California.

Moore, Jerry, Experimental Statewide Seminars in Teaching About Democracy and
Totalitarianism, Northwestern University, Evanston, Illinois.

*Morrissett, Irvi:,s*, To Aid in the Development of Social Science Education, Purdue

University, Lafayette, Indiana.

*Mikerji, Hose, and Helen F. Robinson, Demonstration of Concept and Language

Development in a Kindergarten of Disadvantaged Children, Brooklyn College,
Brooklyn, New Yor::

Nicolosi, Louis, Preparation of Teaching Guides and Materials on World Geography,

North Americau Geography and Louisiana Geography for Use in grades
Louisiana State Department of Education, Baton Rouge, Louisiana.

Oliver, Donald, A Law and Social Science Curriculum Based on the Analysis of Public

Issues, Harvard University, Camaridce, Massachusetts.

*perrone, Vito, Imaje of Latin America: A Study of American School Textbooks and

School Children f,!rades Two Through Twblve, Northern Michigan University,

Marquette, Michigan.

*Pinner, Frantz L., Relationships Between High School Group Structures and the

Developmeut of Orientations Toward Public Affairs, Michigan State University,

East Laasin:, Michigan.

Price, Roy A. Identification of Major Social Science Concepts and Their Utiliza-

tion in Instructional Materials, Syracuse University, Syracuse, New York.

Shaplin, Judson T., Development of a Model for the St. Louis Metropolitan Social

Studies Center, Grades K-12, Uachington University, St. Louis, Missouri.
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Shaver, James P., A Secondary School Social Studies Curriculum Focused on Thinking
Reflectively About Public Issues. Utah State University, Logan, Utah.

Shinn, Ridgway F., Jr., A Study of a Geo-Historical Structure for a Social Studies
Curriculum, Rhode Island College, Providence, Rhode Island.

*Shinn, Ridgway Ft, Jr" An Investigation into the Utilization of Geography &
History as Integrating Disciplines for Social Studies Curricular Development
in a Public School System, Rhode Island College, Providence, Rhode Island.

Sperling, John G., and Suzanne E. Wiggins, Development and Evaluation of a 12th
Grade Course in the Principles of Economics, San Jose State College, San Jose,
California.

Springer, U.'sula X., Recent Curriculum Developments at the Middle Level of French,
West German, and Italian Schools, Brooklyn Collage, City University of New
York, Hew York, N.Y.

Taba, Hilda, Development of a Comprehensive Curriculum Model for Social Studies,
Grades 1-3, Including Procedures for implementation San Francisco State
College, San Francisco, California.

*Taba, Hilda, Thinkinc; in Elementary School Children, San Francisco State College,
San Francisco, California.

*Vance, Merle .1., Demonstration to Improve the Teaching of Social Studies - Grades
One -Sir, Sacramento State College, Sacramento, California.

West, Edith, :reparation and Evaluation.of Curriculum Guides and Sample Pupil
Materials for Social Studies in Graces K-14, University of Minnesota,
Minneapolis, Minnesota.

Wing, Richard L., The Production and Evaluation of Three Computer-Based Economic
Games for the Sixth Grade, First Supervisory District Schools, Yorktown
Heights, Westchester County, N.Y.

Zangrando, Rci:ert L., The Identification of Criteria for the Effective Use of
Films in Teaching History in the Classroom in a Variety of Teaching Situations.
Grades 7-12. American Historical Association, Washington, D.C.

Related Project

Porter, M. Roseamonde, Curriculum Improvement Program in English Language Com-
munication Skills for Schools of the Trust Territory of the Pacific Islands,

University of Hawaii, Honolulu, Hawaii.

Higher Edi' cation

Angell, Robert C., and Paul Puryear, Inter-University Cooperation in the Develop-
ment of Social Science Research in Race Relations, University of Michigan,
Ann Ar:xir, Michigan.

Coward, H. Roberts, Political Lilitary Exercises in Political Science. Ohio
State Urli/ersity, Columbus, Ohio.

Curti, Merle, Eric E. Lampard, and William R. Taylor, American History Laboratory
Course, University of Wisconsin, Uadison, Wisconsin.



Dowd, Douglas F., Development of a New Approach to Teaching Introductory Social

Science in College, Cornell University, Ithaca, New York.

*Henderson, Bancroft C., and Dell Felder, Goals of the Required Introductory

American Government Course in Selected American Colleges and Universities,

University of Houston, Houston, Texas.

Kruisman, Arthur, A Block Teaching Project Integrating Humanities and Social

Studies, Southern Oregon College, Ashland, Oregon.

Krislov, Samuel, Laboratories as an Approach to the Teaching of Political Science,

University of Minnesota, Minneapolis, Minnesota.

Kremple, F. A., Multimedia Visual Aids as Instructional Techniques in College

History Survey Courses, Wisconsin State College, Stevens Point, Wisconsin.

Lane, Harlan, aad John H. Taylor, Research Conference on Social Science Methods

and Student Residences, University of Michigan, Ann Arbor, Michigan.

Lerner, Daniel, The Development of a Basic Social Science Course for Under-

graduate Students in the Natural Sciences & Engineering, Massachusetts

Institute on Technology, Cambridge, Massachusetts.

*Maier, Paul L., The Improvement of College & University Courses in the History

of Civilization, Western Michigan University, Kalamazoo, Michigan.

Perloe, S. I., To Develop and Partially Validate a Questionnaire to Measure

Values Relevant to Good Citizenship & to Prepare a Large Scale Project to

Study Value Change in a Variety of Colleges, Haverford College, Haverford,

Pennsylvania.

Powell, John \7., Planning and Creation og an Integrated Two Year Liberal Arts

Curriculum in World Civilization for University Freshmen and Sophomores,

University of Miami, Coral Gables, Florida.

Taylor, Harold, The Preparation of American Teachers in the Field of World

Affairs, American Association of Colleges for Teacher Education, Washington,

D.C.

Taylor, William R., American History Laboratory Project, Smith College,

Northampton, Massachusetts.

Willis, Thomas A., Development and Evaluation of a Programmed Text in Criminal

Law, University of Miami, Miami, Florida.

*Denotes completed projects.

Prepared by:

Wilhelmina Hill, Specialist for Social Science

and

Charles R. Foster, Specialist for Social Science

with ass tance from
Theresa Ridgeway and Douglas Worth

Directory distributed by: School Services
Foreign Policy Association
345 East 46th Street
New York, New York 10017
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APPENDIX H

Some Federal, Regional and State Activities

in World Affairs:
A Selected List

Alliance for Progress Program

"Partners of the Alliance" program involving exchange of students,
teachers, and administrators from Alabama, Delaware, Maine,

Oregon.

Alabama

Goshen Pilot School Project - Alabama Department of Education,

University of Alabama and Goshen School seek to enrich curri-

culum in grades 1-12 in all subject matter fields through

selected dimensions of international education.

Exchange programs with El Salvador and Guatemala involving students.,

teachers, and administrators.

Colorado

Consultant from Colombia.

Summer NDEA Institute in international communism under auspices

of Department of Education and Colorado State University.

Colorado International Relations Clubs hold annual meeting at

the University of Denver.

Florida

Six week unit on communism is mandatory in all Florida high schools.

Illinois

NDEA Title III workshop "Teaching Cultural Themes of Latin America':

Indiana

ESEA Title III Center for the Study of India, New Albany-Floyd

County Schools.

Louisiana

Pilot program in International Studies at Louisiana Polytechnic

Institute, involving the Institute's A. E. Phillips Laboratory

School and Neville High School, Monroe: Experiment in teaching

international affairs in elementary and secondary schools
during 1967-1968.
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Exchange with Costa Rica - Sister school arrangement between St.

Bernard Parish School system and Guyaquie, Costa Rica

Maryland

Ann Arundel County has Title III social studies project in which

international affairs is included.

Mississippi

State Education Department cooperates with Cordell Hull Foundation

in encouraging employment of Latin American teachers as

Spanish teachers for one or two years.

Missouri

Title III Metropolitan Social Studies Project in Greater St. Louis

area includes international affairs in its program.

New York

ESEA Title III Summer Institute in non-Western cultures, West-

chester County, 200 participants, 9-12 grade students.

ESEA Title III Adirondack World Affairs Resources for Education

(AWARE) Center, Glens Falls.

North Carolina

Academic Center for Letin American Studies, ESEA Title III Project

involving students from North Carolina, South Carolina,

Virginia, Georgia, and Tennessee.

Ohio

ESEA Title III Chinese-Russian Study Center established in Toledo

Schools.

Pennsylvania

NDEA Title III funds used in in-service programs in world cultures

and in development of curriculum materials.

Alleghany County Schools' ESEA Title III "Intercultural Understanding

Project."

South Carolina

Using Title V funds, the Department of Education and State ETV

network produced a series of films entitled "Comparative

Political and Economic Systems."
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Texas

Regional Educational Agencies Project - International Education;

Texas, Louisiana, Tennessee, and Alabama; sponsored under

ESEA Title V. Newsletters, conferences, exchange students
and teachers, and consultations used to create interest in

and understanding of the importance of international education.

Audio-tape service includes materials on Asia and Africa.

International Good Neighbor Youth Council.

Program of InterAmerican Education, ESEA Title III, Bryan Inde-

pendent School District.

West Virginia

NDEA Title XI Afro-Asian Institute at Bethany in cooperation with

the State Department of Education developed a unit on

Afro-Asia.

Wisconsin

Conferences for teachers on Latin America, Africa and Asia.

Teacher exchange project under U. S. Office of Education Inter-

national Teacher Exchange Program.



APPENDIX I

EPDA Institutes in International Affairs
and World Areas

1969-1970*

ARIZONA

University of Arizona, Department of Government, Tucson 85721. The

Changing Face of Communism in Eastern Europe. Junior and senior high

school teachers. Primarily the Southwest. July 14-August 22. Peter

A. Toma.

COLORADO

Colorado College, Department of Political Science, Colorado Springs,

80903. Comparative Systems in a World Setting. High school teachers.

Open. June 16-July 25. Fred A. Sondermann.

University of Denver, Denver 80210. Program to Develop Techniques for

Curricula in the Elementary Schools. Teachers, supervisors, and ad-

ministrators (grades K-6). Open. June 16, 1969-April 17, 1970.

Edith M. King.

University of Denver, Graduate School of International Studies, Denver

80210, A Prospective Teacher Fellowship Program and Some Part -time.

Inservice Activities. Denver Area teachers, supervisors, adminis-
trators, librarians. Open. September 1, 1969-June 30, 1970. Josef

Korbel.

CONNECTICUT

University of Bridgeport, Bridgeport 06602. An Institute in Asian and

African History. Teachers (grades 6-12). Local Phase I, June 30-

August 8. Phase II, part-time September 1969-June 1970. Albert J.

Schmidt and Phillip Woodruff.

GEORGIA

Savannah State College, Division of Social Science, Box 208, Savannah

31404. African and Afro-American History. Social studies teachers of

disadvantaged youth (grades 7-12). Primarily local, but open nation-

ally. June 10-July 21. Hanes Walton, Jr.

ILLINOIS

Northwestern University, Department of Political Science, Evanston,

60201. A Summer Institute in African Studies. Junior and senior high

school teachers. Open. June 23-August 1. Ibrahim Abu-Lughod.

3 List compiled from "Education Professions Development Act: Programs

for 1969-1970;" Bureau of Educational Personnel Development, Office of

Education, February, 1969.
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KANSAS

Wichita State University, Wichita 67208. An Interdisciplinary Approach
to History and Social Studies. Teachers (grades 7-12). June 23, 1969 -
June 4, 1970. John D. Born, Jr.

LOUISIANA

Southern University, Department of Political Science, P. O. Box 9586,
Baton Rouge 70813. A Summer Institute on Political Change and Develop-
ment (U.S. and Africa). High school teachers, primarily of disad-
vantaged youth. Open. June 16-August 2. Moses Akpan.

MARYLAND

John Hopkins University. Bologna Center, Via Belmeloro 2, Bologna,
Italy. A Summer Institute in European Studies. Teachers in U.S.
Schools in Europe and teachers from the U.S, (grades 4-12). June 30-:

August 17. Grove Haines,

MASSACHUSETTS

Smith College, Northampton 01060. An Institute: The Black Experience,
A CoMparative Study of the United States and Latin America. Teachers
(grades 9-12). New England. June 23-August 15. Louis Cohn-Hoft.

Williams College, Williamstown 01267. An Interdisciplinary Institute
in European and World History. 1969-70 academic year. Teachers
(grades 10-12). Robert G. L. Waite

MINNESOTA

The College of Saint Catherine, 2004 Randolph Avenue, St. Paul 55101.
Latin American Area Study. Teachers, supervisors, and administrators
(grades 4-12). June 23-August 8. Sister Karep Kennelly.

NEW YORK

City University of New York,'Brooklyn College, Department of Education,
Avenue H and Bedford, Brooklyn 11210. An Institute for the.Study of
History and Culture of India and Pakistan. Teachers, supervisors,
administrators, and trainers of teachers. July-August plus part-time
September 1969-June 1970. Teachers from New York City and national.
Melvin E. Levison.

New York State Education Department, Center for International Programs,
Albany 12224. A Summer Institute in Four New York State Locations to
Teach Non-Western .Catures.to Teachers of DisadvantagedChildren.
Primarily for New York State and adjoining States. Teachers of disad-
vantaged youth (grades K-12). July 1-August 1. Ward Morehouse.

St. John's University, Department of History, New York 11432. A Summer
Institute in African Studies. Junior and senior high school. Teachers
of disadvantaged youth. Open. July 14-August 29. 'Harold Weaver, Jr.
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PENNSYLVANIA

University of Pittsburgh, Center for Latin American Studies, Pittsburgh
15213. A Summer Institute in Latin American Studies Including a Field
Trip to Guatemala. Trainers of teachers. June 24-August 12. Thomas
A. Hart.

WISCONSIN

Wisconsin State University-Oshkosh, Department of History, Oshkosh
54901. Introduction to African History and Culture. Teachers of dis-
advantaged youth (grades 7-12). June 30-August 8. Lee N. Newcomer.



APPENDIX J

THE FOREIGN POLICY ASSOCIATION, 345 East 40th Street, New York, N.Y.

Independent Non-Partisan Community Organizations,
Foreign Policy Associations, World Affairs Councils

and
Related Organizations (64)

(Councils listed by FPA Regional Offices:
Now York, Atlanta, Boulder, Berkeley)

March 1939

NEW YORK REGION

CONNECTICUT

World Affairs Center of Hartford
192 Trumbull Street
Hartford, Connecticut 000103

Service Bureau for Women's Organizations
950 Main Street
Hartford, Connecticut 03115
Mrs. Chase Going Woodhouse, Director

MAINE

World Affairs Council of Maine
c/o Bernstein, Shur, Sawyer & Nelson
443 Congress Street
Portland, Maine
Professor James Whitten, President

MASSACHUSETTS

World Affairs Council of Boston, Inc.
70 Hereford Street
Boston, Massachusetts 02115
Dr. Nicholas Nyary, Executive Director

(203) 527-5129

(203) 249-9711

(207) 774-32n

(617) CO-7-6074

World Affairs Council of the Connecticut Valley(413) 732-0503
12 Vernon Street
Springfield, Massachusetts 01100
Jonathan P. Rice, Esq., President



MICHIGAN

Detroit Area Council on World Affairs
1621 First National Building
Detroit, Michigan 48226
Miss Dee Allen,Executive Secretary

Warren M. Huff, Executive Director

World Affairs Council
300 East Waters Building
Grand Rapids, Michigan 49502
Robert G. Watkins, President
Mrs. Eleanor Strom, Executive Secretary

New HAMPSHIRE

New Hampshire Council on World Affairs
11 Rosemary Lane
Durham, New Hampshire 03824
Arthur Porter, President
Mrs. Mary Sheeran, Executive Secretary

NEW YORK

Albany World Affairs Council
Birch Hill Road
Albany, New York
Richard W. Schmelzer, President
Mrs. A. W. Bedell, Executive Secretary

Broome County World Affairs Council
Roberson Memorial Centre
30 Front Street
Binghampton, New York
Stanley H. Hill, President
Mr. Richard A. Haberlen, Executive Director,

Buffalo Council on World Affairs, Inc.
1298 Main Street
Buffalo, New York 14209
Richard E. Heath, President
Mrs. Diane J. Burton, Executive Secretary

(313) 961-4435

(616) 458-9535
or 361-7288

(603) 868-5544

(518) HO 5-4493

(607) 772-0660

(716) 883-5310



Council on Foreign Relations, Inc.
58 E 68th Street
New York, N.Y. 10021

Syracuse World Affairs Council
230 Euclid Avenue
Syracuse, New York 13210
Mrs. Richard W. Besse (Janetjo President
Mrs. Joanne Beall, Executive Secretary,

Cincinnati Counc..1 on World Affairs
Dixie Terminal Bldg., Suite 1028
Cincinnati, Ohio 45202
Clayton B. Sears, President
William C. Messner, Jr., Executive Director

(212) LE-5-3300

(315) 475-2677

(513) 241-2149

Cleveland Council on World Affairs (216) 781-3730
601 Rockwell Avenue
Cleveland, Ohio 44004
Earl P. Schneider, President
Mrs. Burton R. Binyon (Dorothy) , Executive Director

Ohio Farm Bureau Federation, Inc.
216 North High Street
Columbus, Ohio 43216
C. Maurice Wieting

Dayton Council on World Affairs
205 East First Street
Dayton, Ohio 45402
Addison Skaggs, President
Miss Ann Rigby, Executive Director

Toledo Council on World Affairs, Inc.
2111 Jefferson Avenue, Rm. 21
Toledo, Ohio 43602
Mrs. James P. Eyster, President
Mrs. Opal Kasch, Executive Secretary
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(513) 222-0052

(419) 246-7015



PENFSYLVANIA

Foreign Policy Association of the Lehigh Valley
87 West Church Street
Bethlehem, Pennsylvania 18015
Joseph M. Workman, Chairman
Mrs. W. D. Randall, Executive Secretary

Foreign Policy Association of Harrisburg
P. O. Box 1221
Harrisburg, Pennsylvania 19107
Mr. Harold E. Millard, President

World Affairs Council of Philadelphia
The John Wanamaker Store
Third Floor Gallery
Philadelphia, Pennsylvania 19107

Richard P. Brown, Jr., Esq., President
Mrs. Ruth Weir Miller, ExecutiveVice President

World Affairs Council of Pittsburgh
Kaufmann's - 10th Floor
400 Fifth Avenue
Pittsburgh, Pennsylvania 15219
William Walter Phelps, Jr.o.President
Max W. Bishop, Executive Director

(215) 866-6411

(717) 236-5444

(215) LO-3-5363

(412) 281-7970

Foreign Affairs Council of Reading and Berks County

YMCA Building (215) 376-8261

Reed and Washington Streets
Reading, Pennsylvania 19601

Paul J. Aicher, President

RHODE ISLAND

World Affairs Council of Rhode Island
129 Hope Street
Providence, Rhode Island 02906
Richard H. Blanding, President
Mrs. Marjorie Vinal, Execvive Director

461

(401) 421-8622



VERMONT

Bennington World Affairs Center
220 North Bennington Road
Bennington, Vermont 05201

Robert B. Condon

Windham World Affairs Council
RFD #1, Box 21
Upper Dummerston Rnad
Brattleboro, Vermont
Rev. Ruth Powell, Chairman

Vermont Council on World Affairs
479 Main Street
Burlington, Vermont 05401

Mrs. B W. Chapman, Administrative Secretary

Mr. George T. Little, Managing Director

ATLANTA REGION
ARKANSAS

World Affairs Council of Arkansas
c/o Arkansas Gazette
Little Rock, Arkansas
Hugh Patterson, President

DELAWARE

World Affairs Council of Wilmington
1310 King Street
Wilmington, Delaware 19801

John G. Craig, Jr. President
Rodman Ward, Jr., Secretary

GEORGIA

Macon Council on World Affairs
P. O. Box 2561
Wesleyan College
Macon, Georgia 31202
The Reverend Roger S., Marxsen, President
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(802) UN-4-4511

(912) 743-9331



INDIANA

Itidianapolis Council on World Affairs

250 East 38th Street
Indianapolis, Indiana 46205
Howard S. Mills, Jr., President
Mrs. Walton G. Wilson, Executive Secretary

LOUISIANA

Foreign Relations Association of New Orleans
607 Gravier Street
New Orleans, Louisiana 70112

Richard C. Bell, President
Capt. Henry C. Spicer, Jr., Executive Director

NORTH CAROLINA

North Carolina Council on World Affairs
c/o Olin T. Binkley Memorial Baptist Church
1712 Willow Drive
Chapel Hill, North Carolina
Dr. Seymour E. Seymour, President

TENNESSEE

Adult Education Council
526 Vine Street
Chattanooga, Tennessee
Miss CArol Glenn, Executive Secretary

BOULDER REGION

public Affairs Committee
Adult Education Council
of Metropolitan Denver
Public Library
1357 Broadway
Denver, Colorado
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(317) 926-0696

(504) 524-2168

(919) 942-4964

(615) 267-1218

(303) 266-0851



ILLINOM

University of Illinois
Division of Extension in International Affairs
119 Illini Hall
Champaign, Illinois 61822
Mr. J. Terry Iverson, Academic Ciordinator

Chicago Council on Foreign Relations
116 South Michigan Avenue
Chicago, Illinois 60803
Herbert V. Prochnow, President

( Edmond I. Eger, Executive Director )
( Henry B. Coxi Director of Education)

Springfield World Affairs Center
215 West Elliot
Springfield, Illino8s
Mrs. Andreason

IOWA

Cedar Rapids Council on World Affairs
Coe College
Cedar Rapids, Iowa
John M. Ely, Chailan

KANSAS

Kansas Council on World Affairs
Kansas State University
Umberger Hall
Manhattan, Kansas 66502
Dr. John Henderson, President
William Swegle, Executive Sectetary

Topeka Council on International Affairs
Suite 23 - Ramada Inn
420 East 6th Street
Topeka, Kansas 66607
Dr. C. E. Barthel, Jr,, President
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(217) 333-1000

(312) RA 6-3860

(319) 364-1511

(913) JE 9-2211



MINNESOTA

Foreign Policy Association of Minnesota
N. W. Bank Building
Minneapolis Minnesota 55404
Joseph E. Murphy, Jr., Chairman

Minnesota World Affairs Center
University of Minnesota
15th and Washington, S.E.
Minneapolis, Minnesota 55455
Dr. William C. Rogers, Director
Barbara Stuhler, Associate Director
Alice Moore, Program Coordinator

MISSOURI

International Relations Council
210 W3stport Road
Kansas City, Missouri 64111
Mkn:.ton Green, Jr., President
Dr. Eliot S. Berkley, Executive Director

St. Louis Council on World Affairs, Inc.
Chase-Park Plaza Hotel
212 North Kingshighway Boulevard
St. Louis, Missouri 63101
Michael Witunski, President
Mrs, Myles J. McNally (Helen), Executive Director

NEW MEXICO

Council on International Relations
Route 3, Box 20
Santa Fe, New Mexico
Robert P. Turned, President

TEXAS

Dallas Council on World Affairs
2727 Oak Lawn Avenue, Suite 207
Dallas Texas 75219
James W. Keay, President
Brig. Gen. John Torey, Executive Director

(612) 333-3421

(612) 373-3799

(816) JE 1-0090

(314) FO 1-7333

(505) 982-4931

(214) LA 1-2171



Houston World Affairs Council
423 The Main Bldg. 1212 Main
Houston, Texas 77002
Andre A. Crispin, Presiddnt
J. W. Hershey, Vice President

WISCONSIN

Institute of World Affairs
668 Boulton Hall
University of Wisconsin
Milwaukee, Wisconsin 53211
Dr. Carol Edler Baumann, Director
Mrs. Helen Wenberg, Program Specialist

World Affairs Council of Milwaukee
733 N. Van Buren Street, Room 400
Milwaukee, Wisconsin 53202
Mr. C. E Burnett, Chairman

ALASKA

Alaska World Affairs Council
1436 12th Avenue
Anchorage, Alaska 99501
David Harper, President
Mrs. Theodore F. StAvens, Executive Director

CALIFORNIA

Los Angeles World Affairs Council
612 South Flower Street, Suite 830
Los Angeles, California 90017
Preston Hotchkis, President
John H. Robinson, Jr., Executive Director

World Affairs Council of Orange County
c/o Los Angeles World Affrirs Council
612 South Flower Street, Suite 830
Los Angeles, California 90017
Mr. Rolla R Hays, Jr., President
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(713)

Caputo1-2-7383

(414) 228-4251

(414) 228-4251

(213) MA 9-3194

(213) 629-3194



Institute of World Affairs
San.Diego State College
San Diego, California 92115
Dr. Minos D. Generales, Executive Director

(714) 286-5445

World Affairs Council of Inland Southern California
P. O. Box 112
Riverside, California 95202
Stephen I. Zetterberg, Esq. President
Dr. James R. Hartley, Executive Director

World Affairs Council of Northern California
406 Sutter Street
San Francisco, California 94108
Albert L. Reeves, President
Merritt K. Ruddock, Executive Director

World Affairs Council of Sacramento
1021 Swanston Drive
Sacramento, California
Reginald Price., President
Mrs. Samuel G. Hanson, Vice President

HAWAII

The Pacific and Asian Affairs Council
2014 University Avenue
Honolulu, Hawaii 96814

Mr. C.C. Cadagan, President
Arthur A. Chase, Vice President

The World Affairs Forum of Hawaii (Club 15)
1025 Pensacola Street
Honolulu, Hawaii 95814
George Yamamoto, Presilent

IDAHO

Treasure Valley Foreign Affairs Group
Boise College
1907 Campus Drive
Boise, Idaho 83701

Avery Peterson, Executive Director

(714) 7874104

(415) 952-2541

(208) 385-1011



OREGON

World Affairs Council of Oregon
1809 S.W. Sixth Avenue, Rm. 26
Portland, Oregon 97201
Peter Gantenbein, President

Oregon Great Decisions Council
355 Lancaster Drive, S.R.
Salem, Oregon 97301
Clifford L. Cook, resident

WASHINGTON

World Affairs Council of Seattle
P. O. Box 4003
Seattle,Washington
J. 1..nox Woodruff, President
Mrs. Walter D Smith (Jeanne), Director

World Affairs Council of Tacoma
Pacific Luthern University
Tacoma, Washington 98444
Lon A. Hoover, D.O., President

3/24/69
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(50?) 226-7271

(206) AT 4-5955

(206) LE 7-8611



APPENDIX K

ORGANIZATIONS IV WORLD AFFAIRS

A SELECTED LIST

African-American Institute
866 United Nations Plaza
New York, New York

American Association of Colleges
for Teacher Education

1201 Sixteenth Street, N.W.
Washington, D.C.

American Association of School
Administrators - Association
for the Advancement of
International Education

1201 Sixteenth Street, N.W.
Washington, D.C.

American Bar Association
115 East 60 Street
Chicago, Illinois

American Council on Education
Commission on International
Education

1785 Massachusetts Avenue, N.W.
Washington, D.C.

American Field Services
313 East 43rd Street
New York, New York

American Friends Service Committee
160 North 15th Street
Philadelphia, Pa.

Anthropology Curriculum Study
Project

5632 Kimbark Avenue
Chicago, Illinois

Asia Society
112 East 64th Street
New York, New York
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Association for Supervision and
Curriculum Development

1201 Sixteenth Street, N.W.
Washington, D.C.

Atlantic Council of the U.S.
1616 H. Street, N.W.
Washington, D.C.

Atlantic Information Center
for Teachers

23-25 Abbey House
8 Victoria Street
London, England

The Bridge - A Center for the
Advancement of Intercultural
Studies

1439 S. Michigan Avenue
Chicago, Illinois

Carnegie Endowment for Inter-
national Peace

345 East 46th Street
New York, New York

Center for Information on America
Washington, Conn,

Center for the Study of Democratic
Institutions

Santa Barbara, Calif.

Center for War/Peace Studies
218 East 18th Street
New York New York

Comparative Education Society
Kent State University
Kent, Ohio

Council for the Study of Mankind
Santa Monica, Calif.



Council on Foreign Relations
58 East 68th Street
New York, New York

Designing Education for the Future
1362 Lincoln Street
Denver, Colorado

Diablo Valley Schools Project
on Teaching About War and
Peace

1730 Grove Street
Berkelay, Calif.

East-West Center
Teacher Interchange Program
University of Hawaii
Honolulu, Hawaii

Education and World Affairs
522 Fifth Avenue
New York, New York

Education Development Center
44 Chapel Street
Newton, Mass.

Education Research Council.of
Greater Cleveland

Greater Cleveland Social Science
Program

Rockefeller Building
Cleveland, Ohio

Educational Development
Cooperative of South Cook and
North Will Counties, Illinois

Experiment in International Living
777 United Nations Plaza
New York, New York

Foreign Policy Association
345 East 46th Street
New York, New York

High School Geography Project
(Association of American

Geographers)
Box 1095
Boulder, Colorado

Institute for the Development of
Educational Activities (IDEA)

(Kettering Foundation)
5335 Far Hills Avenue
Dayton, Ohio

Institute for International Education
809 United Nations Plaza
New York, New York

International Education Association
1785 Massachusetts Avenue, N.W.
Washington, D.C.

International Schools Services
554 Fifth Avenue
New York, New York

International Studies Advisory Council
of the Cooperative Center for
Social Science Education

Ohio State University
Athens, Ohio

International Studies Association
University of Denver
Denver, Colorado

Japan Society
250 Park Avenue
New York, New York

Joint.Council on Economic Education
1212 Avenue of the Americas
New York, New York

League of Women Voters
1200 17th Street, N.W.
Washington, D.C.

Lincoln Filene Center
Tufts University
Medford, Mass,

National Association of Secondary
School Principals

1201 Sixteenth Street, N.W.
Washington, D.C.

National Catholic Education Association
1785 Massachusetts Avenue, N.W.
Washington, D.C.
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National Committee on U.S. -
China Relations

777 United Nations Plaza
New York, New York

National Council for Geographic
Education

Illinois State University
Normal, Illinois

National Council for the Social
Studies

1201 Sixteenth Street, N.W.
Washington, D.C.

National Education Association
Committee on International
Relations

1201 Sixteenth Street, N.W.
Washington, D.C.

National Education Association
Department of Elementary School
Principals

1201 Sixteenth Street, N.W.
Washington, D.C.

Nations, Incorporated
2126 McKinley Street
Berkeley, Calif.

North Central Association's
Foreign Relations Project

53 West Jackson Blvd.
Chicago, Illinois

Ogontz Plan of Mutual Understanuing
International House
140 North 15th Street
Philadelphia, Pa.

Phi Delta Kappan Committee on
International Relations

Eighth and Union
Bloomington, Indiana

Service Center for Teachers of
History

American Historical Association
400 A. Street, S.E.
Washington, D.C.

Social Science Education Consortium
1424 15th Street
Boulder, Colorado

Society for Citizen Education in
World Affairs

:112 Social Science Building
University of Minnesota
Minneapolis, Minn.

Sociological Resources for Secondary
Schools

(American Sociological Association)
503 First National Building
Ann Arbor, Michigan

United Nations Association
345 East 46th Street
New York, New York

U. S. National Commission for UNESCO
Department of State
Washington, D.C.

World Law Fund
11 West 42nd Street
New York, New York
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APPENDIX L

The World and the American Teacher

Summary of Recommendations)

What teachers or anyone else can learn about world affairs depends
on how sensitive they are to the political, social, and cultural life

around them in their own society and in the world at large. Or, to put
it differently, to understand the world's affairs and the nature of world
society, it is necessary to be interested in and conscious of the issues
which are alive in one's immediate society. In this, teachers are no

different from the rest of mankind. it is everyone's educational problem
to learn how to think perceptively and act intelligently in the context
of modern society, with society now defined on a global and not a local
scale.

The preparation of teachers in world affairs must therefore deal not
merely with formal academic courses in foreign cultures, international
relations, world history, and so on, but with the quality of intellectual
and social experience available to those who are going to teach in the
colleges and the schools. This applies whether or not their field is the
arts, the sciences, or the field of world affairs itself. Whatever they
teach, they should be educated in a way calculated to raise the level of
their own awareness of what is happening in the world around them.

This means that those who are becoming teachers should have a chance
to cross over, through their studios and their personal experience, to a
culture different from the one in which they have been born and raised.
This will provide them something to compare themselves with, and, by
comparisons, they can learn to look at society from a broad perspective.
Since most American teachers are unquestioning members of the white
middle class who have seldom had a chance to move outside that class and
its social milieu into a wider world, their educational need is for a
broaUer range of experience with cultures and people unlike themselves.
Without, that, the academic studies designed to prepare them to teach in
world affairs and other fields will have little effect on the growth of
their understanding of social issues and human values, since the issues
either will go unobserved or be considered from too narrow a perspective
- a perspective limited by the student's own culture.

The recommendations of the present Report stem from the thought that
education is the means by which societies and persons become conscious
of themselves and of the changes going on within societies - the better
to discover what kind of changes are desirable and how best to bring them
about. The emphasis throughout the Report is on the quality of experi-
ence to be made available to the student who is becoming a teacher. No
sharp distinction should be made between what is involved in learning to
be a teacher and what is involved in becoming a person of intellectual

1Taylor, Harold. The World and the American Teacher. Washington, D.C.:
American Association of Colleges for Teacher Education, 1968. pp. 291-305.
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and cultural substance, able to act in the world. For the educator of
teachers, it is a matter of how, through arranging a series of appropriate
experiences in intellectual, cultural, and social affairs, the student
can learn to understand himself and others, to think clearly, to gain a
body of knowledge about man, nature, and the world, and to teach what he
has learned to otherri. The sooner he begins practicing the art of getting
hiw own knowledge, thinking for himself, working and studying with other
people, and teaching what he knows, the better will be his education and
its eventual results in his work as a teacher.

General Recommendations

To begin, we can generally recommend --

1. That we stop thinking of the education of teachers exclusively
in terms of formal academic requirements and professional courses and
consider instead the ways in which their intellectual interests and ex-
periences in the affairs of the world can be increased in range and
quality.

2. That the study of world affairs not be considered a special
area in international relations and world history for those being trained
to teach in the field, but that the content of the entire undergraduate
curriculum - particularly in the social and behavioral sciences and in
the humanities - be revised to reflect a world point of view on man and
society and to involve all students in ideas, materials, literature, and
the comparative studies from the cultures of the world.

3. That we shift the emphasis in teacher education away from
the continual discussion of certification problems and procedures and
place responsibility and support for new programs where it belongs: in.
the hands of students and teachers, working together in the academic and
professional departments, in the schools, in the communities, and in the
community agencies now cooperating with colleges of education, educa-
tional laboratories, and centers for the study of urban, rural, and
international problems.

4. That the colleges and universities be reorganized to give
students responsibility for conducting their own education, for develop-
ing their own study projects, for teaching themselves through research
projects, field work at home and abroad, student-led seminars, tutoring
children and fellow-students, and inclusion in policy-making bodies
within the colleges and universities. In this way, we can not only
improve the quality of undergraduate and graduate education, but develop
a higher degree of motivation and interest among students for careers in
teaching.

5. That a nationwide volunteer Student Corps of 25,000 students
be organized with government subsidy as an extension of the ideas and
programs of VISTA, Head Start, the National Teacher Corps, and exchange
peace Corps. Service and study in foreign and American communities should
be considered a regular part of teacher education programs.

6. That the American campus be considered a central place where
students assemble to learn what they need to know in order to become
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educated and useful. The rest of the world, both inside and outside the
United States, should be considered
students from the United States and
educate each other with the help of

a general worldwide campus where
other countries come together to
scholars and teachers.

7. That the idea of the world as a campus become central in the
thinking of those concerned with the education of teachers and that prac-
tical programs reflecting this idea become a central part of the work of
educational planners.

8. That we take as models for new programs in the education of
teachers projects developed within the Peace Corps, Exchange Peace Corps,
National Teacher Corps, VISTA, Head Start, International Secretariat for
Volunteer Service, International Volunteer Service, the Experiment in
International Living, and other government and voluntary agencies con-
cerned with social change and world affairs.

9. That the standard pattern of two years of general education
requirements, an academic major, and a specified number of professional
courses and practice teaching in the junior and senior year be radically
modified (a) to allow the student to become directly involved in teaching,
in the schools, in the community, and in his undergraduate college and
(b) to allow for a high degree of flexibility in meeting the academic
degree requirements. The new program would accept as meeting these re-
quirements field work abroad and at home, Peace Corps and other kinds
of voluntary service, independent study, student-run seminars, practical
experience in research, and projects in the community.

10. That state departments of education take as their primary
role - rather than the regulating of certification of teachers - the
planning and initiating of new programs in international study (abroad
and at home), international curriculums, and international relationships
with schools, teachers colleges, universities, and ministries of educa-
tion in other countries.

11. That the education of teachers - for all levels of education,
from nursery school to graduate study - be made a primary concern of
the government and of the colleges and universities. The educational
system of the public schools and the colleges, universities, and graduate
schools can only proceed as far and as successfully as the quality of
teaching in every part of the system.

12. That wherever there are programs and organizations with !alter-
natioaal connections - government bureaus, AID, Overseas Schools, the
National Science Foundation, Institute of Mental Health, UNICEF, the
Atomic Energy Commission, Experiment in International Living, university
centers abroad, the Smithsonian Institution, the Council on International
Educational Exchange - a component of teacher education be included in
the existing structure. The intellectual and financial resources avail-
able to these organizations can be utilized to develop teachers with
international experience.

13. That foreign students - both graduate and undergraduate - be
considered a primary source when recruiting student teachers and teaching
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assistants for service in American schools and colleges, and that student
teachers be recruited from foreign countries specifically for. purpose.

14. That international teaching centers be established on American
campuses, with connections and exchange arrangements with institutions
abroad for educational research, international curriculum making, prac-
tice teaching, and teacher education.

15. That educators of teachers turn their attention to the primary
importance of the creative arts both in national and international educa-
tion; and that the painting, sculpture, theatre, music, dance, and litera-
ture of other countries be presented to American students and teachers
through visiting students, artists, performers, and scholars; and that
international festivals of the arts - ranging from dance to. films - be
sponsored and arranged by colleges of education.

16. That the content of professional education courses be revised
to include the study of foreign cultures and educational systems as a
central component, coordinated with study and practice teaching abroad
and the expansion of connections between American and foreign schools,
teacher education institutions, and universities.

17. That serious and concerted political action be taken at the
earliest possible moment to secure funds for putting into effect the
legislation of the International Education Act.

18. That in connection with the administration of the International
Education Act and other goverment programs, 10,000 federal fellowships
and/or scholarships be provided for student teachers - undergraduate and
graduate - and young teachers already in service in the public schools and
colleges, to make possible a year of study and practice. teaching in foreign
countries as a component of their preparation for teaching in the United
States.

Specific Recommendations

In what follows, the more specific recommendations of the Report in
relation to internationalism and world affairs are listed in summary form,
according to the categories in which they fall.

The Peace Corps as a Teachers College

The ideal arrangement for the education of teachers in world affairs
would combine direct experience inside the educational system and com-
munity life of a foreign country with a curriculum of studies in the
history, language, social structure, and culture of that country, taught,
preferably, by native scholars and teachers. This part of the teacher's
education should be woven into his studies and his teaching experience
in the United States, where he would prepare himself with a body of
knowledge appropriate to the field in which he intended to teach and to
his general development as an educated person.

An arrangement of this kind is possible through existing and future
Peace Corps programs, as.well as through other programs modeled.on the
Peace Corps concept. One of the principal recommendations of the Report
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is that through formal collaboration between the colleges and the Peace
Corps, as well as through the invention of new models based on curricu-
lums, and methods and approaches already tried by Peace Corps staff in
the United States and abroad, educators of teachers should take full
advantage of the possibilities for extending the Peace Corps idea into
a wide range of new areas.

1. New forms of collaboration with the Peace corps should be
worked out through state departments of education, colleges of education,
and universities to include Peace Corps service as a regular component
in five- and six-year curriculums leading to the B.A. and M.A. degree
and the teaching certificate.

2. Taking the ccrcJpt of Peace Corps service abroad as an
organizing principle, existing curriculums and requirements for the
teaching certificate should be modified to allow development of individu-
al study programs during the undergraduate years for those intending to
serve in the Peace Corps after graduation and for others interested in
foreign affairs, international education, and international service of all
kinds. This would include not only special junior - year - abroad
projects, international education workshops, and institutes in foreign
countries and on American campuses, staffed by foreign students and
teachers as well as their American counterparts. The courses and indi-
vidual study plans in history, sociology, anthropology, foreign languages,
literature, col. arative education, and the arts would be chosen by the
student and his faculty adviser to make up a comprehensive individually
planned curriculum for that student.

3. Special graduate programs leading to the M.A. and Ph.D.
degrees should be organized for returning Peace Corps volunteers. They
would include practice teaching, flexible study programs, and curriculum
development projects based on the previous experience of the volunteers
in study and teaching abroad.

4. The Exchange Peace Corps idea should be extended, both
through the expansion of government programs of the kind now being con-
ducted by the State Department and by initiatives from the colleges and
universities, to permit foreign students already in this country and
others to be recruited from abroad to teach in the American schools and
to participate in community development projects.

5. Individual faculty members in colleges of education should be
assigned to liaison work with the Peace Corps for the development of
study-teaching projects abroad for American student teachers. The Peace
Corps could be of immeasurable help by virtue of its connections with
foreign ministries of education and American embassies abroad. Foreign
teachers and students would be recruited to work with their American
counterparts in teaching and curriculum development both in the United
States and in Peace Corps countries.

6. Returning Peace Corps volunteers should be recruited for
teaching and research assignments in colleges of education which would
collaborate with local school teachers, student teachers, and high school
students interested in foreign affairs. The returned volunteers, se-
lected on the basis of their ability and readiness Smr the work, would
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be asked to develop and test experimental curriculums - using materials
and experience from abroad - in cooperation with elementary and high
school teachers and a supevvising faculty member from the college of
education. Other volunteers should be recruited to serve in the college
in developing new study programs and to advise students interested in
entering the Peace Corps or similar foreign service projects.

7. The master of arts in teaching should be expanded Ln concept
and program to include a three-year M.A. for the B.A. graduate. Six
months of the senior year would be spent in preparing for Peace Corps
service under speetal curricular arrangements; two years would be spent
in service abroad, during which time the graduate student would submit
research reports to and exchange correspondence with a supervising faculty
member at home and possibly a member of the Peace Corps staff in the
resident country. The program would end with six months of study on the
home campus and practice teaching nearby. Similar extension of the master
of arts in teaching idea could be made with help from, although not neces-
sarily service in, the Peace Corps in a two-year curriculum. One year.
would be spent in volunteer service abroad, with six months of prepara-
tion beforehand and six months of further study and teaching after the
year abroad.

8. Four-year Peace Corps doctorate programs should be established.
The two years of foreign service would be linked to a doctoral thesis
based on field work, in a style similar to doctoral programs in anthro-
pology.

9. The idea of the Stanford undergraduate regional centers abroad
should be extended to include specific projects in teacher education for
juniors and seniors taking the teaching certificate with the B.A. degree.
This idea would emphasize the collaboration of foreign nationals who are
student teachers and teachers with American counterparts.

International Programs Possible Through Existing Organizations
with International Connections

1. Wherever there are AID programs in educational development,
the sponsoring universities should include graduate and undergraduate
students of education in the country teams. They would perform research,
studies, and community development work as assistants to a university
faculty member.

2. Faculty members serving abroad on educational missions for AID
or other U.S. government agencies should, if possible, arrange for graduate
students of education to accompany them in one or another capacity (on
university fellowships or government and foundation grants) for the
development of curriculum materials and direct experience with foreign
educational systems.

3. Organizations like the International Secretariat for Volunteer
Service or UNICEF should arrange for B.A. graduates from a number of
countries, including the United States, to form volunteer international
teams for work in education, teaching, and research. Academic supervision
and credit would be given by the institutions to which the students are
attached.
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4. The Office of Overseas Schools, administered by the U.S.
Department of State, should collaborate with colleges of education and
U.S. school systems in establishing practice teaching and curriculum and
research projects in U.S. supported schools abroad in which student
teachers could serve for periods from one semester to two years whtle
remaining connected with their institutions at home.

5. Through consortia like those involved in the American Asso-
ciation of Colleges for Teacher Education, Great Lakes College Association,
and the Regional Council for International Education, colleges and univer-
sities can combine their resources abroad and at home in developing
educational programs for undergraduates and graduates who intend to enter
the teaching profession.

6. Projects similar to that undertaken by UNESCO in its education
for International Understanding and Cooperation should be duplicated by
other international organizations to create new links between teachers in
a variety of countries for exchange of students, teachers, materials,
curriculums, tapes, films, and other educational instruments.

7. International study projects similar to that sponsored by
the UNESCO-International Universlties Association on admission to univer-
sities should be organized on a ,::road scale through existing organizations

with international connections: the World Academy of Arts and Sciences,
Universities and the Quest for Peace, the World Law Fund, the World
Confederation of Organizations of the Teaching Profession.

State Departments of Education; Certification and
Professional Education Requirements

As indicated rbove under General. Recommendations, state departments
of education shoula shift their emphasis from defining bourse requirements
and credit-counting procedures to planning and initiating new programs in
the education of teachers. We can specifically recommend --

1. That special arrangements be made in cooperation with the
universities and schools to evaluate foreign teaching experience by
Peace Corps volunteers and others who have had teaching and educational
experience abroad in order that (a) credit toward certification be awarded
for bona fide work in education and teaching abroad, (b) students with
foreign experience and interests be recruited into the teaching profession,
and (c) regulatory programs of the departments exhibit a wider latitude
in requirements for educational subject matter and practical teaching
and field experience.

2. That the departments call upon colleges of education and
universities for the development of new programs in international educa-
tion for teachers and, as is the case in New York State, establish
projects of their own for cooperation with educators and institutions
abroad in the exchange of teachers and curricW.ar materials.

3. That the courses in education accepted for the certification
of teachers be thoroughly revised to include (a) comparative studies of
foreign educational systems, (b) field work at home and abroad in study
and experience with a variety of forms of education, (c) material drawn
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from the social and behavioral sciences - particularly cultural anthro-
pology - which can introduce the student to foreign cultures within the
context of national educational systems.

4. That faculty members in colleges of education organize two-
to three-year projects in the development of new education courses with
content drawn from foreign educational and social systems, through summer
travel and study and through cooperation with foreign educators, returned
Peace Corps volunteers and staff, and faculty colleagues who are experts
in foreign cultures.

5. That colleges of education appoint scholars in the social
sciences and the humanities who have an interest in education and world
cultures, rather than relying on other subject matter departments and
research centers in the university to teach students of education to
become aware of social issues and world problems.

6. That the process of regional and national accreditation of
programs of teacher education be revised to emphasize and encourage
variations in the standard pattern of curriculum to ensure the inclusion
of a maximum of foreign experience and study on the part of the student
body.

7. That staff members be appointed to state departments of educa-
tion with specific responsibilities for international education throughout
the state and that through connections established between institutions
abroad, state school districts, colleges of education, and universities
arrange for exchange of faculty, international summer workshops, inter-
national curriculums, and joint study projects with foreign scholars and
students.

8. That summer travel-study projects abroad be arranged for
groups. These would include members of department staffs, state school
board members, graduate students of education, teachers, principals,
superintendents, and college and university presidents and deans.

9. That the work of staff members of state departments of educa-
tion be arranged to include (a) travel abroad to establish liaison with
foreign institutions, Peace Corps staff and volunteers, ministries of
education, and American cultural affairs officers; (b) the appointment
of foreign students and scholars as interns in the department; (c) joint
research projects in international curriculums with foreign educators
serving as interns and staff members; (d) conferences with experts in
foreign affairs and area studies for consideration of curricular changes
and content in teacher education programs.

10. That official as well as informal relations be arranged
between state departments of education, the colleges of education,
teachers of undergraduates, and community groups interested in inter-
national affairs - local World Affairs Councils, United Nations Associa-
tions, the Foreign Policy Association, the League of Women Voters, and
similar organizations - so that the resources of these organizations can
be put to use in the educational system and can work directly with
teachers. This could include use of library and information centers,
combined regional and state forums with foreign students and scholars,
visiting speakers, joint travel-study trips, etc.
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11. That specially qualified professors from the state or other
states, returned foreign service officers, members of the United Nations
Secretariat and delegations, staff members of nongovernmental interna-
tional organizations be invited fer one to two days of discussion with
state departments of education staff members to review issues in educa-
tion and world society related to the curriculum in international affairs.

Cultural Policy and Foreign Affairs

American foreign policy suffers from an underdeveloped sense of the
importance of cultural power in the conduct of foreign affairs - the
power, that is, of ideas and values in the arts and sciences to unite
the international community around common interests and a concern for a
peaceful world order. Nowhere is this underdevelopment more obvious than
in the field of education and in the education of teachers, where the
budgets for international work are low and the policies often contra-
dictory.

The Report recommends --

1. That a major policy decision be made at the highest level of
government on the purpose and character of the work in international
education and cultural exchange, to emphasize the fact that --

(a) The use of American funds and educational manpower in inter-
naticonal affairs should be to advance the cause of internationalism in
the world community -- not simply to cultivate friendly attitudes toward
America, American culture, or American foreign policy.

(b) American education is part of a world system of education,
and American resources should be used to the fulleSt extent possible
to contribute to the welfare of all other educational systems.

(c) The education of teachers, in the United States and in all
other countries, should receive maximum attention in practical programs
designed to create a higher level of international understanding and
cooperation.

(d) All government subsidies for American students, scholars,
and intellectuals for service, research, and study abroad should be
completely open and in no case covert, and that wherever possible teach-
ing, research, and study on the part of Americans abroad be conducted in
partnership with the nationals of the host countries, or with inter-
national teams in cooperative projects.

(e) The function of the university is to increase. the store of
knowledge and to teach and disseminate that knowledge for the benefit
of mankind. Therefore, universities should not be used by their govern-
ments for research on military matters, either in secret or in open
projects. The criterion for the selection of appropriate university
projects should be whether they aid the spread of international enlighten-
ment in the arts, sciences, and technologies and whether the results of
the research could be taught to students in American or foreign univer-
sities and schools.
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(f) Since the American universities are in a favored position in
world society, with financial resources and a degree of intellectual
freedom unknown in most other countries, they have a special obligation
to set standards for intellectual behavior in relation to political and
other controls which can give leadership to the world's intellectual
community.

2. That university scholars take a more active role in following
the issues and decisions in cultural policy as these relate to national
and international affairs and take an active part in the formation of
those policies by exercising their right of criticism, review, and
political action where foreign policy is concerned.

3. That the AID program of educational assistance abroad shift
its emphasis toward the education of teachers, and that this shift be
reflected in the allocation of funds.

4. That the AID program in Vietnam be sharply increased in size
and in budget to deal with the extreme educational problems now afflict-
ing the Vietnamese people as a result of the war, and that a major part
of the effort go into the recruitment and education of teachers.

5. That a government program be developed through which qualified
Americans who have served in the armed forces in Vietnam and in other
de7eloping countries and are familiar with the language and problems of
those countries be recruited as volunteers to carry out teaching, com-
munity development, and other duties as civilians following their military
service.

6. That other programs for the development of teachers and scholars
with a knowledge of Southeast Asia be established,with a view to pre-
paring large numbers of potential aides in the rehabilitation of Viet-
namese education once the war ends as well as creating a larger body of
scholarship and public understanding in the United States of the problems
of Indo-China.

7. That the Educational and Cultural Exchange program of the
State Department concentrate more heavily on the international education
of teachers.

8. That plans be made for international festivals of the arts
to be held in the United States and elsewhere, in which actors, com-
posers, dancers, poets, painters, critics, and educators in the arts are
brought together to share their performances, to translate each other's
works, and to find ways of introducing their art forms into each other's
educational systems.

9. That conferences of American educators be sponsored by the
State Department to discuss issues in foreign policy, particularly in
relation to cultural and social affairs.

10. That regional centers, iaitiated with American funds and
administered by international committees, be established in various parts
of the world for research and study of educational problems - curriculum
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making, teaching, translation, etc. - where an international student
body could attend for periods from six months to two years, and the staff
would be recruited on a worldwide basis.

11. That existing American institutions with international con-
nections - the Smithsonian Institution, for example - organize joint
projects with students and teachers from other countries for study and
research in the natural and social sciences in order to improve the
quality of teaching on an international scale.

12. That government subsidies be arranged for student-initiated
projects in teacher education and international affairs through which
American students could join forces with students from other countries
in increasing their areas of common interest and common understanding, and
that the former CIA subsidies to student groups be replaced by larger
grants 2rotn open government and foundation sources - in each case
administered through the authority of recognized educators, as in the
case of the Fulbright awards.

13. That AID organize a research component in connection with
its educational missions, in order that some objective evaluation may
be made of the results of its educational work, and that the literature
of educational research be expanded in an international direction. The
research component could be built around projects carried out by quali-
fied university and college of education faculty members, with graduate
and undergraduate students of education recruited for the research staff
as part of their work toward a degree in education.

14. That the American Overseas Schools be developed into centers
for teacher education and international research, for practice teaching
by Americans and host nationals, and for international curriculum ex-
periments.

The Role of Students

The recommendations having to do with students stem from the basic
thesis of the Report - that the best way to learn to teach is by teaching
and that teaching is not simply a matter of imparting classroom subjects
skillfully but of entering the lives of other persons in order to help
them fulfill their intellectual and personal powers. This means the
reorganization of the whole style of instruction in the colleges and
universities, with drastic modification of the lecture system. The
lecture should be used only sparingly, in instances where it is appro-
priate. The main emphasis should be placed on making students responsible
for teaching themselves and each other, whether or not they intend to
become professional teachers when they graduate.

A corollary of this view calls for volunteer educational and social
service in the community as a regular part of college education -
particularly service in rural and urban areas, wherever student talents
can be useful - not only to help in improving the quality of community
life and education, but to give students a firsthand experience with the
raw materials of the social and behavioral sciences. This calls for a
more mobile style of college education in which summer experience, non-
resident terms, travel-study projects, weekend institutes, a semester or
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a year of foreign study and experience, a semester or year spent at a
college other than one's own, students from Negro colleges attending
predominantly white institutions and vice versa, along with other
shifts in cultural milieu, are included as .tx, basic element in educational
planning.

It also means giving major responsibility to student groups to plan
their own courses, seminars, field work and study projects, and teaching
projects in the communities. The two objections most often made to this
form of education are that students are not capable of taking so great a
responsibility without close supervision from the facult../ and that
academic credit toward a degree cannot be given for loosely supervised
work whose main emphasis is on experience rather than on academic study.
I have found both these points controverted by my own experience with
students at Sarah Lawrence College and elsewhere. The kind of supervision
to be given to student projects is of course crucial, since it must give
the freedom and responsibility for intelligent educational work and at the
same time provide some degree of guidance. But the principle is sound
and very effective in practice. In the matter of awarding credits, the
performance of students in the situations in which they are involved and
the evaluation of educational results are revealed in the outcome of the
projects, oral and written reports by the students, demonstrations, and
evaluation by the students themselves.

Although this approach has relevance for all college students in
Improving the quality of their education and their ability to function as
students, it has particular r?levance to future teachers. In what follows,
the recommendations are made with student teachers specifically in mind,
although they apply to the education of students in general. If we
educate all students as if they were going to become teachers, the quality
of their general education would itself be improved.

Recommendations about a shift in the role of students have already
been listed under the General Recommendations beginning on page 292.
What follows are more specific proposals and suggestions.

1. The opportunity for teaching should be extended into the
elementary and secondary schools by organizing the teaching system to
allow time for children to teach each othev in tutorials with appropriate
assignments made by the teacher, in team projects, in assignments of
junior high school students to groups of elementary school children, and
volunteer service by high school students in the community, especially
in poor rural areas and urban slums.

2. Education students and others should be invited to act as
tutors to foreign students and to work with them in educational and
study projects connected with the country of their origin.

3. Selected sophomores, juniors, and seniors should be invited
by university faculty members to serve as tutors and teaching assistants
for freshmen, with three-year plans made in which foreign experience by
the students during summer terms or nonresident semesters can then be
put to use in adding addi+lonal materials to existing courses in the
humanities and social sciences.
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4. Study and, if possible, practice teaching experience should'be
arranged abroad or in a "foreign" culture in the United States for all
students who expect to be teaching a foreign language or a foreign culture.

5. Special language and study projects for student teachers
should be arranged from the freshman year on in geographical areas where
direct collaboration between teachers and students in bilingual communi-
ties is possible, as in the Spanish-American region of the Southwest.

6. Through cooperation with service organizations like the
Experiment in International Living, the American Friends Service Committee,
Operation Crossroads Africa, the World University Service, etc., student
teachers should be given educational experience abroad as part of their
teacher preparation curriculum.

7. During one semaster of nonresident education, junior and
senior education students should be asked to develop teaching and com-
munity service projects in communities other than their own - for example
among the Navajos, in Appalachia, in urban communities - and to carry them
out under faculty supervision and with the cooperation of local educational
authorities and teachers.

8. Through arrangements made with foreign students already in
this country, international projects should be developed between the
foreign students and their American counterparts for joint or parallel
studies and practice in education in this country and in the country of
the foreign student's origin.

9. Curriculum projects should be developed by student teachers
studying abroad through which student film making can become part of
their contribution to-the curriculum in the schools and colleges back
home.

10. Students should be asked - where the talent and the equipment
are available - to prepare video-taped discussions with foreign students
and scholars for use in the classroom and in the community, over local
television stations, and closed-circuit television on the campus.

11. More projects should be initiated such as those developed
by Nations Incorporated in San Francisco, in which high school students
work in intensive summer sessions with foreign students and teachers
already in this country on issues in world affairs. The foreign students
can bring special kinds of insight and personal knowledge.

12. International curriculum-building projects should be initiated
by American colleges of education by establishing connections between
students in their institutions and students abroad, with exchange of tape
recordings, short stories, plays, poems and other written materials, films;,
and comparative studies of family and social life. These could be
similar to those conducted by the American Association of Colleges for
Teacher EdL.ation in its interinstitutional affiliation project.

13. A United Nations Teacher Corps should be established through
the extension of present collaboration between UNICEF and UNESCO in their
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work in teacher education. Internationally recruited student volunteers
could spend two years in a foreign country teaching, studying, working,
and living with their counterparts in order to render service to the host
country, to develop an international point of view about education, and
to prepare themselves through new curricular materials for service in
their home countries.
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