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Foreword

Throughout Man’s painful journey into contemporary times—from
his stone age cave existence through his development of nation-
states to a planetary life now made sfiddenly critical by the flash-
point compaction of new and old forces—the distance of our con-
sciousness has stretched from a few thousand feet to the outer mark-
ings of our world and the planets and stars beyond. To live ir and
more fully understand this new global life is to cope and survive it.
The once distant hustings of the world, be they hostile or friendly,
_ strange or familiar, open or closed, now to wit are set in our back-
yard. There is to be no further retreat to our protective caves of
Paleolithic times.

Undergirding those necessary visions for a global century lie the
pragmatic and down-to-earth abilities which will enable us to tra-

verse this new world with any degree of success. How are we to be,

attuned to the new necessities of survival? That is the question. In
this usefu] book on curricular strategies for undergraduate institu-
tions, Jane Edwards and Humphrey Tonkin have done their impor-
tant and very necessary work in describing what must inevitably

take place: To remove internationai education from much of its ex-

horatory and peripheral past and to put it full flush into the main-
stream of American education. In higher educition and elsewhere,
professionals understandably prefer larger conceptual canvasses to
the nuts-and-bolts business of the underlying process. But visions
will not convert to realities until we are willing to get our hands
dirty. There is enough in this book of practicai value to satisfy that
vust array of needs and practices of our colleges and universities
across the country. The test is in the doing.

Educational change never takes place in a vacuum. It is only right
to ask whether the national mood will add or detract from academic
efforts to make their institutions more global enterprises. The return
of our hostages from Iran has created a new mood of patriotism and
pride that has not been seen on these sheres since the second world
war. But whatever one’s politics, it can no longer be a matter of na-
tionalism versus internationalism, but a matter of intelligent world
leadership versus one conducted by the seat of our pants. An en-
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larged national consensus on America's place in the world has be-
come a sine qua non of our survival. Only to the degree that we de-
velop a larger citizen sophistication about global issues, and under-
stand those necessary contextual relationships of histories and cul-
tures and events, will we make certain that we will navigate as a na-
tion with the best advantage to ourselves and the. rest of mankind.

This book is one of the many outcomes of the Council on Learning’s
project on Educatien and the World View. This project has combined
a number of fact-finding efforts with recommendations for action
and the development of useful tools. All will enable institutions and
faculties to pursue the objective of stretching studen(s toward some
post-Galilean visions of their world. We are grateful to the authors
for the practical nature of the recommendations. They answer how
our encroaching world can be reflected in sound and affordable .
campus strategies. They have not underestimated the difficulties,
and the practical modesty of the necessary incremental steps they
recommend make their larger vision all the more possible.

George W Bonham
Council on Learning
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- Introduction

O wad some Pow’r the giftié gie us

To see oursels as others see us!

It wad frae mony a blunder free us,
And foolish notion

o

Robert Burns

.

a

In the darkest days of Warld War I, when German U-beats were ha-
rassing the coasts of Europe and America and the worlc looked
grim, Will Rogers sent a letter to Washington. "I have an answer to
the U-boat problem,” he wrote the Secretary of War, "and would
like to come and tell you about it.”” That august statesman was over-
joyed. Summoned into his eager presence, Rogers explaired his plan
in-a single sentence: *'Fill the U-boats full of seawater.” "‘But how in
heaven's name can we do that?" asked the puzzled Secretary.
“What do you want from me?"' replied Rogers. "I had the idea.’You
. work out the details.”

All too frequently texts on international education remain fixed at
a level of generality that does hot tolerate descent to the details of
execution. Pious hopes for a betier understanding of the world, and
for surer political decision making based on informed public opinion,

&
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Introduction

touch responsive chords amgfg educs aLe unaccompiynied

. in recent years
al changes in
of these

the world has een )
technological, econop

lion people~These changes will continue, bringing with them new op-

porturities and new problems and obliging us to continue to modify
our thinking and our ways of doing things.

Although not alone in this regard, the American system of higher
education has been relatively slow to react to these new develop-
ments. In important respects events in the world are ou.stripping
the ability of our educational, as well as other national, institutions
to respond to them. Yet it may not be overdramatic to suggest that
our success in shapir gz these educational institutions in response to
changing times will determine whether the United States, as a world
leader, can have a benign effect on the world, help avert global de-

struction, and create a better future for coming generations.

-We shall concentrate on the undergraduate curriculum—an’ edu-
eational arena in which the general goal of educatmg the citizen
about the world intersects with the need to train specialists in inter-
national affairs. The book calls for a more systematic effort tointer-
nationalize the curriculum, in order to bring it into line with new
global conditions. To an ever increasing degree we are entering an
era in which decisions will have to be arrived at collectively—
among citizens, both in the U.S. and abroad, better versed in the
complexities of foréign affairs and conflicting value systems, and
among the representatives of those citizens acting in concert cn a
worldwide scale. One fundamental key to this process is education.

When we talk of internationalizing the curriculum, we generally

13
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6 The World in the Curriculum

have in mind two goals. first, increasing the number and quality of
programs. Courses, and other opportunities for the study of interna-
tional and global affairs; and second. infusing the entire undergrad-
uate curriculum with a sense of the international ,s}nd global, so that
a growing number of courses and programs, in whatever subject,
can better reflect the realities of an increesingly interconnected
world. The first is necessary because the steady increase in our con-
tacts with other countries, and in the growth of areas of human ac-
tivity that essentially trahscend national boundaries, makes it essen-
tial that we prepare more specialists in international affairs nnd
provide them with better training.

But the second purpose may be even more important. Every citi-
zen, not just the international specialist, must 1nderstand how our
local and national concerns relate to the larger world and how reali-
ties dictate that our own aspirations be harmonized with those of
other nations and peoples. The democratic principle of consent has
always made it essential that Americans understand what they are
voting for. Only if we have an informed citizenry can we influence
and support our leaders to follow a wise course in their dealings
with the rest of ihe globe. Today. when a single military command
can trigger the destruction of our entire civilization and when both
local znd national decisions have a strong impact on the world be-
vond our own boundaries. it is imperative that the public better un-
derstand what values and whaf human necessities are at stake in
our foreign relations and in our international conduct.

While this book focuses on the undergraduate curriculum. its au-
thors are well aware of the larger context of that curriculum. There
is a direct and organic relationship between undergraduate and
graduate programs on the one hand and the education that students
receive in elementary and secondary schools on the other. Nor does
a curriculum exist independently of people, financial resources, and
physical settings. And the students who participate in that curricu- |
lum have lives extending beyond the classroom. We take these con-
nections into account, offering a prescription not for curricular re-
form in an isolated setting but for the gradual realignment of eniire
institutional structures. - B

In so doing, we are very conscious of two consideratious. First, an
insti tution wishing to bring vitality to its global and international ef-
forts must have the collective will to formulate and act upcn its |
plans. This requires leadership and skills to mobilize human and fi- |
nancial resources effectively. Second. strong and well-established
institutions have a sense of their own direction and a set of values.
however imperfect or imperfectly perceived, that preclude radical

- 14
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and sudden departures from established behavior. Hence change
must be gradual, well planned, and intellectually satisfying, pre-
serving what is good and providing a serse of direction derived at
least in part from an institution’s existing strengths and traditions.

Ideally these changes will come about through, or be accompanied
by, action at the highest level in the leadership of a college. Such ac-
tion might be triggered by determined faculty or by the declared as-
pirations of students. Without the support of the institution's lead-
ership the effort is unlikely to succeed. The model that we suggest
for this initiative is that of collective decision making, encouraged
and backed by determined leadership. We suggest that a college
wishing t~ internationalize its curriculum establish its own commit-
tee or task force to generate discussion at all levels and thus to
shape plans for action. This “‘international committee” can deter-
mine, either directly or indirectly, the priorities of the institution
with respect to international studies and how the institution’s re-
sources will be adapted to take these new priorities into account.
Abcve all, the committee, and everyone else involved in this planning
process, must be acutely aware of the fact that successful change
only comes about from a perception of shared interests. One cannot
successfully change an institution, particularly an educational one,
by forcing behavior patterns on its members. But progress cannot be
expected through serendipity alone.

We begin with a general consideration of the reasons for interna-
tionalizing the curriculum, looking briefly at how the world, and
America’s role in it, has changed in recent years. We then consider
the constraints and opportunities presented by different kinds of in-
stitutions of higher learning, stressing the fact that internationaliz-
ing the curriculum means different things in different seitings and
will have different outcomes. This takes us to the heart of our discus-
sion—the reform of existing programs and the introduction of new
ones to increase the attention given to the international aspects of
education and their centrality in the undergraduate curriculum,

We supplement our discussion of programs with a consideration

| _ of the people involved ir them and the constituencies they serve, and

go on to consider how the entire undergraduate environment can be
made more obviously global and international and how undergradu-
ate programs and the international facilities of the institution in gen-
eral can better relate with the public at all levels. We conclude with
a chapter on the financing of international programs. :

Throughout the book we stress what is to us a particularly impor-
tant reality. internationalization is already with us and a'l around
us. The revolution in communicatigns of recent years puts us in easy

15




8 The World in the Curriculum

and instant contact, with the rest of the world. That world intrudes
on us in a thousand different ways and its messages require an-

_ swers. Increasingly, Americans deal directly with people from other

countries and with foreign institutions on a daily basis in what has
in effect become an interactive world system. Hence our need for
knowledge about the world is not confined to the need to have an im-
pact on our leaders to shape foreign policy. In our various ways we
ourselves are making such policy, in our communities and in our dai-
ly lives, and'we must be enabled to do so more wisely.

We are not espousing some internationalist cause or calling for a
weakening of our international leadership. The issue for us is sim-
ple. Because people’s lives are already in large measure internation-
alized, they must internationalize their educational institutions as
well. All of us must learn to attune ourselves to this communication
and interaction with the rest of the world, and io make creative use
of it to avert disaster and incrgase the chances for humanity.

We should add & word about our own sense of the relationship be-
tween this book and the Education and the World View project in
general. Ours is not a cbnsensus document, not an attempt to sum up
the views of the initiatbrs and leaders of this project. Our assign-
ment was to take a crifical look at the orientation of American un-
dergraduate educatigh, to ask questions about the aptness of the
preparation offerfﬁﬁ‘:iay's students, and to suggest both rationale
and strategy for change. Our own institutional experience has been
primarily in a research rniversity, and this bias may reveal itself
along with other shertcomings. But we believe that much of what we
have to say is readily applicable to the broad range of American col-
leges. If we do not always give credit to those aspects of the educa-
tional system that are deserving, it is because we are here con-
cerned with areas where it is apparent that chapge is most called
for. The role of the United States in the world of the twenty-first cen-
tury will be, however defined, a leading one, and it calls for our in-

“creasing sophistication in understanding complex global issues. The

young people in college today will have difficult decisions 1o make
about theirli #s and about the life of their country. They deserve the
best unders nding of the world that we can provide.
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A World of Interconnections s

\ \

1. Our fate is bound up with the fate of others.... - -

In a world that is full of risk and challenge, education has no easy |
tasks. In some necessary fundamentals educators must be more con- |
servative than much of the rest of society. Old human and intellec-

tual vdlues and ways of thought need preserving amidst transitions. 4‘
But at the same time educators must be more revolutionary than the .
restin order to oblige society, and especially the young, to face up to
the fact that circumstazces are changing and that still greater
changes are on the way. Thus the educator must be historian and
prophet, preserver of the past and foreteller of the future.

|

At one time this mediation between the old and the new—the ‘
adaptation of society to changing opportunities—was easily associ-

ated with the idea of progress: If we educated ourselves well, we ‘

could advance our society to new heights and achievements. Science |
seemed an absolute good; industry brought prosperity and the good

life; a higher standard of living helped raise many of the world's
poor out of misery. True, even then we wefe aware of blemishes in

this picture, but the choice rested between education and progress

on the one hand and ignorance and stagnation on the other.

Today the case is significantly altered. We are more conscious of
the fact that there are risks involved in thé’advance of science and
technology, that there are peoples in the world (including members
of our own society) who do not share the traditional American enthu-

——siasm-for-material-aedvances; that-even our traditional beliefs in
democratic institutions may be perceived differently by others. We
are faced with the massive and ongoing problem of adapting to cir-

- cumstances in which vur own values cannot be considered abso-

lutes. Not only is it right and decent to act on our doubts as well as

our certainties; we must also learn to live with those around us

whoss views are different from ours. The very science and technol-

| ogy that brought our society to its present peak of achievement have

also inexorably brought us into competition with the other peoples of
|

|

the world for raw materials and markets and productive capacity.
Science and technology, of course, have also brought us new oppor-
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tunities for human advancement and, conversely, new dangers of
nuclear annihilation.

The critical choice is no longer between stagnation and progress,
but between destruction and survival. Whether. through education,
we can go beyond survival to forge a new sense of ourselves and
others as global partners remains to be seen. Though occasionally
the situafion might look bleak in this regard, v.e should remember
that thinking on such matters has advanced by leaps and bounds
through'the 1960s and 1970s. Today, whether Republicans or Demo-
crats, leaders in the nation’s foreign policy establishment speak in-
creasingly of the need to avoid a simpleminded nostalgia for a past
that cannot be recalled. *“To advocate ‘nationalism,’ as if it repre-
sented a workable alternative to ‘interrationalism,’ *' wrote Elliott
Richardson in the Wall Street Icurnal, *“can only lengthen the lag .
between reality of change and our adaptation to it.... In the end, in-
stead of riding the wave of the future, we shall be overwhelmed by
it.”" Cyrus Vance, looking back over his years at the State Depart-
ment, refers specifically to the dangers of this new nostalgia, which,
he maintains, can only lead *‘to simplistic solutions and go-it-alone il-
lusions.... Qur real problems are long-term in nature. It will not do to
reach for the dramatic act, toggek to cut through stubborn dilemmas
with a single stroke.” ?

Secretary Vance's plea for aowering of expectations and a new
realism and reflectiveness strikes home with particular force at col-
leges and universities. One can easily read it, and Elliott Richard-
son's warnings, as a recipe for indecisiveness—the capitulation of
the intellectual entrapped in his own cogitations. But if the problems
themselves are too complicated for simple solutions, it is precisely
the task of the academy to make senze of these complexities so that
humane and decisive action can issue from such understandir.gs.
Americans need educational institutions more than ever before: The
proper relationship between thought and action that they ideally
can provide is essential not simply for our local or national survival,
but that of people everywhere. )

Although these problems are great and perplexing, the American
education gystem is in many respects weil set up to deal with them.
Over the years it has shown itself remarkably adaptive to the chang-
ing needs of the communities it serves. Unlike the educational sys-
tems in many other countries it is not hidebound by central contral,
not monolithic in its structure. Local and regional control makes ex-
perimentation still possible and makes specific changes easier to in-
stitute. On the other hand, the very fact that it is bound closely to the
needs of local communities increases the difficulty of convincing
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those constituencies controlling it to look beyond their immediate
boundaries. This is true not only of elementary and secondary edu-
cation but of the sector that is our particular concern in this b ok:
undergraduate higher education. Here too, local and national biases
are apt to prevail. In undergraduate education the traditional guid-
ing principles have been education for productive citizenship and
participation in American institutions. While higher education has a
good record in certain aspects of international education, the area
has for the most part taken second place to other concerns.

In many ways the pace of change in the world is faster than the
pace of change in higher education. Academic institutions are not
keeping up with changing needs. Consider, for example, the matter
of integration of national economies. Between 1960 and 1977 direct
foreign investment in this country rose by 77 percent and our invest-
ment abroad by 123 percent. Imports of goods and services went up
246 percent and exports 202 percent. As Richard Lambert points out
(1980: 160}, *‘Direct investment in the United States from abroad is
well over $30 billion, Foreign banks in the United States have assets
exceeding $250 billion. Foreign ownership of manufacturing units
within the United States is growing apace.’” At issue here is not
whether foreign investmefit*in the Umted States is a good thing or
whether U.S, trade with the rest of the world creates stability or de-
stabilizes our economy (though they are questions that citizens ought
to be able to debate with some grasp of the issues), but the simple
fact that these changes are taking place in the world around us. Not
just Economics I but the entire curriculum, the entire professoriat,
had better pay attention to what is going on.

Consider the matter of global human contact—both transporta-
tion and electronic communications. In the brief space of 30 years or
less they have revolutionized our lives: The first regularly scheduled
jet service across the Atlantic dates from 1958, a year after the
launching of the world’s first artificial satellite. In 1965 only 5 coun-
tries possessed satellite antennas; by 1979 114 countries had anten-
nas in the Intelsat satellite system (UNFSCO 1978: 41; 1980: 62-3).
While in 1950 Americans made 900,000 overseas telephone calls, 25
years later that annual figure exceeded 60 million. Neither aircraft
nor satellite systems could function without computers—and today
computer networks dominate international communications to an
ever increasing degree. Yet the first computer—filling an entire
room and capable of only relatively simple operations—was in-
vented just 35 years ago.

L7 To what extent has American education adapted to these new re-
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alities? We refer not only to the need to teach American students
how to use these new machines but to the need to consider the
changes they have wrought on human institutions; the new institu-
tions that will be needed in the future to exploit and regulate them,
and the implications they carry for the organization of societies and
individual freedom.

We speak of competition for natural resources. Americans. who
make up 5 percent of the world's population, consume 27 percent of
the world's production of raw materials. Of the 30,000 gallons of pe-
troleum consumed worldwide per second, the United States uses
10,000. The natural resources of the world are finite, though we may
disagree on just how finite. A 1977 report of the Umted Nations con-
cluded that the world could run eut of certain minersls such as lead
and zinc as early as the year £000. Half of America’s recoverable oil
reserves have probably already been used. What do these facts
mean, notonly for Geology I, but for political science, economics, bi-
ology and psychology, and above all for Ethics I (where such a
course still exists) and Education 17 -~ ’

We speak of raising the poor out of misery. Yet human misery goes
on. The world cannot feed its people. An annual increase in food pro-
duction of 4 percent would be necessary to ensure that by 1985 the
world was adequately fed, but actual food production increases only
in the neighborhood of 2 percent. Of the 4.5 billion inhabitants of
this planet, prooably seme 1.3 billion remain chronically undernour-
ished. There are 250 million children in the world who have never
seen, and will probably never see, the inside of a classroom. Quite
apart from the massive human cost involved {a cost almost beyond
our ability to comprehend). misery breeds instability, despair breeds
violence, and no belief in the decency of democratic instutions can
prevail against the imperatives of personal, human survival. This is
no new problem, but it is one that strikes at the very heart of our
way of life in a world in which the United States, like all the other
nations in their various ways. can no longer so easily call the shots
or predetermine the outcomes. :

Our fate is bound up with the fate of others. The acid rain that
falls on Scandinavia is primarily produced in the industrial plants of
Britain and the Low Countries. Our own nuclear testing in the South
Pacific during the 1940s so damaged the homeland of the people of
Eniwetok that not even the higgest cleanup project ever attempted,
at a cnst of over $100 million, could restore the island to habitability.
In the Baltic Sea the residuals discharged by many bordering coun-
tries have already come close to destroying the sea‘s ecology Only
an unprecedented cooperative effort from nations encompassed by
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the Mediterranean seems likely to prevent that body of water from
dying. Every nation is at fault because every nation has tended to
put its own concerns first. Yet to a greater and greater extent we
are discovering that it is in our best interest to consider others’ in-
terests and to create instruments and i :stitutions of cooperation to
take the place of the confrontation politics of the past. What do Eco-
nomics I and Government I and Anthropology I and Biology I have to
tell us ebout the dynamics of this new world and about the threats
and risks involved in cooperation as well?

Perhaps out of a certain American penchant for guilt, perh ~ps be-
cause of a belief in the imminence of apocalypse, which brought
many of the first settlers here—or perhaps simply because we
sense that we carf at least do somethipg about};\merican institutions
—there is a tendency to see the faults of the wbrld as reflections of
our cwn. Or to assume, first, that it is only our own house that is ont
of order, and second, that by putting our own house to rights we
shall thereby do the same for everyore else’s. The fact, however, is
that though the world has made immense progress in recent years in
governing itself and in husbanding its resources—in_the face of
growing difficulties and complexities—the road is rutted with fail-
ures on all sides. For every dollar spent on education worldwide, 60
are spent on armaments. Nuclear confrontation, across the Bering
Strait and arching over Europe, continues. It has been joined by a
problem that promises to increase in urgency—that of nuclear pro-
liferation. The trade in so-called conventional weapons feeds dozens
of local wars. In 1975 5.5 percent of the world’s gross national pre-
duct was devoted to military expenditur2s and, while the ratio is
dropping slightly in the industrialized world, it is rising in the deve!-

_oping nations. New wealth generated by foreign investment and aid

in the developing countries has been slow to filter down to all levels
of the population. In fact, it may have done more to raise the expec-
tations of the poor through the contiguity of riches than to fulfill
these expectations. And some cf the best-intentioned efforts have
had their undesirable side effects.“The much vaunted Green Revolu-
tion, which raised crop vields dramatically, did nothing to address
the problems of food distribution and tended to put agriculture at
the mercy of machines and fossil fuels (Ehrlich 1977; Ruttan 1977,
Christensen 1978). While aid pours inio Southeast Asia from the in"
dustrialized world to ward off starvation for millions of people, that

_world continues to sell infant formula to Cambodian refugees,

though formula feeding in unhygienic and impoverished surround.,
ings may actually contribute to infant mortality.

These problems are in no sense the exclusive fault and burden oi
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the United States. Nor will a dramatic improvement in our aware-
ness of the world bring change overnight. But there is much that we
cando to increase our awareness, and our students’ awareness, of
such issues. It may be the single most important task now facing
higher education. In effect we must help our students come to grips
with what is increasingly perceived to be a single set of interlocking
concerns of almost indescribable complexity. Are our fragmented
knowledge institutions and modes of thought adequate to the need?

‘We should remember that the increase in international contact
over the past 30 years has been accompanied by unprecedented
growth in the scope and impact of international institutions. It has
evei. included some voluntary surrender of sovereignty 6n a regional
basis—in the European Economic Community, for example. In this
regard the importance of the massive consultative and cooperative
mechanism born in the United Nations Chacter of 1945 should not be
underestifated. The UN may not always do what we would like it to
do, and it may sometimes seem a mere political talking-shop. But talk
is better than war, and relations between states are, by definition,
political. The elimination of smallpox was the work of a “*political”
body, the World He<!th Organization, but that in no sense dimin-
ishes 'the importance of the task or the need to support it (Muller
1976). Supplementing such formal organizations as the UN or the Or-
ganization of American States or the Organization of African Unity
is a‘host of less formalized structures promoting the free exchange
of information across national boundaries and supporting interna-
tional cooperation in myriad ways. These are structures in which all
participants have a stake, and which to that extent help diminish
conflict and promote dialogue.

2. As Others See Us

We may choose to divide world affairs into numerous problem areas
—war and peace, hunger, disease, illiteracy, and so on. But we
should not forget that these problems manifest themselves in human
populations. Cur subject is people. Indeed, we ourselves are often
actors in the problems we study. Not only have the problems of the
world changed in scope and complexity in recent yesrs, and not only
have advances in technology created new difficulties and helped
3olve old ones, but the ideas and aspirations of much of the world
have changed—our own included. One of the greatest challenges
facing education in world affairs is the cultivation in our students of
an understanding of the motives of other people and of the social and
psychological (and historical) settings that cause th»m to think and
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act as they do. Unmitigated malevolence is a poor motivator: Most
people, even when they do wrong, think they are doing right. We
must learn to understand others’ motives, as well as our own, with
greater sophistication.

As technology flowsg,outward from the industrialized nations, and
as knowledge of thes@nations becomes more widaspread in the de-
veloping countries {accelerated by advances in mass communica-
tions), the aspirations of the developing peoples grow to keep pace.
This should come as nosurprise, nor should it necessarily be a cause
for dismay. But it is the biggest single change<n the complexion of
world power in the last 20 years and it is a process little understood
in this country. American education and the American media have
exposed the leaders of many of the developing nations to the riches
of this country. Their reaction has not always been an easy acqui-
escence to the status quo. In fact, the emergent self-awareness of
many of the new nations has produced a riptide, an undercurrent, in
the flow of knowledge and technology from the developed to the de-

_ veloping worlds. Are we not victims, these nations ask, of a new co-

lonization, in which technology now plays the role of the colonia)]
army and we continue to serve the needs of foreign economies?
There is talk of a New International Economic Order, based (accord-
ing to the-declaration accepted by the United Nations in 1974) *‘on
equity, sovereign equality, mterdependence, common interest, and
cooperation among all States.” The so-called NIEO is in certain re- .
spects a political stick with which to beat the industrialized nations,
but the aspirations it expresses are also serious ones, which we
must learn to understand.

There is a dilemma at the heart of these new stirrings of political
will. On the one hand, the.new nations want to share in the wealth of
the industrialized countries. On the other, they are eager to pre-
serve mdny of their traditional values. Sometimes it serves the inter-
ests of those in political power to stress technological advancement
and modernization. Sometimes they see in their own traditional cul-
tures fsatures that are politically useful. But in a larger sense, a
sense transcending the political predilections of this or that ruling
elite, the arguments for the preservation of a measure of diversity -
are very strong

This stress on cultural autonomy and mterdependence isinparta
result of recent spectacular advances in communications technology
—a field in which the United.States continues to dominate (Tunstall
1976, 4977). Currently this copatry controls more than half the
world market in computer hardware and its hold on the software
market is still greater. Two of the world’s four major news agencies
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are American and the other two are in the hands of ex-colonial
powers. Films and television series earn $200 million in exports an-
nually for this country and four of the five largest record distribu-
tors are American. The United States also dominates in the produc- °
tion and use of artificial satellites. It is argued by many in the devel-
oping world that the flow of communications is all in‘one direction
—from the developed to the developing world. The new nations feel
tied to the intellectual apron strings of the old and they resent the in-
trusion of Western, and particularly American, ways of thinking on
societies that have their own values and ways of doing things. In the
nations' wish for a new order of communication, the subject of in-
tense debate in UNESCO and elsewhere in recent years (Masmoudi
1978; El-Oteifi 1979) is a desire to create and preserve a separate
identity, and not to succumb to the same values as those that prevail
in the indystrialized countries. To what extent is such an aspiration
right and proper? To what extent is if legitimate to restrict the flow
of communication? To what extent are such restrictions mere ex-
cuses for political repression? The West i deeply skeptical of the
motives of the developing countries; a similar skepticism toward the
West prevails among the developing nations.

We unude to this sometimes acrimonious debate because it is a
good example of the way in which politics and moral imperatives are
intertwined in pur dealings with the Third World. The very fact that
the debate can be conducted st all is one indication of how interna-
tional relations have changed over the past 30 years or so. The new
states have found a voice in the United Nations, and the best en-

.dowed among them have also discovered economic power.

Nevertheless, the predomirance of economic power in the world
continues to lie on the northern side of the world, among the large in-
dustrialized nations. Here, too, the situation has changed dramatic-
ally in recent years. At the coré of Western Europe, in the European
Community, lies a partially integrated economy, pulled this way and
that by internal rivalries but integrated in many respects. The Com-
munity is now expanding to take in new members. Its external trade
is increasingly enmeshed with the nations of Eastern Europe, who
have pulled away from the Soviet Union and now pursue often inde-
pendent courses, though éonstantly held in check by their master to
the east. Japan, South Korea, Singapore, and others have taken their
places among the major industrialized powers. China, the great enig-
ma, clouds the foreign policy considerations of everyone. And
through it all the rivalry between the United States and the Soviet
Union goes on, and the sguabbles and quarrels of i:dividual nations
take place in the constant shadow of the nuclear threat.
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Tho\ he East-West rivalry may be a constant in the world ar-
ray of poweg, recent events have shown with stariling clarity that
neither grouping of nations is menolithic. Nor is the Soviet Union
winning the hearts and minds of the developing worl, In {act, there
is every indication that a new pluralism, a new polycentrism, is en-
tering the relations among states. The old residual alliances are
brecking up and a new pragmatism is appearing. This fact in itself
only confirms the importance of an understanding of people and
their motives. At the best of timag one nation can only hope to have
an inkling of the motives behind the actions of anothgr. We must
learn to understand how peogple feel about us, about cne another,
about their places in the world; 'and we must act on this understand-
ing, whether as specialists in world affairs, as leaders and opinion
makers. or as ordinary cifizens.

3. The Response of the United States

When we turn from consideration of other countries” attitudes to-
ward the Upited Statec {and they are obviously far more complex
and diverse than our brief comments could suggest), and look at . 1r
own attitudes to the rest of the world, the record is mixed. The 1970s
have been puzzling years for this country, beginning and ending with
events of ironic significance. The decade began with our invasion of
Cambodia, which broke on April 30, 1970, as the United States tried
vainly to contai.. the war by expanding it. On December 29, 1979,
the Soviet Union invaded Afghanistan. prompted by motives seem-
ingly as self-contradictory as those of its archrival 10 years earlier.
In 1970 the United States vetoed in the Security Council the eco-
nomic isolation of Rhodesia; in 1980 it activelv supported Zimbab-
vsean independence. And in November 1979 53 Americans were
taken hostage in Tehran and suffered 444 days of captivity.

While there are those who delight in pointing to the ineptitudes of
the United States in one country after angther, our record is no
worse, and may be considerably better, than that of other nations.
But the fact remains that we are insufficiently prepared to cope with
the complexities of the new world order that is gradually and inexor
ably coming upon us. Kelier and Roel (1980: 81) point out thet

"studies in television suggest that Americans receive less exposure
to foreign countries than any other people in the world" with the
possible exception of China. Content analysis of the popular press
produces comparable results. In 1945 some 2,500 staff correspon-
dents from the American press were stationed abroad; 30 years
later the number had dropped to 429. There may be many reasons
for this, not all of them indicating a decline in interest or quality, b+ *
the figures are disturbing.
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Educational statistics are also worrying—at every level. 'I‘ihe
teaching of foreign languages in elementary schools, an expanding
sector in the midsixties, has now more or less stopped altogether,
While 24 percent of American high school students were studying a
language in 1965, by 1976 the figure had fallen to 18 percent. Be-
twaen 1968 and 1977 enrollment in college language courses fell
by 17.7 percent. Nor do the stafistics show a rise in interest in
other aspects of international studies. As for the federal govern-
" ment, its funding of international studies in colleges and universities
has declined steadily over tke past 10 or 15 years—in fact, by as
much as 50 percent in real dollars over a° 10-year period (Pres.
Comm. 1979: 6), ’

It is curious that tHis lack of awareness of international affairs
and international expertise is taking place at a time when the need
is greatest. It has negative effects in many ways. First, there is a
shortage of skilled experts in international affairs—experts trained._
in leading universities, with specialized knowledge of particular
fielde .or geographical areas. Second, relatively little attention is
given to the international dimension in the general education of our
school and college students. This means that the public is less con-
scious than it might be of the degree and nature of America’s in-
volvement with the world beyond its borders and of the options and
constraints involved. Third, and related to this, the relative lack of
attention to world events in the mass media tends to reinforce and
. compound the problem.

With respect to each of these areas—specialized education, gen-
eral education, public opinion—there is a growing uneasiness on the
part of many Americans about our readiness to grapple with the
problems of today and tomorrow. That in itself is encouraging. Kel-
ler and Roel, quoted earlier, prepared their report at the behest of
the Modern Language Association of America, whose task forces on
language and public life have done much to alert the nation’s intel-
lectual leaders to the gravity of the situation. Within months of the
establishment of the MLA task forces came the decision to establish
a President's Czmmission on Language and International Stugies,
which filed its report in lat. 1979, Legislation on Capitol Hill, stirr-
ings among curriculum planners at dll educational levels, growing
interest in the problem among business leaders—all these factors
suggest that now is the time to bring about some change of direction )
and priorities with respect to the role of international awareness
and international studies in this country.

The problem of educating and effectively utilizing experts in for-
eign aftairs is an old one. The activities of the United States in inter-
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national commerce, for example, have gone on for the most part out-
side the intellectual reach of university-trained specialists in inter-
national affairs. Given the extent to which emphasis is placed on the
college training of future business people in this country, and the ex-
tent to which commerce does indeed call on the assistance of univer-
sity-trained specialists in management and finance, this relative
failure to reach beyond management into the international fields
seems puzzling at the least.

Likewise it is a common cry among legislators, government offi-
cials, and outside critics that so many of our foreign policy decisions
are made without adequate consideration of local conditions or
without adequate recourse to specialist knowledge. Despite numer-
ous studies on the matter and a great deal of righteous indignation,
the precise nature of the problem remains unclear. There is evi-
dence that on certain subjects and areas there simply exist no spe-
cialists, or so few as to make little difference. In other iristances the
experis exist but they are not consulted. In yet other cases the ex-
perts exist and are consulted but their advice is ignored. Of course,
universities and governments are engaged in very different enter-
prises, and establishing effective working relationships between the
two will always be difficult. It is the function of academics to raise
complex questions, and it is the function of people in government or
commerce to provide clear answers. The questions have a way of in-
terfering with the answers: Sometimes one can come up with neater-
sounding solutious to problems by ignoring (either consciously or un-
consciously) the accumulation of evidence. Occasionally large bu-
reaucracies may work out complex mechanisms to circumvent the
"‘messy"’ questions altogether. The fate of U.S. China specialists dur-
ing the Cold War is one example of this process: Their views con-
flicted with the preconceptions of senior policy makers, so they were
labeled subversive and shunted aside {Koen 1974: 113-94). McCar-
thyism did untold damage by limiting the flow of objective informa-
tion and by exacting penalties, explicit or tacit, for the use of such
vbjective information as did get through.

The view is widely held that, in the aftermath of the McCarthy
era, the United Staies misjudged the situation in Vietnam out of ig-
norance of local conditions. Our collective knowledge of the Viet-
namese language and people was certainly marginal at the onset of

. the war: Fven at its end the number of experts remained small. But

courses in Vietnamese were being offered as early as t.e midfifties
at Cornell, Michigan State, and the universities of Washington and
Hawaii. There is little evidence that the expestise so generated was
eyer fully used. Officials in Washington chicse to ignore the advice of
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Foreign Service officers in the field, who were largely opposed to the
kind of involvement subsequently undertaken: decisions were appar-
ently made primarily on the basis of priorities already set, having to
do with European politics and the alliance with the French, rather
than on any clear understanding of the political or social reality in
Southeast Asia (Luce 1972; Chaliand 1972; FitzGerald 1972). In Iran
we may have made many of the same mistakes. Barry Rubin's recent
study on that country shows how, as in.Indochina, policy decisions
tended to shape people's perceptions rather than the other way
about (Rubin 1980: 208). There continue to be startlingly few
speakers of Farsi in the Foreign Service or Iran experts in govern-
ment in general (despite the existence of strong programs on Iran in
our universities).

Recent events in Iran, Afghanistan, and Southeast Asia have
‘made clear once again that the existence of a cadre of experts in the
universities does not necessarily imply their utilization by our politi-
cal leadership. The fault may not lie exclusively with government of-
ficials or politicians: Much of this expertise may be in topics or in
approaches not easily accessible to the formulators of foreign pol- -
icy. Mechanisms for increasing the responsiveness of universities to
national needs are probably required and a broader sense of those
national needs on the part of government would clearly help. For-
eign affairs agencies do not always make effective use of the special-
ists they recruit: Career executives are encouraged to become gen-
eralists, not specialists (Berryman and others 1979: 45). And many
experts, for one reason or another, are never recruited at gll.

The use of specialists in international affairs by government and
business is only the tip of a very large iceberg. Specialists do not ex-
ist in a vacuum, byt thsir employment results from a felt need on the
part of generalists and, ir some less direct gense, on the part of the
public. Only when the electorate insists that foreign policy decisions
be made on the basis of all available evidence, and only when the
public is willing to consider available options, wili the foreign policy
expert, the area studies expert, the linguist, be used as he or she
should. This leads again to the problem that is our main concern in
this book—that of general educaticn.

For numerous reasons this is not an easy problem. Historically, as
many scholars have pointed out, our American society is assi-
milationist and integrationist. Qver the years we have absorbed a
vast range of nationalities and races whose overriding desire has
been to beccme American, to differentiate themselves from those
they left behind and break the old ties. This process of absorption
has led inevitably to a concentration on American ideas and values
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(Rudolph 1977: 65'—ideas and values which, because of the very
fact that they are not the natural heritage of many of those who es-
pouse them, must be repeatedly articulated, written down, recited,
and reaffirmed.

This long melting pot tradition may now be weakening. We place
more emphasis on ethnicity than we once did—with results disquiet- .
ing to many who value a sense of American cultural homogeneity.
Our socisty to an increasing degree recognizes the importance of
cultural diversity and differing personal roots. There is at least
some effort to learn more about the countries from which our ances-
tors came, and even to revive and maintain their customs and lan-
guages in the new American setting. Of course, ethnicity may simply
produce what Bruce LaBrack {1980}, in a different context. has
called "dual ethnocentrism™—dedication to the imagined virtues of
a single nation or people in addition to the United States. Neverthe-
less, it does admit the possibility of diversity and can lead us to ap-
preciatediversity in others. With 12 million native speakers of Span-
ishin our midst, most of them born and raised in this country, we are
one of the world’s largest Spanish-speaking countries (Hayden
1977), but it is only in recent years, through the bilingual education
movement (with all its own vicissitudes) and an increasing aware-
ness of the legal rights of Spanish speakers, that we have begun to
appreciate this fact.

Aiding our efforts are other factors. More Americans are travel-
ing abroad. More and more foreign visitors are coming to this coun-
try. The influence of other nations on our economy and our way of
life is observable at every turn. To a greater and greater extent we
are obliged to deal with other peoples as equals. Itis not exactly that
the United States is shifting from a condition of isolatior into active
participation in world affairs, but that it is learning, or must learn,
how to become a partner rather than a dominant power. What Sena-
tor William Fulbright (1966) called the "‘arrogance of power”—a
sense of manifest destiny concerning America's role in the world—
has probably always been animproper way of handling our intcrna-
tional relations, but it has now become impractical as well.

Education is not the only element needed in the adaptation of the
United States to this new view of the world, but it is one of the most
important. If educators do not take ’..e lead in making the public
more aware of the world and in creating a sense of world responsi-
bility and global values among our citizens, it is difficult to know who
will. Andif our schoolmasters are not ourselves, they may ultimately
prove to be our rivals, whose mode of education is more abrupt,
more painful, more demoralizing. The place to start, then, is in
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school and college curricula, in the attitudes of educatqrs, and in
their prescriptions for their students. .

4. Beyond Nostalgia

As Secretary Vance pointed out, the United States may feel nostalgic
for the old simplicity, for a time when supposedly the nations were
uncomplaining and the old spirit of expansion was still alive, but it
cannot be brought back. Indeed, we more than anyone else were re-
sponsible for its demise. Naked force is no answer. Technology
largely developed in the United States now ensures that the miseries
of war flash instantaneously on television screens all across the
world. It is partly due to American leadership that the smaller and
" weaker nations are able to raise their voices in the chambers of the
UN. The dimension of human psychology and human understanding
‘now has its place firmly established in the art of war as well as the
art of peace. As one student of the science of military strategy puts
it, “Bad anthropology makes for bad strategy” (Bernard Brodie,
_ quoted by Howard, 1980).

It is fashionable, and has been for a number of years, to suggest
that the world is becoming increasingly complicated. But such a
view is an oversimplification. It is not that the world is more compli-
cated but that we have cultivated a more complicated approach to
it, as we become more aware of the limits of power and as greater
participation in decision making (again, largely a consequence of the
revolution in communications) gives more voices the power to be
heard. Above all, the ever present awareness that we possess the

power to destroy ourselves, through environmental as well as nu-

clear catastrophe, adds to each decision a new dimension of agony.
“‘A democracy,” wrote de Tocqueville, ‘‘cannot get at the truth with-
ot oxperience, and many nations may perish for lack of the time to
discover their mistakes.” We would not be the first to attribute to de
Tocqueville an uncanny clairvoyance: What was once true of na-
tions is now true of humanity itself. As was noted by a recent Club of
Rome report, arguing for a new type of learning, we can no longer
hope to learn only from experience, for the experience may be fatal
{Botkin, Elmandjra, Malitza: 1979).

Many feel that the old battles of national sovereignty are, or ought
to be, outdated and that world loyalties will gradually outstrip na-
tional loyalties. But another, largely unspoken, attitude sharpens re-
sistance to this view. Many people fear that the inculcation of
“global’’ values, of a world view of things, will somehow weaken the
national resolve of our own society and expose us to the manipula-
tion of other nations. But neither innocence nor ignorance provides
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protection against manipulation. Lack of knowledge may on occa-
sion make action easier, but it also heightens the probability that
such action will prove self-defeating. We must have the courage to
seek out, and act upon, the international facts of life.

The realities of interdependence are with us all. Interdependence
is not so much an ideal as a very simple fact. Even those who fear it
must learn to understand it, if only to set limits to it. At issue is
whether we shall manage interdependence effectively, not whether
we have the collective capability to wish it away.
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American Higher Education and the World View_

1. The Ainerican World of Learning

Is the American educational system ready for the changes implied
in the notion of the United States working in cooperation with other
nations, given today’s complexitiss? Any generalization about the
American highe: education systen is dangerous: }t has been distin-
guished by nothing so much 2z diversity. Nevertheless, if we look
back at the history of highar education in this country, we find that
the curriculum has, on ihe whole, adapted remarkably well to the
changing needs of American society—at least as those needs were
perceived at the time. The propelling reasons for this adaptation
were not for the most part intellectual: The American educational
system has been less than successful in distinguishing the enduring
and important from the transitory and less important. The reasons
arose largely from the fact that throughout much of its history Amer-
ican higher education has kept pace with, or even outstripped, the
demand for its services. In fact, there has been a surplus of college
places, and perhaps of colleges, over the stretch of the history of
American institutions. The present condition, in which colleges are
threatened with shrinking enrollments, was familiar indeed to many
college administrators in nineteenth-century America {Rudolph
1977: 172-3). The student has always been an important determinant
of college curricula.

Furthermore, American colleges and universities have always ra-
garded themselves as social institutions and, to a greater or lesser
extent, a part of the broader political fabric of the nation. Almost
from its beginning Harvard College trained administrators as well
as young men for the ministry, and the colonial colleges sducated
that small elite that ultimately would kick over the British traces.
The great expansion of higher education in the nineteenth century
was in large part a product, and a causs, of the opening of the Mid-
west and the West. Many new colleges and universities were geared
to the immediate practical concerns of a nation in need of teachers,
engineers, and specialists in agriculture. And the system was not
hidebound, as it was in Britain, for example, by centralized control
or the need for government approval; if there was a felt need, some-
one moved in and filled it.
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Many of the colleges were, of course, founded and run by the
states themselves. Others benefited from private philanthropy,
again frequently of a practical bent, emphasizing social usefulness.
In our own day the system would collapse without the active support
of governments at the local, state, and federal levels. The largesse of
the federal government is in no sense disinterested, and since the
Second World War governmental influence in higher education has
grown steadily more pervasive. It has entered the field after the
fact, as it were, and has concerned itself not with the establishment
of institutions of higher education but with the purchase of a wide
array of services. In short, interventions from outside education
have in many respects controlled the educational purse strings. On
the other hand, though much of the system is tied closely to public
agencies, it still gives at least the appearance of independence.

This independence, the sense that much of the system of higher
educatior is its own master, coupled with that moral strain that has
been part of American culture and society from the beginning, has
caused American educators to wonder repeatedly about the higher
goals of their calling and the institutions they serve. Perhaps be-
cause of that utopian awareness that they were building ingtitutions
from the ground up and were free to shape them untrammeled by the
constraints besetting their European counterparts, the founders of
colleges felt more of a need to explain themselves. The idea of the
liberal erts, transplanted from European classicism, became the jus-
tification for what was essentially a new kind of civic education, de-
rived from moral philosophy but in tune with the developing nation-
state. "Unless a general acquaintance with many branches of know-
ledge, yood as far as it goes, be attainable by great numbers of men,
there can be no such thing as an intelligent public opinion,” de-
clared Charles William Eliot in his inaugural address at Harvard,
“and in the modern world the intelligence of public opinion is the
one condition of social progress.” His sentiments have been echoed
and were to be restated to the point of platitude in the succeeding
century. In this sense the American system of higher education has
had at its very center the high ideals of the American Constitution
and the practical realities of the country. In so far as these constitu-
tional ideals coincide with the aspirations of all humanity, the Amer-
ican system can be regarded as already international in spirit. “The
profoundest and most wide-seeing minds of Greece and Rome,” re-
marked Alexis de Tocqueville, ‘' never managed to grasp the very
general but very simple conception of the likeness of all men and of
the equal right of all at birth to liberty.”

But it is this conviction of common humanity, which de T ocqueville
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identifjed in the American spirit, that in certain respects makes
chang difficult. The belief that all the rest of the world is like us,
tffough this beiief may be derived from ihe most laudabie of princi-
ples, makss for a certain inflexibility in coming to terms with the as-
pirations of those who do not share these ideals, whose background
and culture and upbringing have been different, or who have in-
herited a different set of social structures. American enthusiasm for
human decency, defined in American terms, can be variously potent,
touching, or oppressive. Precisely because of the close link beiween
the espousal of these principles and the country’s institutiens, even
American virtue becomes a kind of national institution. It forms alli-
ances with other, less palatable institutions, and the whole becomes
eminently exportable This must surely be the only nation in the
world where automcbile manufacturers produce commercials
claiming that they have helped guarantee the constitutional right to
freedom of movement.

Although the American college or university has proven its
adaptability, and although it has been hospitable to (indeed, derived
from)ideas from abroad, it is not by nature or history a disinterested
and expansive internatiunal institution. The countries of Western
Europe had universities before they became fully aware of them-
selves as nations, with national needs and priorities. Bologna, Paris,

. Oxford, Cambridge—these institutions served what was in effect an

international clientele. Later they became parts of what could be de-
scribed as national systems of higher educa‘ion and in several cases
have become more ethnocentric today than many American univer-
sities. Nevertheless, the United Sta‘zs lacks this pa ticular interna-
tional legacy. The Lailders of Johns Hopkins or Cafi 15 University
or Clark University—institutions created in the late" eenth cen-
tury essentially as graduate and research umversmes—-had the
model of the German universities in mind, but in practice they cre-
ated elements in a national system, with nationel priorities.

Because of its interest in technology, to which it was more recep-
tive than many of its European counterparts, and its interest in e
search, the American university has had a profound effect on the
economies and thinking of large parts of the world. The United
States is the world's greatest supplier of education as a commodity.
It plays host to an enormous number of education-related visitors
—researchers, students, faculty members—from every corner of
the world. As noted earlier, the foreign student is frequently the
agent of change in the developing world; returning home, he or she
shapes new countries in terms and in fo.ms familiar to the inhabi-
tants of the o!d. Through this process of educating and returning, the

4
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influence of Western technology and Western institutions expands.
But despite their numbers, foreign,students have relatively little ef-
fect on the institutions at which they study. They come essentially as
clients on our terms. Though we do worry from time to time about
the adjustment of our system to suit the needs of the foreigner (e.g.,
Myer 1979), the fact of educating large parts of the globe has not led
to the articulation of an international mission in a larger sense: We
perceive as our firet mission the service of our home ground.

We are confronted, then, with a paradox: The United States edu:
cates a larger number of foreign naticnals than any other country.
Yet, institutionally, it remains largely oblivious to this fact. One of
the tasks befors us is to create a greater sense of reciprocity, learn-
ing from our foreign visitors as well as teaching them, and modifying
our thinking about ourselves and our place in the world, The truth is
that while American education has, by its concentration on the par-
ticulars of technology, changed in a fundamental way the daily lives
of much of the globe, it has been less successful in setting these ex-
traordinary advances in an ethical; ruman context. It is not so much
that we have internationalized the American system through this
process as that we have Americanized the international system:
much of the international eroanization of knowledge, particularly in
the social sciences, has t« .n on an American cast, dominated by
. the English language and by American thought patterns. As Ameri-
ca’s share in the world economy lessens, it may prove impossible to
sustain this American world of learning and we may be forced to
adapt to new pressures and modes of thought. Yet we may not be
ready to do so. >

~

2. Obstacles to the World View

The history of Amsrican higher education is the history of the inter-
action of its clients. In each case—private philanthropy; stadents:
local, state, and federal governments —a clearly definable.investor
bought into the system and affected its policies and direction. The
colonial colleges laid the groundwork for the development of a very
different set of institutions in the Midwest as that area opened up.
These institutions grew in parallel with the research universities.
The country moved gradually from colonies to national development
to national maturity. But the next stage—from national to interna-
tional status—lacks an obvious patron. Thus, transforming a nation-
aily oriented educational system into one that takes into consider-
ation, to a degree proportional to recent shifts, the importance of an
international approach will be difficult at best. At the moment its
main ally is an altogether dubious one—the federal government,
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whose concern, when all is said and done, is not necessarily with
committing higher education to an international perspective but
with strengthening America's role in the world:

It is an uneasy alliance, not least because much of it goes on, at
least as far as international affairs are concerned, in an atmosphere
of crisis. The federal government’s involvement in higher education,
of course, goes back to the early nineteenth century {Mayville 1980).
The Morrill Act of 1862 made possible a decisive expansion of the
commitment of the states to higher education. But the federal gov-
ernment’s direct involvement in curricular matters came about ini-
tialiy as a result of the crash programs devised during the Second
World War to provide specialists in international affairs-urgently
needad at the time. The Second World War, in fact, stands like a
great watershed betwsen a world centered on Europe and North
America and today's polycentric world. It is not exactly that the Sec-
ond World War cpened up the rest of the world, but that the rest of
the world intruded on trade patterns traditionally controlled
and managed By the powers of Europe and North America. A En-
ropean war became truly international at that point when Japane
planes crossed the Pacific—when distance was conquered by tech-
nology. This process has been accelerating ever since.

In the 1950s and 1960s the United States could afford, at least in
some measurs, the eccentricities of a State Department devoted to a
Manichaean approach to foreign affairs. The country’s hold on for-
eign markets stood firm, its industry prosperous, its resolve, despite
Korea, largely unchallenged. And the Korean War was different
from the war in Vietnam-—much closer, in fact, {o the model of the
two world wars, with clearly defined fronts and opposing armies.
With little need for knowledge of other peoples, in the rariod follow-
ing the Allied victory, the United States did relatively  le to adapt
its training to accommodate its changing world role.

Voices were raised even in the fifties to depldte this state of af-
fairs. The launching of the Ford Foundation Area Fellowship Pro-
gram in 1952 marked the beginning of what was to become the hey-
day of foundation funding for international programs—in which
Carnegis, Rockefeller, and others soon joined. And the vision that
created the United Nations, that went into the writing of the Univer-
sal Declaration of Human Rights and into the Constitution of
UNESCO, with is ringipg declaration that *‘since wars begin in the
minds of men, it is in the minds of men that the defenses of peace
must be constructed’ —this vision certainly led to importeat efforts
at curricular reform and the introduction of international elements
into the curriculum. There was a marked increass in irterest, for ex:

[}
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ample, in the need to train Americans in other languages. During
this period significant international courses entered the curricula
of government and political science departments and began to ap-
pear in economics programs. Programs in international relations
multiplied all across the country. '

But it was no homegrown crisis or local Cassandra that precipi-
tated the biggest change. The launching of Sputnik in 1957 did more
to advance American awareness of the need to compete education-
ally than any other single modern event. What before had appeared
as primarily a political and military rivalry between the United
States and the Soviet Union took on the appearance of a scientific
and educational rivalry, and government, at least, rose to the occa-
sion. The National Defense Education Act of 1958 helped lay the
groundwork for a shift in U.S. interests overseas, as attention moved
from the rebuilding of Europe to the development of the newly inde-
pendent nations of Africa and Asia. In this raspect it paralleled simi-
lar initiatives in our foreign aid programs. By putting new resources
into high schools and colleges, the act led to a positive explosion of
interest in area studies. Although NDEA can be seen as an effort to
outflank the Soviet Union in a bid for the economic and political
spoils of the crumbling overseas empires of Europe (the parallels
with Britain and Russia and the Tyrkish Empire in the 1870s are
striking), it contributed to a growig® acknowledgment of pluralism

* and a general optimism about the ability of the United Stdtes to im-

‘prove the conditfon of the developing nations- -gn gptimism that also
helped lead to thre creation of the Peace Corps itf the earlv 1960s.

. The opening of area sjudies centers on many campuses had an in-
direct, though importaht, effect on undergraduate programs, ex-
tending the range of electives to take in new partssof the globe and
giving increased attention to the non-European world. Nes: courses
in -comparative development or in comparative political systems be- .
gan to appear; there was an increase of interest in nbn-Western re-
ligions (though the causes of this were complex); there also occuyred
a notable incrgase in the vange of geographical interest on the'part
of history de\partrnents: )

But essentially this process constituted a kind of filtering down
from newsgraduate programs, and such subjetts were not se ’much
iaken into doqount by the planners of the curriculum as added on in
expansion of resources, facilities, and faculty. Al-
though undergradwate rather than graduate enrollments were in the
majority from the beégjnning (Lambert 1974: 375-87) and NDEA hgd
made &llocations for raduate programs from the start, then
as now, graduate programs determined‘hiring decisions and most in-
ternal resource allocations, inevitably shaping the nature of under-
graduate courses and programs offered. The reality is that, even if
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the options increased, the basic curricula of colleges remained es-
sentially unchanged. It would be mere carping to suggest that the
federal money invested in urea studies and related activities during
this period did not have as mych effect on underg- aduate education
as it should have. In any case, the primary aim of the funding was to
create specialists not generalists, and to train graduate students,
not undergraduates. ’

But, as with the State Department China hands, we can only re-
gret that the existence of knowledge and resources, made possible
the government, was limited in its effect by inhospitable struc-
tires: The integration of area studies programs into the universities,
edrnestly desired by many in the academy, was neither as rapid nor
astomplete as it might have been. In fact, the very existence of out-
sid& money allowed specialists in area studies and international
s to carry on their work under the aegis of universities without
naving to confront these universities directly on intellectual groynds
g about a change in their thinking. When, 10 or 12 ypkars
1{7\‘31‘. the expansion slowed and retrenchment ultimately set ifi; most
t

the old curriculum had survived. It was often the new arrivals
at withered and died, never having felt the necessity to secure a
place for themselves in the center of the academic enterprise.

We might contrast this with the experiences of an earlier era. The
departmentalization of the research universities was prime.uy a
product of the particular needs of the natural sciences and, : 0 a les-
set extent, of the social sciences. The humanities followad this trend
primarily to secure equal treatment in an increasingly rigidly di-
vided structure. In fact, the humanities, primarily in the twenties
and thirties, entered what might best be described as a pseudoscien-
tific period, in which they imitated the methodologies of the sciences
and sought an exactness that it was probably never their nature to
achieve. But one of the cnnsequences of this sacrifice of inte-
grity—this espousal of a methed in many respects alien to them—
was their acceptance inte the departmental structure and their en-
suring of tueir futu~e. One might argue whether the results of such
security were beneficial or detrimental. Did a field like English real- -
ly prosper by the application of methods that vested every literary
text with importance and led to a virtually endless proliferation of
scholarly studies based on what were in many instances texts intel-
lectually unworthy of the loving attention they received? Regardless
of our answer, it was the creation of a discipline of English, the de-
marcation of a piece of intellectual turf, that assured the future of
the field, It is this process of institutional socialization that has been
lacking in the development of area studies programs and centers.
They have never been cbliged to engage the central concerns of the
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acéddemy in direct intellectual debate, and their priorities in which
those concerns are ordered have largely remained unchanged.

For reasons such as these many specialists in international
studies now find themselves in difficult straits. Inevitably they look
to the federal government for further sustenance. The recent report
of the President’s Commission on Foreign Language and Internation-
al Studies devotes much attention (understandably, perhaps, given
its charge) to ways in which the federal governmentghould support
international studies—but in today’s context what is ultimately far
more important is the definition and articulation of the goals and pri-
orities of the eatire community of teachers and scholars gngaged in
aspects of international education. The challenge is less financial
than intellectual: The academy at large must come to terms with the
implications of international education, and it is probably only the
international education community that can bring that about.

It is perhaps ironic that the great crisis in the disciplines came
later, at a time when, in the agomes of the iatg sixties and early se-
venties, colleges and universities were accused of functioning as a
kind -of invisible government and condoning the foreign policy of the
United States. At the same time, the full-blown expansion of higher
education had made tough intellectual decisions about the nature of
the discipline3 themselves and about their philosophical priorities
unnecessary, or avoidable. In fact, the very structure of knowledge
in terms of so many disciplines, inventions for the most part of the
nineteenth and early twentieth centuries, was called into question.
aund their apologists were ill equipped to defend them.

Some of this dispute has now died down, in part becauss many dis-
sidents have chosen to leave the academy, and in part because the
imperatives of job security and advancement, to say nothing of the
need to prove to students that they can move easily into the job mar-
ket, have brought an uneasy conformity. But for all that some aca-

-demics might wish it, there can be no going back. The world of 1950

and 1960 has gone; we live in a fool's paradise to think otherwise
We are left with the task of building new structurésroradapting thr
old. to deal with a world in which the United States no longer holds
sway, and in which the received values of the past can no longer pre-
vail without scrutiny, -

The college administrator or faculty member atteffipting to ex-
pand an institution’s commitment to the teaching of international af-
fairs must nonetheless come to terms with what might be called the
ideclogical block of learning about the world. It appears in many

/
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forms in the academy. We naturally recoil from unpalatable truths
and there is much about today’s world that we would rather not con-
front. Even education, devoted to the pursuit of knowledge and moti-
vated by the desire to understand, is not immune to such psychologi-
cal obstacles. It may not be enough to cgunter with the observation
that knowledge of the world acquaints us with challénges as well as
disasters, opportunities as well as fearsome truths, but the point is
n-netheless worth making. Of course, opposition to change seldoin
takes the form of direct address on the issues. Efforts to increase at-
tention to international matters in the curriculum will be blocked not
so much by arguments about their irrelevance as by problems of
scheduling, and money, and by appeals to the need to maintain exist-
ing courses and programs—and to the need for intellectual rigor.
These arguments are important, but they need to be looked at dis-
passionately and with care” I is~egmetimes better to face these is-
sues head-on—to ask ourselves questions about priorities and to
proceed by substitution rather than addition.

Even among those who believe the attention to international mat-
ters in the average college curriculum is inadequate, there will exist
sharp differences of opinion on how such lacks should be remedied.
We must distinguish here between efforts to understand the world
on our terms—in order to increase our control over it, or to function
more effectively in it—and efforts to understand some part of the
world or section of its population in the terms of those who are
studied. In short, we must recognize a potential conflict between
those who feel that international affairs must be taught more dili-
gently to preserve America’s position in the world and those who es-
pouse the need to find global solutions to human problems—what
Robert Johansen has termad the contrast of national interest and
human interest. This conflict of goals has, of course, always existed
in American education, most sharply since the federal government
became involved in area studies and related fields. As noted earlier,
the lmpulse behind the National Defense Education Act was the
need to Strengthen the United States in its dealings with the rest of
the world. The emphasis was on defense and nation as well as on
education. Behind the thinking of Congress was not altruism but the
building of an educational Maginot Line. When, eight years later,
the International Educa.ion Act came before Congress, the speeches
in its favor were eloquent indeed; but, for whatever reason, its pro-
grams were never funded.

Though many would deny the existence of this conflict of views, it

seems inescapable. The alternative is to suppose that what is good
for America is good for the world—as though the national interest is

42

.




Higher Education & the World View . 35

never in conflict with the international. The lobbyist for. internation-
al education may occasionally tend toward such arguments, but they
rest on shaky premises. Yet if these two views lead to very different
conceptions of curricula and priorities, they agree on one point: in-
ternational affairs needs greater attention in the undergraduate
curriculum. Either way, American survival depends on it.

4
3. The Current Situation
If we examine the present state of international educatiotf in our col-
leges and schools, we are likely to come away somewhat depressed.
In recent years several studies have drawn attention to the often
glaring inadequacies in students’ international knowledge and
awareness at all levels of education. We are told that students lack
basic information—who rules what country, where it is situated,
and so on. We are also told that they lack the ability, or knowledge,
to interpret information on international affairs.

Aside from the new Council on Learning assessment of college stu-
dents, perhaps the most significant study on this subject was ecne
carried out in 1974 and published by the U.S. Oifice of Education in
1979 undsr the title Other Nations, Other Peoples. The study ex-
amined some 600 students in fourth, eighth, and twelfth grades in 27
states. It revealed that no less than 61 percent of the twelfth-grade
students thought that non-European countries were members of the
Common Market, and that about a quarter of the eighth and twelfth
graders believed that either China or India extended into Europe.
Back in 1974, the Middle East, according to the researchers, was ‘‘a
relatively unknown, undifferentiated area for most students." As for
their knowledge of American affairs, only 49 percent of eighth and
70 percent of twelfth graders recognized the intent of the Bill of
Rights, and large numbers of students (50 percent and 41 percent re-
spectively) thought that the United States spent more on its space
program than on defense. The most quoted answer on this survey re-
lated to Golda Meir, who, declared 32 percent of the eighth graders
and 27 percent of twelfth graders, was the President of Egypt.

A more recent survey, by John H. Petersen, who looked at atti-
tudes of junior and senior high school students in Kentucky, is less
pessimistic. Petersen suggests that the students he surveyed are
“far from being unsophisticated parochials’ on international mat-
ters, despite their relative isolation in the heartland. Their views—a
rejection of isoletionism, support for the United Nations, and belief
that conflict will continue te play an important role in world affairs
—suggest a degres of thoughtfulness and realism about internation-
al relations at considerable variance with at least some of the find-
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ings of the Office of Education survey.

We should in any case bewars of taking such findings tco serious-
ly. They may tell us considerably less about developing attitudes
among students than we think. It is ironic that the very advocates of
an awareness of pluralism in world affairs tend to forget about the
pluralism of the Americar educational system. Many countries pos-
sess standardized. public examinations, or prescribed curricula, or
even prescribed textbooks. This country does not. There are good
schools and bad schools, knowledgeable teachers and deplorably ig-
norant teachers. The system's pluralism tends to bring out the ex-
tremes: The good teachers are unconstrained by uncongenial text-
books, the bad teachers are unredeemed by the crutch of a standard
curriculum. Then again, so much depends on the way in which sur-
veys are carried out and, particularly, on the way in which ques-
tions are asked. Taking survey findings out of context is a doubtful
undertaking at the best of times, and quoting answers without quot-
ing questions verbatim may also be misleading.

More could be done to foster international attitudes in children
—aspecially in lower grades, where students are more receptive to
learning about other peoples. Research indicates that middle child-
hood, before the onset of puberty, may be the critical period for de-
veloping a global perspective, before prejudice and stereotyping
create barriers and negstive attitudes (Torney 1879: 68; Cernie
1972). Such efforts are especially important in a large country like
our own. A cross-national study sponsored by the International As-
sociation for the Evaluation of Educational Achievement, which ex-
plored the knowledge acquired by 10- and 14-year-old students from
9 countries about the international political system, found that chil-
dren in countries like the Netherlands, with a high level of interna-
tional contact, were more internationally minded than children in
countries like the United States (Torney 1977: 15).

Clearly, part of the mission of teachers should be to keep young
minds open while at the same time increasing their ability to make
sophisticated judgments—no easy task under any circumstances.
Teachers themselves often lack a sophisticatod awareness of the
outside world. In many respects thig is hardly surprising. Trained in
an aimosphere that pays little attention to international affairs (ex-
cept, of course, for those specializing in languages and social
studies), teachers do not naturally come to see international matters
as important. Many passed through college in the late sixties and
early seventies, when Americang had turned away from the outside
world and concentrated on domestic issues. This is not to suggest
that teachers are incapable of retraining themselves or updating
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thuir knowledge. But they are inclined to reflect the values of their
society unless efforts are made to stress the importance of moving
beyond those values. Unless and until a knowledge of the world is
given prominence in the curricula of teacher training programs and
in state certification requirements, teachers’ parochial attitudes
may prove one of the largest stumbling blocks to broadening pupils’
attitudes.

While this statement may seem harsh, there is some evidence to
support it. The Council on Learning's ambitious survey of college
students in 1980 (Barrows et al.} examined '‘what college stu-
dents actually know and perceive about global relationships** and
measured ‘'their comprehension of current global complexities.”
The survey, like that described in Other Nations, Other Peoples, was
carried out by the Educatiopal Testing Service and funded by the
federal govermnent. Asked to answer a complex and sophisticated
test on global awareness, education majors scored lowest of all
fields—including fields normally regarded as remote from interna-
tional affairs, such as the natural sciences. This may simply reflect
the relative sophistication of students who study education; many of
the better teachers, at least at the high school level. major in other
fields and pick up teacher certification along the way. But it does
confirm our impressior. that a greater level of global awareness
among teachers is imperative if we are ever to rise above the cur-
rent restricted view of the nature of international affairs.

Some problems with this method of teaching global awareness
have already been discussed. But for the most part the picture re-
vealed by the Council on Learning survey is by no means as depress-
ing as some prophets of doom had predicted. There are serious gaps
in students’ knowledge and sophistication, to be sure. But the eighth
graders who had difficulty in distinguishing between Egypt and Is-
rael (a mistake, some would say, more pardonable today than then)
scored significantly well, six years later, on numbers of questions
related to the role of the United States in world affairs. Neverthe-
less. “"even able students,” say the authors of the new college survey
(Barrows et al. 1981: 20-1}, were confused by the following:

e The degree to which U.S. dependence on foreign oil in-
creased during the 1970s and the vulnerability of our economy to
increases 1n o1l prices or decreases in the supply.

o The membership of OPEC and why it'can raise oil prices.

o The causes of inadequate nulrition as a global problem.

e The United States” record on signing human rights treaties
adopted by the United Nations and the major accomplishment of
the Helsinki1 Accords.
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e The comparative world membership of Islam and Christianity and
the countries in which Islam predominates or has a significant
minority.

e The difficulties connected with either national self-sufficiency or
dependency in a world of interdependent nations.

e The historical origins of the Western sovereign territorial state
and the modern state system and the emergence of nationalist
movements as significant politicel forces in European history.

o The patterns of world birth and death rates today.

o The pattern of the world's past and possible future consumption
of fossil fuels.

o The reasons for the lack of substantial progress toward world
peace during the twentieth century. ,

¢ The main purpose of the recently completed multilateral trade ne-
gotiations, and the demands of representatives of developing

countries in the North-South talks. . v

There may be many reasons these weaknessas showed up on the
test—some possibly relating to aspects of the test itself. (Is it that
students did not know the significance of the Helsinki Accords, or
that they had o notion of what the Helsinki Accords were, or that
perhaps they did not agree with the Western-oriented value judg-
ment on what aspects of the Accords were important? The last, we
admit, is unlikely—but the whole issue is_problematic.) The fact re-
mains that the “informed citizenry’’ we would like to create is still
far from existence—particularly if we bear in mind that these stu-
dents are among the better informed of our younger citizens.

Offering prescriptions is no easy task. As any student of curricu-
lar reform knows, all good ideas have already been tried some-
where—and have generally failed. Yet there is always room some-
where for a new idea, a new experiment. Perhaps the biggest diffi-
culty facing the reformer of higher education, at least at the under-
graduate level, is the vertical organization of most large colleges
and universities—by departments and schools. As Jencks and Ries-
man have pointed out (1968), and as Veysey (1965) and others have
shown historically, over the years L rofessional loyalties have large-
ly replaced institutional loyalties among the professoriat. Teachers
are first and foremost members of departments gnd disciplines, de-
voted to the training of graduate students and to the advancement of
a scholarly career within a discipline. In such a configuration of pri-
orities, reform, at least that of the general education of undergradu-
ates, tends to take second place to the strengthening of graduate
programs.

This contention has surfaced again recently in the debate over the
Harvard core curriculum. In a sharply worded critique of the Har-
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vard proposals in Change Magazine, Barry O'Connell (1978) points
out that, primarily because of the dominance of disciplines and de-
partments developed 70 or 80 years ago, “Harvard’s conception of
the essentials of a good education in 1978 is limited to subjects most
scholarsin 1900 would have regarded as the core.” The statement is
not entirely fair since, as Archimedes might have said, physics is
physics is physics, and there is much about the world of 1900 that
deserves to be preserved and studied in the world of 1978 or 2000.
But O’Cunnell’s central argument carries the weight of logic: Proces-
ses of communication, ways of looking at the world, the uses and
abuses of technology, issues of war and peace, are significantly dif-
ferent today and they require a different approach, and probably a
different conceptual framework, from that offered by a simple but
unessy coalition of the old disciplines. An observation by the re-
searchers responsible for the Council on Learning's ETS survey may
also be relevant here:

The relative standing of seniors on the test was most difectly re-

. latedto their scores on parts of the test that dealt with arts and cul-
fure, war and armaments, race and ethnicity, relations amqng
states, and international monetary and trade arrangements—tor?ﬁ:s\
ucually encountered in traditional fields of undergraduate study.
Topics such as environment, population, energy, human rights,
health, and food. which fit less readily into the established frame-
work of the academic disciplines, produced patterns of perform-
ance that were less similar to the pattern of the total test.

In short. many of today’s problems require a new approach. But can .
educators, socialized in traditional disciplines, provide it? The
structures of those disciplines may militate against the detailed
study of some of the topics mentioned by the Council on Learning
study If so, we face a complex problem of academic organization, as
well as an intellectual issue, in working them into the curriculum.

In this regard James Q. Wilson’s response to O'Connell (1978: 42)
may be less than totally reassuring. Referring to the processes of
change in large institutions, he writes:

The admirabl'e features of a faculty are readily apparent. Indivi-
duals are left alone, no one presumes to have the authority to com-
mit someone else to action without that someone’s consent, inequali-
ties {at least among the tenured members of the faculty) are
slight...and deans govern more by indulgence than by command. The
costs of this form of social organization are no less apparent.
Change is slow and requires endless discussion: bold visions of an
ideal curriculum are subjected to skeptical scrutiny: coordinated
action g diff.cult to achieve, and the kinds of decisions most easily
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made by bureaucracies either do not get made at all or are made
contingent on their winning a broader acceptance.

It is not surprising that most commentaries on the new curriculum at
Harvard stress the process whereby protracted discussion and com-
promise among an assortment of vested departmental interests fi-
nally brought forth a document on which everyone of authority could
agree. Given the strength of the departments at a research institu-
tion like Harvard, the achievement is remarkable; but one cannot es-
cape the conviction that the structures of the institution are in im-
portant respects at odds with its educational objectives, at least as
far as undergraduate education is concerned.

4. What Knowledge Is Enough?

- The experience at Harvard has important lessons for would-be re-

formers. The present structure of departments and disciplines and
professorships, with all their vested interests, is a fact of academic
life. It would be irresponsible to prescribe their abolition—a task
probably impossible and perhaps not even desirable. We prafer to
recommend that_the reformer work with and through them to shape
them to the ends o international education. It is a difficult, but not
impossible, undertaking—and it is this gradualist pl’ulosophy that in-
formg most of what is said in the pages that follow.

We start with the assumption that all institutions, no matter how
forward-looking and how attuned to contemporary realities, can im-
prave. We ma..e no specific intellactual prescriptions, argue for no
core, specific major program, or mode of organization. We try in-
stead to provide practical suggestions about processes of reform
and change, dll directed to one end—increasing undergraduates’
awareness about the international dimensions of their world, en-
couraging them to transcend the confines of their own nehonal point

of view or local preoccupations. We do, however, make ‘certain as-
sumnptions, not so much about the content of education at any level
as about the skills and sensitivities a graduating American student
should have acquired. These mclude a sense of relat1v1ty as a human
being and as an American, of the “relativity of one's own values
(though not 80 as to exclude an ability to distinguish between right
and wrong or to prefer and defend certain principles over others)
and an ability to adapt to a world of interlocking dependencies, in
which sharing becomes an essential part of survival. Clearly, a
knowledge of world problems—war andpeace, hunger, literacy, dis-
ease, the right to a decent life, natural resources, environment—is
one essential element. So is a knowledge of foreign peoples and lan-

v
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2

guages. In reply to the question ‘‘What global knowledge is
enough?’’ George Bonham (1979b) and the task force on Education
and the World View have enumerated three essential ingredients:

+ A fundamental understanding of the key elements of global and
national interdependsnca. as taught through the major fields in
humanities, the socit] sciences, the pure sciernices, the applied sci-
ences, and the professional disciplines. This understanding
should equip college students to analyze and respond intelligently
to domestic and international developments. Such compstence
should be evidenced by a student’s independent amalysis of the
most important strands of the new global circumstances and com-
prehension of the United States’ increesed interdependence with
other nations for its survival and economic growth. .

e A deeper knowledge and understanding of another culture, as
seen through its history, language, literature, philosophy, eco-
nomics, and politics. Student perceptions of another culture will
substantially enhance the ability to understand the United States’
needs and changing world position, and enable intelligent consid-
eration of highly complex developments on the world scene. Sen-
sitivity to other cultures; increased capacity to analyze issues,
having learned other viewpoints; and enhanced tolerance of dif-
ferences contribute to a citizenry better able to cope in the
twenty-first century and to approach conflict resolution.

¢ General competance in a second language as a basis for the fuller
comprehension of other cultures and of one’s own in the global
context. Language skills are becoming increasingly essential for
communication in a8 wide range of contexts. Students’ access to
effective Janguage instruction is therefore necessary to the col-

" lege experience in the 1980s and beyond.

The three ingredients in this definition are unequal. The third is a
skill—an ability to handle a total system of linguistic communication
. other than the student’s own. The second should depend on the
third: Only by knowing its language can a student gain comprehen-
sive accass to another culture. But the other two must ultimately re-
ly on the first. A student must be sumewhat at home in the larger
werld—equipped with the basic competencies to understand its
complexities (and these competencies skuld include fact as well as
opinion, data as well as the ability to analyze data, and, above all,
the ability to distinguish between what is known and what is merely
surmised; the catchy statistic is the bane of global studies). At the
samse time a student must learn how the disciplines can contribute to
this understanding—how they interlock, supplement, sometimes
even distort. This interrelationshiy of the disciplines is something
frequently neglected in the conventional undergraduate education.

And the American student must be able to relate these matters to
his or her own country, to make intelligent and ethical decisions
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about the present and the future, and to contribute to the manage-
ment of an interdependent world in which the United States is a
partner. He or she should know something about processes of izsti-
tution building, and ebout international as well as national institu-
tions that govern national and international relationships.

Some would &rgue that even this prescription is inadequate to the
need. They would suggest that a fundamental change in conscious-
ness it required if we are ever to adapt to the needs of the futurs.
While we are nagged by the feeling that'a fundamental changs . :
consciousness may itself be a somewhat naive Western concept, and
that our globalization should be less demonstrative and more gradu-
al, we must acknowledge that in many respects the advocates of this
position are right. Robert Hanvey, in a particularly sensitive presen-
tation of the issues, suggests that an attainable global perspective
should consist of five elements:

»~

e Perspective Consciousness, “'the recognition or aware-
ness on the part of the individual that he or she has a
view of the world that is not universally shared.”

e “‘State ol the Planet’’ Awareness, "‘awareness of pre-
vailing world conditions and developments, including
emerging conditions and trends."

e Cross-Cultural Awareness, ""awareness of the diversity
of ideas and practices fo be fecund in human societies
around the world.”

¢ Knowledge of Global Dynamics, 'modest comprehen-
sion of key traits and mechanisms of the world system."”

¢ Awareness of Human Choices, 'some awareness of {..3
probler..s of choice confronting individuals, nations,
and t':e human species as consciousness of the global
system expands.”

Most of this knowledge, even .that prescribed by Hanvey, is al-
ready present in our colleges and universities. While the structures
have been slo.s to change, American colleges have grown by addi-
tion and accretion, new courses attaching tiiemsslves to cld curr: -
la and new programs appearing at the paripheries of the old. The
present undertaking calls not 8o much for the creation of ..ew struc-
tures as for the realignment of the old—for an emphasis on new pri-
orities among these options and a shifting of authority from soma
areas to others.

Even more important, and relatively underemphasized in the task
force definition, is the need to diffuse throughout the curriculum,
overall, a new sense of the global implications of knowledge. Most
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students take no undergraduate courses that are international in
focus {except for straightiorward language courses). Even if we
strengthen the quality and quantity of programs and courses in in-
ternational studies, we shall hardly affect most of the undergradu-
ate population. As Richard Lambert nuts it in his survey (1980:
156), “If we really want to make a deut upon the outlook of a sub-
stantial number of our students, we will have to reach more of them,
and this means adding an international component to a large num-
ber of courses, including those that are currently entirely domestic
in their subject matter.’”” At the same time wa must work to change
the snvironment in which undsrgraduate education takes place.
Making undergraduata education genuinely international in scope
will require an effort of collective will that transcends matters of
curricular reform and tinkering with courses. A broader view of the
enterprise of undergraduate education itself is needed. Insvitanly,
and particularly at a time of limited resources and competition for
students, institutions, like their clientele, look to the immediate pay-
off-—the landing of a job, at a good salary. But the educational sys-
tem must lead as well as serve the job market and must look beyond
immediate needs to those of the nation and the world of the future.
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Since we are concerned above all with practical suggestions on in-
ternationalizing the undergraduate curriculum, we must give atten-
tion not 8o much to ideal curricula and comprehensive reform as to
increméntal change and subtle shifts of emphasis. Certain types of
reform are possible in certain settings but cannot succeed in others.
We Yegin, therefore, by looking at the types of American higher edu-
cation institutions and their needs and possibilitiag, We shall pass
from this examination of setting to a consideration of specific pro-
grams. We. then shall look at.the actors:—those who advocate and
staff and gpprove the programs. Thesa programs in turn require
particular structures if they are to-be realized. Finally, we shall look
at the ‘environment in which academic programs are carried on—
both the instifutional environment and socie bgyond the campus.

Early in its work in the seventies the ‘Carnegie Commission on
Higher Education (1973} drew up.a;classifiCation of institutions to
aid in comparative analyses of types ‘of educational setting. The
commission distinguished five types: doctoral-granting institutions,
comprehensive universities and colleges, liberal arts colleges, two-
year collegps and institutes, and professional schools and other spe-
cialized institutions.-This last category covered a multitude of mis-
cellaneous establishments, ranging from medical schools and medi-
cal centers through schools qof business and management to
teachers’ colleges, theological seminaries, various health profes-
sional schools, schools of engineering and terhnology, schools of
law, and schogls of art, music, and design. .

This taxonomy is a ugeful starting peint for considgration of the
settings of international programs and international education gen-
erally. We might, however, supplement this horizontal classification
with a vettical one in terms of the 1}Ving patterns of the students and
the geographical setting of the institution. Certein kinds of interna-
tional programs are only possible in a residential institution. At
Yale, for example, thé educational potential of the residentia! col-
lege system has been reinforced through the establishment in 1968
of a program of seminars, given with full credit within each of the 12

“
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residential colleges. These Mglﬁy praised and popular courses are
offered in a range o. rarely taught subjects. Such a structure is par-
ticularly appropriate to topics of international interest designed to
expose undergraduates from all fivids to material they may never
otherwise sncounter in an informal nondepartmental and nontradi-
tional setting. -

Other programs can be carried out in urban settings but are less
successful on remote campuses. The proximity of different kinds of
institutions and a greater number of students and faculty with vary-
ing interests make such projects relatively easier in cities. These
might include those taking foreign students into school systems, like
the International Classroom project of the Philadelphia area; or the
sharing of faciliti.., including library resources, where institutions
are‘located within easy distance of each other. Courses in less
taught languages have a greater chance of success where credit can
be given to students from colleges with limited staff. They may study
languages that would otherwise be unavailable to them.

Some programs possible in large institutions would flounder in
small ones; others depend on the intellectual cross-fertilization that
is characteristic of small colleges. Only after Western Kentucky
State College became Waestern Kentucky University, with an in-
crease in students from 2,000 to over 13,000, did curricular changes
with an international emphasis become possible. These included un-

~dergraduate curricula in Latin-American and Asian studies, techni-
cal assistance projects overseas, and student' and faculty ex-
changes. But such integrated international education programs as
the one developed at Earlham College Indiana, would be totally dif-
ferent without the requisite intimacy of a small liberal arts college.

1. The University

The Carnegie classification includes under doctoral-granting institu-
tions four subcategories, ranging from major research ivergjlies
like Michigan or Princeton to those awarding at least ten PhDs a
year, like Bowling Green and the Univarsity of Portland. The depart-
mental structure is strongest in institutions of this kind and fre-
quently undergraduate programs are overshadowed by the smpha-
sis on graduate study. With but one exception, all of the area studies
prdgrams financed by the  federal government, which mclude a grad-

uate component, are housed at universities in this list (which in-.
cludes 173 institutions). P

1
These are the institutions at which the largest share of research
on international studies takes place. They are well suited for spe-
cialized language programs and for the drawing togethar of faculty
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arourd area studies concentrations or programs focusing on speci-
fic world problems. Probably the most successful undergraduate
programs involving elements of international studies will be ofi-
shoots in some way of graduate programs. In light of ihe prioriiies of
such institutions and the political framework jn which they operate,
it is difficult to create undergraduate programs, or cooperation
across depertment boundaries at the undergraduate level, without
some close association with graduate activities. However, the sheer
range of Tesources available at the graduate level makes possible,
with imaginative planning, the creation of numerous stimulating op-
tions for undergraduates. .

But it is also in such institutions that conflict between the empha-
8i3 on specialization that is characteristic of graduate programs and
the more general needs of undergraduates can result in difficulties
in" establishing satisfactory courses at the undergraduate level.
There are ways of reconciling these two sets of concerns, however.
Seminar programs have been developed with various degrees of suc-
cess at, for example, Brown, Stanford, and Harvard, in an effort to
fortify the general component of the undergraduate program. At
Stanford a high percentage of seminar staff are from areas that do
not teach undergraduates. thereby providing a unique experience
for both students and faculty. In general, however, the seminar pro-
grams launched at many institutions in the early seventies are lan-
guishing for lack of structural support.

This conflict between generalization and specialization manifests
itself not only with respect to international studies but in other
ways. Many general education programs, modeled after those de-
veloped by such instititioris as Harvard in the forties, have flound-
ered over the years because the specialized departments have re-
fused to teach cources primarily designed for the nonspecialist.
“When a faculty reached the agreement necessary to change the
curriculum in any fundamental way,”” writes Frederick Rudolph of
the period since the Seconu World War, “specialization was the
most likely beneficiary'' (1978: 253). The notion of a core curriculum
or general education program tends to give way to some system of
distributional requirements, whereby students take specialized
courses in different areas and are expected to perceive the relation-
ship among these disparate elements and create out of them a sense
of general education. As Rudolph goes on to point ou, the worst fail-
ure in this system occurred in the sciences: **Why yprofessors of sci-
ence developed few courses that were appropriate to the general
education of nonscientists was a mystery, bui the evidence would
suggest that they did not care, that they nad carved out prestigious

.

S99




Where Learning Happens 49

territory of their own, and that, with the help of professional soci-
eties and graduate and professional schools, they had been able to
use outside influence to support for themselves departures and ex-
emptions from the course of study as generally stated.”

The increased need for specialists in our technological society
means, paradoxically, that general education is increasingly impor-
tant to provide a basis of common knowledge sufficient to surmount
differences in vocation. However, those carrying out a survey of 26
4-year institutions in the early 1970s concluded that none of the
programs examined succeeded in providing bridges between differ-
ent areas of knowledge, as opposed to uffering courses tha’ merely
provide a nodding acquaintance with yet another area of sp acializa-
tion (Levine and Weingart 1974). Here international sturfies may
have a special role. Since the field is by nature cross-disciplinary, its
subject matter provides an ideal vehicle for the effective integration
of the disciplines. One of the great challenges and opportunities con-
fronting the organizer of curricula in major research universities is
the development of general courses in international studies along
such lines. Not only will they help the general sducation of the un-
dergraduate but they may attract the student who otherwise might
never take a course involving international matters.

As we shall suggest in chapter 5, the teaching of languages to un-
dergraduates runs into particularly complicated and often unsatis-
factorily resolved problems of organization in the research univer-

-—sity. Trained as specialists in literature and culture, faculty in de-
partments charged with the teaching of languages frequently have
little intgrest in imparting elementary knowledge of languages to re-
luctant students who must fulfill a requirement—yet they are sorely
aware that their livelihood depends on it. There are two approaches

-to this problem. Oneis to draw out the language faculty, linking them
with other departments and convincing them to adapt their language
programs to suit not only students interested in literature but those
interested in the more practical uses of the language.

A second approach is to separate the teaching of literature in
other languages from the teaching of elementary language. At Dart-
mouth, for example, deemphasis on literature in association with
language instruction accompanied the introduction of John Rassias’s
well-known Dartmouth Intensive Language Model, which uses a
combination of dramatic techniques and frequent oral practice to in-
duce confidence in speaking (Luxenberg 1978; Schulz 1979. 30-6).
The number of students choosing a language major quadrupled dur-
ing the eight years following its intreduction. About 40 other institu-
tions are using this method. There may even be growth in lit-
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erature course enrollments as competence and interest in language
learning increase (Simon 1980: 43). Though faculty may rot enjoy
teaching basics, most departments of language and literature are re-
luctant to give up so immediately visible a reason for their existence;
but there are examples of such a separation. At the University of Ca-
lifornia at San Diego language and literature are organized into two
separate departmental units: All language courses are offered
through the language department, while all literature courses are
taught within a single literature department. This approach serves
the dual function of breaking down the perceived limited application
of the language major and encouraging a comparatist approach to
the study of literature. Literature majors must take upper-level
courses taught substantially in the relevant language, and two areas
of specialization are required.

Large research universities often include undergraduate profes-
sional schools in such fields as business and engineering. One of the
challenges before the academic planner is to open such schools to
the influence of the liberal arts—or (since the resistance often
comes not from the professional schools but from the liberal arts fac-
ulty) to convince both sides of the usefulness of such cooperation.
The advantages to the professional schools of proximity to liberal
arts resources are obvious. strong language programs, the presence
of political scientists and economists whose skills can provide a con
text for hard-core business ‘an%e(ogineering subjects, and the avail-
ability of courses 1n such fields 8§ anthropoiogy and sociology. While
it may be hard to tap these resources because of scheduling and
budgeting, or because of psychological resistance on both sides, it
can be immensely beneficial. Nor is the benefit all on one side: There
are few better ways of drawing language professors or anthropolo-
gists out of their shells than by confronting tliem with a specific and
practical need in a preprofessional curriculum.

2. Comprehensive Institutions

The Garnegie Commission’s second category is comprehensive uni-
versitiesyand colleges. Theso 453 institutions award few or no doc-
toral degrees but may have master’s programs; all inciude not only
programs in the liberal arts but at least one professional program
Here ugain, the social sciences and humanities can be brought to
bear 1n 1maginative ways on the professional programs to increase
their attention to international affairs. Even where projects consid-
erably less ambitious than the Foreign Area Studies Program of Pa-
aific Lutheran College are envisaged, the introduction of programs
such as theirs—using specially designed modules to internationalize
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the teaching of business administrstion—is workable, and with co-
operation can be expanded to uther professional and preprofession-
al programs wherever the impetus exists. Language programs can
be adapted to students in professional schools. Links can be made
between professional school faculties and those in the liberal arts to
focus on major world problems such as health, literacy, food, or the
environment.

The so-called comprehensive universities and colleges are one of

* the largest suppliers of. teachers to the elementary and secondary

schools. Hence they represent particularly important elements in
our larger national agendas. Building links between international
specialists in the liberal arts and faculty in education schools should
be one of the main priorities in these institutions. However, except
where a small body of faculty supported by student interest and ad-
ministrative cooperation simply starts programs of its own, the very
size of the student body and standardization of curricula can stifle
initiatives (Taylor 1569: 67). Concern for reform of teacher educa-
tion often includes, encouragingly, interest in world education; and
where those in charge of teacher education, such as the Te.cher
Education Committee at the University of North Carolina a: Char-
lotte (an institution, nonetheless, in our first category), take an initi-
ative in developing an international studies curriculum, student
teachers are likely to greet it with enthusiasx (Gray 1977: 50).

3. The Liberal Arts College

Generalization abgut the 719 liberal arts colleges included in Carne-
gie's third category is close to impossible. There are nevertheless
certain types of programs that flourish in smaller institutions with a
strong tradition in general undergraduate education. Faculty fre-
quently have broad interests and are willing to work together across
what are often ill-defined departmental lines. The smaller college
provides the best setting for comprehengive efforts to international-
ize entire institutions; some of the most internationally minded insti-
tutions in this country belong in this category. For example, Adams
State College in Colorado, as the second stated goal of its general
education, encourages students ‘‘to exercise responsibility in the
local, national, and world communities.”” For a rural college with
fewer than 3,000 students Adams has built an extraordinary array
of international and multicultural programs. Its activities range
from providing headquarters for an extensive Brazilian exchange
program to sponsoring Vietnamese refugee students. Since most
small liber  .ts colleges are residential, various types of living-
learning programs. focusing on a language or on world pioblems,
can be developed.
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There are some striking examples of major efforts at internation-
alizationin private liberal arts colleges. We have already mentioned
Earlham College in ihis regard. With its Quaker affiliation, Earlham
emphasizes practical service, good informual organization for facul-
ty. and community and responsibility among students. A commitment
to international understanding and experience demonstrated in the
past by excellent language teaching and carefully coordinated
study-abroad programs gave rise to a sequence of courses in peace
and conflict studies that is now being worked into a more general-
ized four-course series in global studies. This will form one part of
aneffort to provide an integrated international program designed to
increase awareness of global issues and develop skills for under-
standing and confronting them. Such efforts as that of Mills College
in Californie, which in the 1960s consistently expanded social sci-
ence offerings in non-Western areas {Gumperz 1970. 103), are likely
to be the result. unobtainable ir m:ay other kinds of institutions. Ad-
ministrative leadership here combiues with the concern of a faculty
which knows that teaching excellence is valued above prolific publi-
cation and good citizenship above prestige.

4. Community and Junior Colleges

Some of the most interesting developments in international studies
are taking place in community and junior colleges. After World War
I1. when the two-year college emerged as a comprehensive, vocation-
al, and public institution, the mission of community colleges was per-
ceived to be incompatible with the interests of ar international di-
mension. What was to be offered was relevant education for resi-
dents who planned to remain in the community. This is often still the
mandate, but the world increasingly forces itself upon even the local
community, many community colleges are ready to conie halfway to
meet it rather than allow their students to remain vaprepared to
deal with global differences. .

In response to what is seen on some community c-llege campuses
as a major challenge, consortial arrangements have grown nation-
wide. The International/Intercultural Consortium of the American
Association of Community and Junior Colleges (AACJC) was estab-
lished in 1976 and has 50 member colleges. ‘The consortium office
mediates between members and representatives of governmental
and private agencies seeking assistance with international projects,
helps 1dentify funding sour:es and arrange meetings and confer-
ences. and publishes a Limonthly newsletter. Furthermore, the
AAC]C has an Office of Iniernational Services, begun with a grant
from the Ford Foundation. 1ts activities include assistance witn for-
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eign student placement and curriculum development, and organizing
national conferences. i

It is of course on the campus itself that the extent of college com-
mitment becomes apparent. The growth of international education
in community colleges in recent years is clear from the wide range of
programs and efforts listed in response to a 1976 survey of two-year
colleges (Shannon 1978). It is not only that many community colleges
have study-abroad programs comparable or superior to those in
four-year colleges. (Rockland Community, New York, offers more
than 50 study-abroad options in 34 countries and sends 300 students
abroad every year.) An increasing number are engaging in technic-
ally oriented programs in cooperation with sych institutions in other
countries: Asnuntuck College, Connecticuf, has a broad-based coop-
erative arrangement with Chien-Hsien Junior College of Technology
in Taiwan. Community Colleges fof International Development Inc.
(formerly the Community College Cooperative for International De-
velopment), directed from Brevard Community College, Florida, has
negotiated exchanges with Taiwan and Surinam.

Above all, the community college reaches an enormous number of
students whose horizons might otherwise never extend beyond their
community. The effort to introduce an international dimension into
courses in business, nursing, or social work is thus partjcularly im-
portant. Commumty college students also need to gain confidence in
themselves, to develop the ability to become self-educating, and to
transcend their cultural conditioning. Cultural and ethnic studies
can be of great assistance in this framework (Fersh 1979: 17).

A major factor in the internationalization of the community col-
lege campus is that the number of foreign students continues to rise;
though only 16.3 percent of all foreign students in ihe U.S. were en-
rolled in community and junior colleges in 1678-79, tkis represents a
significant increase since 1970-71, when it was 10.8 percent. Fur-
thermore, the number of foreign students in two-year institutions
shows a 14.9 percent increase over 1977-78, a larger increase than
the 11.5 percent for four-year colleges As the cost of American edu-
cation rises, and as less developed countries become increasingly
aware that they can fill their needs for technically qualified person-
nel through shorter programs in community colleges, such campuses
may become more international in both populatiori and programs.
Here more than anywhere else foreign students are, by their very
presence, a kind of adjunct faculty. And since they are often en-
gagaed in programs at least partially tailored to their needs, an
awareness of some issues of technology transfer i- brought directly
to the campus. Many Nigerians have been sent here by their govern-
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ment expressly to enroll in two-year colleges. A program in Seattle
offers students from Surinam specially designed technical training.
Community colleges have flexibility because their special aim is to
respond to their students’ needs; by the same token, the experience
of foreign students in community colleges is likely to be rich in terms
of student and community interaction.

The other side of this coin is that community colleges also depend
largely on local and state agencies for funding, and the constraints
under which they work may hamper efforts to introduce an interna-
tional dimension. Foreign enrollment quotas, and different percep-
tions of program priorities, can create a climate that precludes irno-
vations that are possible in other classes of institutions. The extent
to which some community colleges have develcped an international
dimension, however, shows what can be achieved with determined
leadership.

The quality and shape of international programs at junior and
community colleges, as at other kinds of institutions, varies enor-
mously. Some have not experienced the kind of international
awakening we describe here. Perhaps to a greater extent than in
other types of institutions, much depends on the quality of college
leadership and on the faculty's entrepreneurial spirit and willing-
ness to try new things. Where leadership is lacking, international
studies faculty—especially language teachers—may feel irrelevant
or demoralized (Schulz 1979: 52ff).

Difficulties aside, the potential importance of community colleges
in the effort to advance citizen education about international mat-
ters was recognized by the President’s Commission on Foreign Lan-
guage-and International Studies:

Our more than 1.000 community colleges. which constitute a widely
dispersed network committed to accessibility and community educa-
tion. and whose students reflect the social, economic. ethnic, and occu-
pational diversity of American society. should have a central role in
the commission’s charge to “'recommend ways toextend the knowledge
of other citizens to the broadest population base possible.” The enroll-
ment in noncred:t adult and continuing education courses at colleges
and universities in 1877-78 was 10.2 million: of this number, 5.2 million
were at the community colleges.

L4

5. - Professional Schools

The Carnegie Commission's fifth category covers professional
schools and other specialized institutions. An interest in internation-
al affairs has not traditionally been a feature of most American pro-
fessional schools. Since their curricula are comparatively rigid and
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specialized, internationalizing their curriculum may prove difficult.
Itis often hard to add faculty with expertise in this area when all po-
sitions are already committed to existing specialties. Nor is it al-
ways possxble to convince students to change their priorities so that
they give greater attention to international matters.

This is, however, more true in some professional areas than in
others. Students in the health sciences, for example, tend to study in
programs geared to the community. But schools of.law, engineering,
and business each present special possibilities for a different kind of
internationalization. The Rand report to the Presidént's Commission
on Foreign Language and International Studies in 1979 (Berryman et
al.) indicated that employers sensed a growing need for qualified
graduates in these fields who a!so had language and area skills.
Holders of law degrees with a fluent second language and interna-
tional experience are becoming increasingly attractive to both com-
mercial and nonprofit employers. In engineering schools the rela-
tively high percentage of foreign students presents opportunities for
the study of problems of environments other than that of the United
States (28.8 percent of foreign students in the United States were
studying engineering in 1978-79). Once again, however, the efforts of
individual$ are most likely to brmg about any internationalizing in
enginee1ing programs.

A recent 2urvey of mternatxonal exchange programs at American
business schools concluded that they are of real value and are part
of a continuing ucnd. with increasing partxcxpatwn and more
schools offering them in conjunction with overseas business schools
(Altman and Marks 1979). The 10 zchools with fully developed ex-
change programs.as options for their MBA students are major insti-,
tutions in Carnegie's first category, such as Chicago, Harvard, Cor-
nell, and New York University. These programs are integral perts of
a curriculum in business administration, which encourages oza to
hope that, like the AIESEC program of work internships for buginess
students, such exchanges and programs may be increasingly valued
for the international sophistication they impart. The Rand study of
the marketplace for international skills found this quality to be most
in demand (p. 154), rather than language fluency or sophistication in
a world area. Until recently the fact that much business in the
United States today has a transnational element had little effect on
the way in which business administration is taught; but a 1980 addi-
tion to funding for international educatior under the Higher Educa-
tion Act authorizes $7.5 million to foster links between universities
and international business, mdxcatmg a possible change.
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6. Coantinuing Education
We have thus far said little about community outreach and continu-

" ing education, but we shall return to these questions in a later chap-

ter. Clearly, one of the most important functions of all institutions of
higher education is the retraining and updating of teacher know-
ledge. Equally important, though relatively little exploited, is the de-
velopment of effective strategies for keeping the linguistic know-
ledge of the community alive. Good outreach programs can give the
public a reason not only to increase its knowledge of international
affairs but to maintain skills learned long ago jn college. (Ideally
such an effort could be tied to a federal system of academic insur-
ancse, financed by a tuition surcharge, whereby colleges would guar-
antee to update the knowledge of their former students from time to
time—but this may be too utopian an idea for our present purposes.)
In any evant, there is no more suitable area in which to apply such
principles than that of language learning. In connection with its pio-
neering studies and initiatives on language attrition, the University
of Pennsylvania is offering a course in French for adult students
which “will systematically diagnose those areas {[of the language]
which have been forgotten and selectively reteach them."

7. Consortia -

We have already noted the staffing problems faced by specialized
institutions that in the past may have givea little attention to interna-
tional affairs. This raises the question of cooperation among institu-
tions and the creation of consortia. Some involve links between cr
among institutions that complement one another. A liberal arts col-
lege might provide certain kinds uf language training or instruction
in socia! and cultural aspects of world problems for a professional
or technical school. A large research university might open its
courses to students from smaller colleges wishing to study uncom-
monly taught languages. Neighboring colleges with programs in dif-
ferent languages might choose to share their resources and ex-
change students. Several consortia across the country run study
programs abroad of a scope that would be impossible for individual
institutions {on consortia see Patterson 1974).

There are many consortial arrangements by which resources can
he pooled for the expansion of programming for international under-
standing. In 1978 the University of Connscticut and the Connscticut
state colleges began a program to improve instruction, cooperate
with community and technical colleges to enrich international
studies, and hold statewide conferences, as well as develop and
share resource inventories. The Center for International Education
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of the Massachusetts State College System, in operation since 1972,
has a wide range of similar functions, including the igsuing of publi-
cations concerned with international affairs. The Pacific Northwest .
International/Intercultural Education Consortium is perhaps unique
in having as participants public and private two- and four-year in-
stitutions, as well as a member if Canada. The achievements of this
consortium in its short existence have been considerable. More spe-
cialized concerns can also be served in consortial arrangements,
such as the Houston Inter-U?iversity African Studies Program,
which offers study opportunities at four Houston universities.
Guided by a faculty council and with no budget beyond its initial
seed grants, the program develops library materials, sponsors rela:
tionships with institutions in Africa and Great Britain, and coor-
dinates faculty and student opportunities. -

Unfortunately, in the relatively change-resistant world of higher
education, there is frequantly little incentive, beyond a general feel-
ing that it would be a good thing, to induce neighboring institutions
to work together in imaginative ways in the international area. Such
efforts require careful planning and must involve the highest levels
of the institutions. Nevertheless, the effort is eminently worthwhile.
By sharing resources, small colleges can operate language programs
that would otherwise die. They can fiife a professor on a permanent
or visiting basis if they do so jointly, though they have neither the de-
mand nor the funds to make such an arrangement alone. Because of
problems of administration or accessibility, agreements to share li-
brary resources end acquisitions are often less successful, but they

* can work when colleges are neighbors or when planning is well or-

ganized and systematic. Small colleges as well as local school sys- -
tems can also benefit from the proximity of major institutions that
nouse NDEA (now Higher Education Act) Area Studies Centers,
since the Department of Education requires that 15 percent of funds
allocated for these centers bg devoted to outreach. Considerable in-
centive thus exists for research institutions to cooperate.

8. Cooperation Between School and College

We have mentioned the importance of adding an international com-
ponent to teacher education. Not only fs it important to train
teachers in international affairs; it is crucial that the international
expertise concentrated in colleges and universities be available to
school systems wherever possible. Creating effective cooperation
between high schools and colleges is difficult, because of both bu-
reaucratic incompatibilities and a rather ill-considered professional
dignity on the part of college teachers. One obvious way in which
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colleges can assist schools is by offering in-service courses to
teachers on world problems and other topics associated with global
education. A major premise of the Consortium for Strengthening In-
tercultural Understanding—founded in 1972 in cooperation with the
American Association of State Colleges and Universities by four his-
torically bleck. developing institutions and since expanded to in-
clude four additional tnstitutions- -is to develop intercultural under-
standing at the elementary school level by giving local teachers the
knowledge and experience to develop modules for classroom use.
Activities include a six-week summer seminar for teachers in Ghana
and West Africa, workshops for campus and community members,
and the development and refinement of teaching materials. The In-
stitute for Cultural Pluralism at San Diego State University has a si-
milar, smaller scale project for the assistance of education depart-
ments in providing in-service training in cultural pluralism to
teachers in local school districts. '

Of course. our earlier plea for a general internationalization of
college courses, even in areas outside those traditionally labeled in-
ternational, is equally 'valid for elementary and secondary schools.
Several mechanisms are available to the enterprising and imagin-
ative teacher, some involving close cooperation with colleges and
universities. Over 300 teacher centers across the United States
bring together elementary and some secondary teachers for discus-
sion, in order to enhance their skills and improve their materials.
Some 97 of these centers are federally funded through NIE, through

the school district in which they operate or in some cases through a’

university or college. Some teachers in Japan, Sweden, and Austra-
lia form a part of the network. College-based centers such as that at
Hunter College, New York, can offer in-service or preservice train-
ing and can be a forum for investigating ways of bringing interna-
tional psrspectives to the schoolroom.

On other occasions local World Affairs Councils, sometimes in co-
operation with colleges and universities, can take the lead. The
World Affairs Council of Philadelphia provides a comprehensive
Education in World Affairs Program to secondary schools, introduc-
ing participants to global problems while building basic skills. The
coundil is also active in in-service programs for teachers on global
interdependence and is working with the school district on the crea-
tion of an ambitious High School for International Affairs.

Since all teachers need to be sensitive to the global dimension, it is
important not only to train social studies teachers in interrational
affairs but to provide teachers in other fields with ideas and strate-
gies for adding international elements to their teaching and to give
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them the experience of living in another culture. The program by
which Lock Haven State College, Pennsylvania, places education
students in six American schools overseas is one of the most practi-
cal methods for allowing future teachers not only to travel overseas
but to gain half their teaching experience outside the United States.
Over 40 students participated in fall 1880, most living with families

“to whom they paid room and board. The students taught only in En-
glish, which permitted the participation of those . who could not
otherwise hope for such an experience. Nevertheless, their lan-
guage competence was greatly improved by living abroad, and they
were motivated t5 become functional in a secc.d language.

Small collegrs in rurai areas may have difficulty in maintaining
an effective German, Russian, or Italian program. Indeed, some have
difficulty v.ith Spanish or French. But if thair professors are willing
to cooperate with local school systems, there can be courses open to
high school juniors and seniors, as well as to college students, that
justify their maintenance—and, incidentally, help to recruit able
high school students to the college. This procedure already operates
in several rural and urban institutions (including the University of
Pennsylvania).

A collge or university's international resources usually include
not only its faculty but many foreign students, whose effect beyond
the campus can be highly educational and positivs if there are pro-
grams to facilitate contacts in schools, community groups, and so on.
In fact, regardless of its setting and character, the university or col-
lege represents a concentration of resources of enormous import-
ance to the communitv. We have already noticed how the decline in
language instruction in high schools in the late sixties and sarly se-
venties was attributable at least in part to changing public attitudes
to the outside world. Obliviousness to international affairs in tha
larger society increases the difficulty of persuading students to
study international matters when they enter college. Hence a vital
mission of all colleges and universities is to influence the community
beyond their boundaries to learn more about world affairs.
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1, Introduction: The Disciplines

The typical college curriculum offers numerous opportunities for
learning about tha world—or it should. Entire departments and ma-
jor programs are focused on various aspects of international affairs.
The very enterprise of academic humanities is based on the assump-

tion that enduring values transcend national boundaries. The social )

sciences, though they may focus on a specific people or socisty, as-
sums that the springs of human behavior can be studied in any so-
cial setting and are essentially comparable across such settings.
The natural sciences have never recognized distinctions of national-
ity or the boundaries of states: Scientific discovery has always been
international—and the Iaw of gravity applies in Fiji as it does in
France.

In practice, however, meny programs, and many individual
teachers, fail to give substance to the universal principles that lie at
the heart of the.disciplines. Some social science departments func-
tion as though-their province was merely the United States..or West-
ern society, or the industrialized world. They either ignore the rest
of the world or assume that it is not different from the United States.
The same is true of the humanities, where the Western tradition
may flourish to the exclusion of all else. And it is a rare natural sci-
ence department that attempts in any systematic fashion to come to
terms with human divergity or with the snecialties of a global view.

As we ¢onsider, then, the question ¢f enhancing the international
and global dimension in the curriculum, we must take all knowledge
for our province. How can this sense of the universality of know-
ledge—a sense that antadates, but has often been suffocated by, de-
partmental structuras and course offgrings and the paraphernalia
of administration—be rekindled? #ow can we convince our col-
leagues to return to certain of the first principles of their celling and
to remake their curricula accordingly?

Of course, some fields, principally those treating human organiza-
tion in social and cultural terms, lend themselves naturally to com-
parative study or already have an international or comparative
cast. Anthropolegy and historyb&Iong {6 this-catagory, as does polit-
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ical science. The study of history has in recent years moved out from
ite preoccupation with American institutions and European affairs.
Since the First World War and the League of Nations, the study of
governmenti and political theory in the United States, previously hav-
ing focused on American institutions, has been subsumed under the
discipline of political science. And in the last 20 or 30 years new pat-
terns of thought in sociology and anthropology have also influenced
the study of political institutions. While international relations may
be held to constitute a separate though allied field (Paimer 1980:
345), political science departments habitually offer both optional
area specializations and courses with strong comparative elements.
Though they still have a long way to go, fields like economics, busi-
ness administration, and finance have grown increasingly interna-
tional in scope. Occasionally the more humanistic charggcter of tra-
ditional non-Western studies has blended into modern area studies
programs with their focus on the social sciences.

Most colleges have fairly extensive language offerings and some
provi-ie complete major programs in as many as half a dozen. Tradi-
tionally these programs concentrate on literary study; it is unusual
to find an entire major devoted to other aspects of the society on
whose language it is based. Nevertheless, programs somewhat
broader (e.g., French civilization) or comparative (e.g., comparative
literature) have been in operation at some colleges for many years
and t}wre is now a irend to further such options.

A3 we contemplate this array of “i.iternational” disciplines, we
may ask whether they attract their fair share of students. The needs
of the future will dictate increased awareness of the diversity of cul-
tures, an ability to work with peoples and nations different from
ours, and a sense of the interdapendence of the world community.
We shall need more people with these skills—perhaps more than the
laws of supply and demand, as they operate in the 1980s, will natur-
ally provide.

But two questions arise. First, are present programs equal to their
stated purposes? Second, are they properly articulated with stu-
dents’ skills and career goals? It may be, for example, that relatively
few major in languages because the programg are inadequate
rather than because students lack perspective. Tie¢ programs may
be poorly suited to attract and hold students’ interegt. It may well be
that Spanish majors ought to be interested in tes or Calderon.
But it is debatable whether an uncompromising facuity aftitude on
such matters truly serves the needs of the institution. Cervantes
does not necessarily train students for the export-import business,
and on the export-import business their sights may be set. This is not
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to suggest that undergraduate education should be subservient to
students’ career interests; tut a sublime disregard for such goals
may be a main reason more s ' lents do not major in languages.

More to the point, why do not the fields that are less limited sub-
stantively to international concerns attempt to face the realities ..1at
their students must, with or without assistance, eventually con-
front? Today’> undergraduates will enter a world no longer confined
by the boundaries of the United States, but, to an ever increasing de-
gree. une in which international cooperation and ur.derstanding will
be facts of life. All of us as educators must face up to the implica-
tions of this new reality and ask ourselves whether our own depart-
ments and disciplines should not be elements in a worldwide search
for knowledge and understanding rather than instruments of Ameri-
can culture or politics. We must be willing tolearn as well as teach,
and understand as well as preach understanding. This, then. 1s the
task to be faced by education. ) Sy

2. A Prescription for Change: Launching an International Effort
Often the beginnings of an effort at internationalizing an institution
_ will coine from the president, or the trustees, or from a particular)v
enterprising dean. More difficult to achieve is an effort of this kind
that originates with the faculty—though any such realignment of
mission will depend largely on the administration’s ability to work
with the faculty. One needs to identify faculty members who com-
mand enough respect .ith their colleagues and who themselves dis-
play sufficient conviction to serve as allies in such a campaign. Per-
haps the administration wiil establish a committee to consider
adapting the academic program te suit the needs of today and tomor-
row (for one such effort, at the University of Hawaji. see Heenan and
Perlmutter 1980). Better still, a committee might be established by
the faculty at the administration's urging and with its cooperation.
(Using existing committees may reduce the visibility and effective-
ness of the effort; something more dramatic is probably called fer.)
Perhaps this committee will draw up a statement of goals and priori-
ties. After modification the statement could be approved by the fac-
ulty. With support from central administration its acceptance as a
document of institutional policy can be achieved (Ohio’s Miami Uni-
versity recently adopted just such a course of action).

It goes without saying that composing a statement is not easy. Dif-
fering philosophies inform the thinking of even the most enthusiastic
internationalizers. Some will see the introduction of international
elements into the curriculum as entirely desirable but will balk at ef-
forts to remake the curriculum in terms of globai values. Others will
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argue that only a global approach makes ssnse, that treatment of the
rest of the world as an American backyard is unacceptable.

 We leave these issues on one side. While we acknowledge the sig-
nifieant distinction between international and global studies, we are
concerned here with processes of change, regardless of philosophy.
Let usimagine, in short, that a statement, inore or less acceptable to
its drafters, has been approved by a faculty. It should of course ad-
dress certain issues of educational philnsophy. It should appeal to
today’s educational needs, and, as far as they can be defined, those
of tomorrow. It should lay out certain principles of change. It will
provide a firm basis for subtle intervention to exafine and adapt
course offerings and programs, as well as to bring about changes in
personnel policy and also in noncurricular student opportunities.

In what follows we shall asspme that our statement relates to a
single faculty—i.e., the liberal arts faculty or division of a large uni-
versity or the entire faculty of a liberal arts college. Nevertheless,
our observations will also hold in some measure for other types of in-
stitutions. A universitywide effort, covering several schools, will of
course be different from an effort with a single faculty, and other
kinds of resources and administrative support will be deployed.

What then might be the practical outcomes of our statement? Pre-
sumably, in the course of its approvel, a group of faculty has already
ernerged who are convinced of its importance and can articulate its
advocacy. They might be drawn on (along with other more moderate
but respected teachers) to form a committee charged with carrying
out the statement’s provisions. This committee might take as its pri-
mary mission a review of the curriculum, though other issues might
fall within its responsibilities: mechanisms for the coordination of
programs in international studies (area studies programs, regional
studies of one kind or another, various aspects of anthropology, ar-
chaeology, languages), the counseling of foreign students and their
role on the campus (including their educational role), study abroad,
language study, international programming, exchange programs
with foreign universities, library holdings, and so on. These respon-
sibilities might be farmed out among a number of campuswide com-
mittees under the general supervision of what we can call the Inter-
national Committee.

Our committee will review existing programs to assess their inter-
national content and direction. If it 13 to prove really effective in
changing attitudes and convincirg faculty te adjust syllabi or
charge courses, it must be accompanied by a support mechanism de-
signed to help them make the changes, reward them for doing so,

. ’ o4 l




66 N The World in the Curriculum

and otherwise make the effort more than a kind of empty stock-tak-
ing. And it will require strong and sustained leadership and support
from the administration. Several measures can increase the effec-
tiveness of the committee:

a. The administration might appoint one of its number to
work with the committee. Institutions that already have an
Office of International Programs or some other coordinating
mechanism in the international field can turn to the admini-
strator in charge. Or this person might be a specially ap-
pointed assistant dean for international affairs—or perhaps
a member of the faculty seconded for the purpose and pro-
vided with an administrative stipend and staff support.
Ideally this person should have a ¢mall program budget. (In
fact, some funding, even a small amount, is almost essential.
It should be visibly accessible to the administrator in ques-
tion, since it helps enhance authority and credibility.)
b. When a review of a department is rndertaken, a mem-
ber of that department welf)respected by colleagues should
be selected to work closely with the committee. This person,
who should be knowledgeable and relatively senior, can help
break down resistance to the committee and may achieve a
%reat deal on an informal basis. In some institutions it might
e advisable to reverse the machinery—that is, appoint a re-
view committee within the department that includes one or
two memuers of the campuswide International Committee.
Since the aim is persuasion, obviously every effort should be
made to eliminate any sense of threat or coercion posed by
the committee. For example, mechanisms may already be in
place to achieve the ends of the committee and it will not be
necessary to create new ones. Alternatively, the entire pro-
cess might be carried through not by a committee but by a
facu!'y seminar. Or a series of symposia, perhaps with out-
side speakers, might be organized, with provisions for subse-
quent discussions among faculty.
¢. Money should be available, perhaps necessarily in fairly
small amounts, to help faculty adapt, expand, or create
courses over the summer. Similar results can be achieved
through released time. Faculty might also be encouraged to
work together on curricular development or to call in out-
side consultants (academics from other institutions who
have developed interesting programs, or curricular consult-
ants of one kind or another; see, especially, Council on
Learning’s handbook of 62 international programs). The li-
brary should be encouraged to look with favor on requests
for acquisitions relevant to this program. Special efforts
might also be made, perhaps through the administrator ap-
pointed to work with the program, tn acquaint faculty with
reforms in other colleges or to bring particularly imagina-
tive syllabi or course elements developed on campus to the
attention of other faculty.
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Ideally the International Committee or its surrogates should re-
view not only programs and the mix of courses but the very syllabi of
individual courses themgelves. They should be free‘to recommend
changes at every levelzl[;he creation of entirely new programs, the
building of new programs out of existing elements, the realignment
of existing programs, the creation of new courses, the adaptation of
individual courses to serve new purposes, perhaps even the appeint-
ment of new faculty. While the dean will probably ask the committee
not to question the coinpetence or adaptability of individual faculty,
close contact between committee and dean can help give the dean &
picture of the human resources at the college’s disposal. The com-
mittee should, of course, ask questions and make recommendations
about requirements, prerequisites, and so on. The dean should be
ready to deal sympathetically with far-reaching proposals and to
align hiring priorilies to bring appropriate talent to the campus.
Nevertheless, the committee should be urged to make imaginative
use of resources already at hand—including sharing with neighbor-
ing institutions.

The kinds of questions the committee asks will vary in scope and
philosophical intensity. It is fairly easy to establish that a political
science department has no courses on disarmament, or that its offer-
ings on Latin America are deficient. A look at the catalog will show
whether the department gives adequate attention to international
institutions like the United Nations. A review of the vitae and qualifi-
cations of department members will indicate whether there are re-
sourcss untappad by existing courses.

The committee may find (and this ig the next level of complexity)
that the department has amn impressive array of courses on Latin
America and that they might be combined with, say, an existing eco-
nomics course on Latin America or courses offered in anthropology

‘or history, to form @ modest area studies program. This might in turn

be tied in with instruction already offered in Spanish or Portuguese
and the relevant language department might be invited to adapt its
offerings to take such a program into account. Self-instruction op-
tions might also be developed. Evéh without a formal program, links
between political science and tite’ language programs might prove
mutually beneficial. And these efforts could be reinforced by pro-
grams of study abroad, student exchange, or summer travel.

Of course, the mere existence of a substantial body of courses in a
geographical area is not justification for creating a program. Such a
program should probably come only after extensive dialogue among
faculty sharing this i:terest, possibly by way of a seminar. The dia-
logue might also include an assessment of student interest over the
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long term (admissions and career placement people should be in-
cluded in the conversations), consideration of seeking outside
money, and discussion of how foreign students could assist the pro-
gram or be served by it. Consideration must also be given to the
structuring and governance of the program—and the dean must be
aware that a new program, even if it cuts across departments, cre-
ates new demands for financial and professional resources.

The question of the extent and representativeness of area studies
courses in the undergraduate curriculum is complicated. Should a
medium-sized institution seek to cover the globe? Is it reasonable to
suggest that a college that gives no attention to, say, the Indian sub-
continent or North Africa or Eastern Europe is fail.ng in its intellec-
tual responsibilities? Such considerations expand outward all too
easily into the basic philosophy of undergraduate education. Ameri-
cans tend to believe that if there is no course in a subject it cannot
be learned, forgetting that students are well able to acquire certain
kinds of knowledge on their own. We make no attempt to solve this
problem here, but clearly the answers will partially determine the
committee’s recommendations.

The committee may opt for depth rather than breadth, building
concentrations of resources in certain geographical areas and seek-
ing to work them nto the disciplines. A set of decisions on geographi-
cal concentrations can easily be extended to more general policy
areas—for example, student and faculty exchange and cultural pro-
gramming. Here it is important to keep the language departments in
mind. Area studies programs can go off in one direction and lan-
guage programs in another, so that a college ends up with a power-
ful German department and no European gtudies. or a concentration
of specialists in the Middle East and no resources for teaching Ara-
bic. Area studies programs, or programs in culture and civilization,
can be particularly good for hidebound language departments,
drawing them into contact with other departments and loosening the
seemingly immutable link between language and literature. Also
valuable are courses linking language and society—for «xample, in
the ethnography of language or in language policy.

If the committee makes some attempt to survey resources by geo-
graphical area, it should not neglect supportive courses of a general
nature—introductoly anthropology, courses in comparative re-
ligions, development economics, international education, and so on.
Such courses may be needed as additional elements in new area
studies programs or to give greater meaning to offerings geographic-
ally more specialized. And there is the matter of articulation: How
can students be persuaded to build individual cou. ses into clusters?
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Sometimes a simple listing of these resources, with suggestions on
hew to group them, will help—if it is made available to students and
if it is also used in advising. Scheduling is important: If sequences
are recommended, the courses must be available when they are
needed. It may be advisable to create an area studies committee to
facilitate and coordinate such offerings across departments.

Perhaps even more important than surveying resources by geo-
graphical area is a survey of resources in terms of problem solving.
Much of the rhetoric of those who maintain that we need new educa-
tional’ responses to the changes in the world of the past 30 or 40
years (and this book is no exception) emphasizes the emergence of
some ill-defined set of “‘major world problems." This suggests that
those problems cannot be explored, let alone solved, without a broad
perspective transcending the individual disciplines, and also criti-
cizes the departmentalization of universities as a stumbling block
(see, for example, Manley 1978; Wilson 1979-80). There have been
numerous attempts to lay out these world problems, sometimes in
terms ‘of some kind of overarching scheme. Even if we are skeptical
about the definitiveness of any one of these lists (and our easy ability
to pull a collection of phenomena together and label it a problem
may only be our own culturally biased, fix-it response to a set of is-
sues much more complicated than this), there is little harm in using it
as a kind of checklist of institutional resources. If a student really
wants to probe world hunger, or illiteracy, or overpopulation, are
there courses available and accessible? If they are entirely missing
from the curriculum, a strong case can be made for the need to re-
medy this deficien.y. A deficiency it surely is: To have no course on
a given geograph.cal area is one thing: to be wholly deficient in
thinking and teaching about a major global problem is quite another.
If these courses exist but are not easily discoverable—or if experts
in the institution, without actually teaching courses about hunger or
overpopulation, work these subjects into their research or courses
—the problem becomes ‘more one of advising. The committee can
perform a valuable service by listing these resources and giving the
lists to those who need them.

In institutions with large graduate or p. ofessional programs this
investigation of resources will prove more difficult but may reveal
significant opportunities for a realignment of programs. It maydraw
new resources from graduate or professional vrograms into the or-
bit of the liberal arts or suggest new links either horizontally across
schools or vertically between undergraduate and graduate pro-
grams. It may also cause these other schools to look again at their
own programs and to deal with the same questions being raised in
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the liberal arts by the International Committee. Of course, we should ,
ask how these resources became scattered in the first place Merely
identifying them does not create the administrative will to draw
them together, and attention will have to be given to the structures
within the institution that inhibit cooperation.

Certain arguments and trends within institptions can assist this
internationalizing process that we have set in motion. One is the
presence of foroign students in ever greaier numbers on American
campuses. These students are generally willing io accept American
academic programs as they find them, but institutions may ask
whether foreign students’ needs are being well served and whether
they might be better served by making curricular changes (see
Baron 1979). Resistance to change may take many forms (for ex-
ample, the feeling that American students should come first, or that
it is precisely the Americanness of American educators that brings
foreigners here), but these arguments can be countered by appeals
to quality: If we listen to what our foreign stndents and other over-
seas experts say. in the future we shal) be able to attract the best of
the foreign students coming to the United States from certain parts
of the world. A powerful program of outside speakers—from inter-
national organizations, embassies, and so on, as well as internation-
ally minded academics, politicians, and businessmen—may also
help make arguments for internationalization more convincing.

Ultimately, though, much will depend on the power of rational ar-
gument, on appeals t0 the need to keep pace with educational
trends, to contribute to human understanding in terms compatible
with the highest ideals of the college and university. Yet even here
more mundane arguments may have their place: The college that
looks to its international responsibilities raises itself above its rivals
and becomes a leader in its community and region.

3. The Major

Our International Committee will undoubtedly lvok at the institu-
tion’s major programs. Any discussion of the reform of majors imme-
diately raises numerous questions about the nature of the major it-
self. There is a tendency to look on the major as somehow God-given,
with little understanding of how recent a development itis (Rudolph
1977: 227-30). But even if we accept the major program as an essen-
tial vertical structure in a student’s four-year program—the so-
called in-depth study, set beside some kind of horizontally struc-
tured general education—what depth really ineans in this context is
an open question. Over the years major programs have naturally be-
come identified with the traditional disciplines, twentieth-century
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by-products of the specialization of knowledge. In effect, major pro-
grams are the outcomes of a departmental structure created primai -
ily to foster graduate study and research.

A strong case can be mads for the view that this kind of tradition-
al discipiinary major is the most effective kind, at least in institu-
tions with extensive graduate programs. Students have a home de-
partment. They have a faculty clearly identified with them and pos-
sessing the right kinds of incentives to take an interest in their work.
There is arguably a better chance that such major programs will be
coherent and sequential and that t} ay will instill confidence and di-
rection. Unfortunately, however, kn.'vledge refuses to be beund by
vertical divisions. At the most fundamental level there is even some
question as to whether knowledge, or rather the treatment and accu-
mulation of knowledge, is divisible into a finite number of disci-
plines. Even if we agree that it is, we may still wonder whether the
array of disciplines in a large institution represents that division
adequately. The history of disciplinary study in this country is as
much a branch of politics as of philosophy: Certain disciplines have
won out over others, and some have created coherence for them-
selves that is lacking in others. Then again, several departmental di-
visions (for example, languages and literatures) result not so much
from methodological distinctions as from distinctions of subject mat-
ter. The practice of French literary criticism, for example, is funda-
mentally no different from the practice of English literary criticism
except that one is in French and the other is in English.

If we concede that the current division by discipline is at least
partially a result of historical accident, and that certain divisions
among departments have less to do with methodology than with sub-

. ject matter or even with politics, it follows that there is no funda-
mental philosophical reason to prevent the creation of new fields to
serve new needs. Tha emergence of such fields as Am “rican civiliza-
tion, folklore, or semiotics is evidence of just such processes. But this
should not automatically lead us to conclude that any old combina-
tion of*materials and methods under any old rubric can make up a
coherent major program. The point is important because recent
years have seen the appearance of a whole range of so-called inter-
disciplinary and nondepartmental programs, often put together
without much sense of direction or goals. They often lack the faculty
interest or involvement to sustain them and mav serve students poor-
ly because they do not train in the basic methodologies of the disci-
plines on which they draw. If we accept the premise that a major
program should involve in-depth study, it must have some kind of co-
hereut structure and+ 1ld not be a mere grab bag of courses.
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, But mapy of the world's larger problems are not susceptible to dis-

ciplinary solutions. Hunger cannot be reduced to a problem of biol-
ogy or botany or veterinary science. Recent experience has shown
that the solution ‘te hunger involves issues of food distribution
—which in turn is a problem of management, of economics, of com-
munications, and of the political relations among states. It is also
closely related to cultural questions—those of religion, for example,
which are in turn related to problems of food acceptance: or ques-
tions of child rearing, education, or social grganization. It is at least
arguable that many of our failures in this &rea are directly related
to the narrowness of our approach. If improving strains of wheat
only consumes more oil, or provides more for rais to eat, cr dispos-
sesses manual labor, perhaps we should not allow the botgnists to
dictate single-discipline answers to difficult questions. By the same
token, our successes may be attributable to our ability to overcome
the narrow disciplinary focus of much of education and to work to-
gether effectively to solve common problems.

Despite the utterances of modern educational reformers, this is no
new problen}\The great issues of human survival have never fit
neatly within disciplinary boundaries. Yet our inability to handle the
methodologies of the disciplines may disqualify us from confronting
these issues at all. Hence we cannot ignore this questinn of method-
slogy as we build major programs and as we conside * the depth of
undergraduate education as well as its breagth. The great p. oblem
with dividing undergraduate curricula into dépth and breadth: is the
relationship between the two. If most human problems iranscend the
disciplines, we must learn how to relate these disciplines to one an-
other and how to set them in an appropriate context. And this is the
great failure of undergraduate education: We fail to teach our stu-
dents how to integrate their knowledge. how to apply it to particular
sets of problems.

This suggests that what matters is not so much the addition of new
major programs as the creation of mechanisms to link disciplinary
training with the elective system. Institutions might consider minor
programs focused on world problems (foad, population, armaments,
and so or! and growing out of existing majors. Thus a person major-
ing in economics might take additicnal courses in other disciplines
having to do with aspects of disarmament. thereby linking a disci-
plinary training in economics with a particular subject area. A
grouping of courses in several disciplines would allow students to
reach out beyond their fields. The courses could be the joint respon-
sibility of an interdepartmental committee. The existence of several
options, each treating a world problem. would also induce the major
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programs to include such international courses (e.g.. the economics
of disarmament and the arms trade, disarmament and foreign pol-
icy, power in international relations, and so on).

Since ‘the most successful major programs are those with a finn
administrative base, an institution may wish to locate a new inter-
national studies program in an existing department rather than let
it float free under the auspi:es of a relatively toothless interdepart-
mental committee. Hence a major in French civilization might better
be located in French or Romance languages, even though faculty
have to badrawn from other fields: or a major in peace studies might
do best in a political science department rather than be left to a com-
mittee drawn from a number of different fields. Obviously there are
disadvantages, the: .in one being that such major programs will re-
veal a strong disciplinary bias. But there are ways to offset bias,
through spscial funding arrangements and through carefully de-
signed coramittee systems. Using existing departmental structures
may also appeal to reform-minded deans anxious to convince con-
servative departments of the need to change. -

If it is nevertheless decided to create a new major outside of de-
partmental structures, faculty support is necessary for it to suc-
ceed: and its philospphy must be based widely enough to attract stu-
dents and defined clearly enough to offer some assurance of contin-
uity. It is always & good idea to use models from other institutions or
from entire disciplines. A program in peace studies probably stands
a better chance of survival than a program in ..rms and disarm-
ament simply because there is a body of thought 0.1 what constitutes
peace rtudies that transcends any one program in that subject and
allows outsiders to judge the programin terms of broader criteria. A
program in .nternational relations, if it cannot be located under the
umbrella of political science or government, will probably do better
as a free-floating entity than a program with some more original
sounding but less comprehensiva title. Though experts on interna-
tional relations may not always agree on the nature of their field, a
definitipn exists, even if broadly conceived, of what that field entails
{>.8., Palmer 1980). Even under the best of circumstances, such in-
terdisciplinary majors are likely. to draw fire from strict construc-
tionists within the disciplines.
4. i!roadening Major Offerings
In effect, broadening of the major offerings in any institution can be
achieved through a number of different strategies—which are not so
much neatly divisible as they are part of a continuum stretching
from minimal intervention to radical realignment of patterns of con-
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trol. The following areﬁi_f‘?v of the most comnion, arranged in terms
of the degree of intérveftion, from minimal to radical—some al-
ready standard fare at many institutions.

a. The creation of new “tracks" in existing majors. The po-
litical science department can perhaps be persuaded to de-

« velop concentrations in particular geographical or topical
areas—-possibly allowing collateral courses in other depart-
ments to count toward the major. Regional concentrations
can be created in history. or concentrations on international
or development economics created in the traditional eco-
nomics department. Bringing such change about from the
outside may prove difficult, though it can most easily be
achieved through the judicious hiring or replacement of fac-
ulty. The basic structire of the department remains un-
changed. Sometimes tracks can be created even without
new courses; but in,most cases some new courses will have
to be developed. Where they are needed, a dean may be able
to create incentives through the provision of released time
for curricular development. It is important that the depart-.
ment appoint a committee or preferably an individual to
oversee the workings of each major track, since this gives
the track not only a measure of quality control but an advo-
cate (though the latter role may easily supplant the former).
Many institutions have provisions for dual majors, and spe-
cial efforts might be made to allow (and encourage) students
to complete major requirements in related international
fields. This is a particnﬂarly fruitful approach for language
dspartments. .

b. The housing of new majcrs in departments that alread
have their own major programs. The inspiration for sucK
majors will generally originete with a faculty member or
with a group in a department who share an interest. It may
not be difficult to convince them to think in terms of a sepa-
rate major program. Particularly if their interest overlaps
with other departments, they may injtially think about an in-

.- tardepartmental major— which may rouse skepticism or

. even downright opposition among those chairing depart-

. ments. Resistance may be overcome by a decision to house

the major in an existing department, especially if it is accom-

panied by assurances that the dean will look sympathetic-
ally on proposals to hire new staff ovcr a period of years to
strengthen the new major. Obviously a solution of tnis kind
gives the new major a strong disciplinary bias and may make
it unacceptably rigid; but while the major may be subject to
the priorities of some of the more rigid members of the de-
partment, it may actually loosen the priorities and reduce
departmental rigidity and exclusionism. A new major may
need resources from outside the department,.in which event
consultative mechanisms should be set .p (probably in the
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form of a committee) or the faculty members called upon can
be given secondary appointments in the major program's
home department. ~ T .

c. The creation of majors in departments nr well-estab-’
lished pregrams curreitly offering no major program, This
~ is most likely to occur in large universities with stron grad-
uate programs, as for example in araa studies. Such epart-
ments or programs, operating at the graduate level, may be
_induced to deve‘lor major programs for undergraduates and
thus open themselves to undergridaate participation, Since .
- undergradiate programs of this kind may be criticized' by
existing departments, they should be consulted thoroughl
before the majors are launched. Of course, a program seK
dom begins at point zero: It is the logical result-of a gradual
accumulation of courses open to undergraduates. :

d. The creation of interdisciplinary majors, This approach
has been relatively common in recent years, In an effort to
provide a fecus on intarnational affairs, faculty from several
- departments create a program essentially independent of
the departmental structure. Sometimds if is a way of struc-
turing existing courses, drawing on the services of existing
departments. In other cases the program may also offer
courge3-of its own. While this method offers excellent possi-
bilities for the intellectual interaction of faculty and stu-
dents around a set of common problems and issues, it also
1 faces formidable obstacles. Some involve the lovalties and {

responsibilities of fgculty; others relate to budgetary’ sup-
port. InterdiscipliF,égx"y majors are generally supervised by
. interdepartmental” committees whose members may feel
their first loyaity is to their departments. They may be reiuc-
tant to spend adequate time advising students or teaching in
the program. Particularly in large institutions, it may be no
tavor to untenured professors to ask that they teach dutside
- their home departments, since this work is less visible to
senior colleagues and may even be viewed as lacking in seri-

ousness. On the other hand. if the program relies entirely 6t~ *
existing courses offered by the departments, strong crnsul-
tative mechanisms are essential to proserve the integrity of
the interdspartmental program, to maincain adequate
course offerings, and to guarantee thct students can be

~ placed in the courses they need. ‘ .
N We emphasize thece difficulties.not to discourage -the
reader. but to stress k. need for advance planning gnd for
. {irm and creative leadership. Far too many progranit come
“about simply through the energies of one or two faculty or
because of frustrations or resistance within the depart-
. ments. They arg often set up.withuut adequate structures in
place. Pariicularly where staffing problems become acute.
interdepartmental major committees tend to campaign for
/}

- »

81 .

. ° ;\



76 The World in the Curriculum

the right to hire faculty—in short, to become departments in
their own right. In today’s ciimate if is probably best to re-
sist such approaches. .

One way of doing so is to provide ifiterdepartmental ma-
jors with strong budgets for admigistrative personnel (a sti-
pend and course reduction for the person who chairs the
program, for example}; for programfming (so that the depart-
ments actuelly come to the progrh@-when they need money
for visiting speakers and so on); and perhaps for visiting fac-
ulty. While there are strong rdasons for avoiding the hiring
of permansent faculty for such programs (since they rapidly
build up vested interests) visiting faculty can supplement
skills alreadypresent on campusrhql% focus the program,
and ensure renewal aud change {see chapter 7). As for pro-
gram money, aT interdisciplinary international relations ma-
jor (for example) with good resources may help induce ths
departments of political science or sociology or economics to
schedule lectures and conferences on international topics in
preference to other subjects.

Despite such problems, strong interdisciplinary majors of-
fer significant benefits. Because they encourage interaction
across disciplinary boundaries, they are good for faculty. If
they are weﬂ s‘ructured, they are good for the students be-
cause they enccurage integrative study. And majors located
‘within a department—for example, a major in international
relations in a department of political science—can easily be-
come swamped, subsumgd, or discarded. While there have
been such failures, as well as new programs that lack ade-
guate resources, a number of interdepartmental programs
(for example, the Human Studies Program at Brown Univer-
sity) have flourished and endured (Kelly 1976: 145-54).

e. The creation of new departments. In an era of expan-
sion this most radical of solutions may have been practical,
but it i3 seldem so today. There may, Kowever. he instances
where it seems advisable to divide a large department (2.g.,
a department of histery and political science, or sociology
' and anthropology) into smaller units. Such subdivision can
sharpen departmental goals and enhance community among
faculty, though it inhibits flexibility in personnel policy and
‘other forms of academic planning (cf. Kelly 1974). Far more,
contmon in today’'s straitened circumstances is to amalga-
mate certain smaller departments, particularly in the lan-
guages, to allow for more efficient administration and pro-
gramming. While departments of toreign languages (az op-
posed tu departments limited to single ianguages or groups
of languages) may be somewhat unwieldy (united, the cynic
mighi suggest, only by their inability to communicate), they
can soraetimes deal with the whole matter of language in-
struction more effectively than separate departmentsorgan-
ized by language or language groups. A possible compromise
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is a department of European languages, leaving Asian or Af-
rican languages with area studies or language-and-culture
programs. Alternatively, language departments can be ex-
tended to include culture or area studies (e.g., a department
of European studies, or of French culture, or of Spanish and
Latin-American studies).

5. Internationalizing Fxisting Major Programs

We have been considering the creation of new major options in the
international area. We have had little to say so far about the inter-
nationalization of existing major programs. Does the major program
in political science or economics include adequate consideration of
other social, cultural, and political systems? And to what extent is
such consideration genuinely comparative? Does the system of re-
quirements and prerequisites induce students to take courses with
an internatiﬁngl content? Are students encouraged to apply their
knowledge of foreign cultures or languages to the material studied'in
the individual courses? Is a premium placed on theqacquisition of
such skills? ;

There are several ways of raising these questions within a depart-
mert. Probably the most effective is to.do, so in the context of a gen-
eral across-the-board examination of ilie international aspects of
the curriculum. But individual departments might also be induced to
appoint committees to examine their own offerings. It is, of course,
helpful if there is already an internal system of departmental evalu-
ation through which such questions can be raised. Departments gen-
grally know little about the background of their own students. Here
the dean’s office can be partitularly helpful. What can be learned
about patterns of conrse selection to establish whether students
make the best use of courses with an internalﬁgal content? What
knowledge of foreign languages and cultures do students already

-have? It may be possible to tap this knowledge in new and imagina-

tive ways.

An investigation of a program may lead to a recommendation that
some syllabi be changed; prerequisites, especially, may require
modification. Or there may be a need to create new courses—though
this could be difficult without dropping some already in existence. In
fact, the mere addition of courses, unless students have a st. ong in-
centive to choose them over courses already in place. may have little
effect. It is worth adling that many of the students taking courses in
the department will not be majors. Major programs, important as
they are in trairing specialists or in giving a special slant to general
education, will inevitably touch only a limited number of students. If
ons of our aims is to impart that minimal global awareness alluded
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to earlier, we must concentrate on smaller units than entire pro-
grams—>particularly on individual courses.

6. An International Dimension Throughout the Curriculum

The form of what is taught in the undergraduate curriculum, if not
the substance, dates from an earlier era, in which the imperatives of
nationhood overshadowed international concerns and national insti-
tutions were fundamentally more important than international ones.
We may ask, for example, whether American isolationism between
the two world wars was not fueled in part by too great a curricular
conservatism: A more sophisticated American awareness of the re-
lations between nation-states might have brought abeut different re-
sults in the late thirties and early forties. In any case, today’s needs
for a genuinely global approach to knowledge are greater than ever.

It is obviously no easy business to realign the curriculum in so fun-
damentally international a way. The strong market forces that bear
on the average college or university are both local and national:
There is the matter of jobs for graduating students. The vast majori-
ty, while they might benefit in the long run from an international
education, will compete for employment by local and national firms,
whose perspectives are unlikely to be wider or more cosmopolitan
than those of the universities from which they draw their staif. Pro-
fessors and administrators tend to see themselves as part of a na-
tional system of higher education. Their salaries are often paid in
part by state authorities, concerned above all with local and re-
gional needs, or by the federal government, whose concern with the
larger world is self-interested. Sponsors of research tend to be local
or national; parental horizons are unlikely to extend into interna-
tional matters; boards of trustees are often drawn from the local
and regional leadership.

Given these realities and the need to service a particular constitu-
ency, few institutions are likely to have the collective wili to make
themselves over into fully international institutions—ones in which
the starting point of knowledge is not local but authentically interna-
tional, based not on national but on international needs. It is even
debatable whether such a total revolution in an institution is wise: It
will £all out of step with other institutions and remove itself from the
mainstream. Nevertheless, this is the direction in wkich, stage by
stage, we should move. Not through drastic surgery, butl through
steady change. What is needed is a continuous and patient =ffort to
raise issues of educational policy and philosophy that are interna-
tienal in scope, to judge programs and courses and depa: tments in
terms of such criteria, and to appoint appropriate facuity.
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Conventional wisdom, supported by statistics, tells us that most
undergraduates take no courses (beyond language) with an appreci-
able international content. This may be one of those areas in which
statistics are of little use to us, since defining the international con-
tent of a course is well-nigh impossible. Here we skirt a deep philo-
sophical problem that underlies this entire book. Does the interna-
tionalization of undergraduate education lift the student entirely out
of his or her rultural and social nest, providing experiences funda-
mentally different from those associated with the United States? If
so, perhaps nothing short of a study of the Tassaday or of Tibetan
lamaseries is adequate; a course in Moliere or in Canadian eco-
nomics may be too tame. And even if we accept that the study of the
economics of Canada or the economics of developing countries is at
least a contribution to the internationalization of the undergraduate,
to what extent should we insist that the former consider the eco-
nomic perspectives of the francophone population of Quebec {i.e., go
beyond the statement that all this fuss about language is driving bus-
iness out of Montreal) or the latter look with sympathy on the aspira-
tions implied in the notion of a New Internationel Economic Order?

There are no hard and fast answers. Nor is it possible, by waving
a magic wand, to turn a palpably ethnocentric course, taught by a
palpably ethnocentric professor, into a paragon of intercultural
awareness. In fact, there may be many courses with less overt inter-
national content—perhaps in philosophy, English, or sociology—that
are taught with awareness of cultural relativity and with a sensitivi-
ty to differences wholly absent from an offering in international fi-
nance or even comparative political systems. Ultimately it may be
more important to gensitize teachers and students to questions of
cultural relativity and global understanding than to load the curric-
ulum with courses entitled international-this or international-tha:.

While political science or history will nonetheless yield easily to
the investigations of our International Committee, since their need to
give attention to international matters is hardly at i~ e, other fields
will prove more resistant. What are the implicatic~ * .or fields like
biology or physics or music or the history of art, o1 the changes in
world affairs of the past 30 years or so? And if these fields present
special problems, what of, say, sociology or psvchology, which are
linked more closely to social concerns?

No university administrator or representative faculty committee
can hope to give a definitive answer to a question as broad as this.
The aid of the disciplinary societies must be sought: even they may
have a hard time. At the outset, however, we should recognize that
the question can be answered on several levels; the most obvious is
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that of subject matter itself. It is important and useful for a p,ychol-
ogy department, for example, to look at its courses with a view to
eliminating ethnocentrism and cultural bias. A course in social psy-
chology, for example, may draw its examples and even its theory
from American culture, failing to suggest that other parts of the
world do things differently. The instructor can make simple changes
to right the balance, perhaps by reaching out in the direction of an-
thropology. Readings relating to non-Western cultures may be intro-
duced, studies by foreign scholars assigned. If, however, the very
paradigms and assumptions on which the coursé is constructed have
a cultural bias, the rethinking will be more complex_and revision
more difficult. The instructor might at least cha@e title of the
course toreflect its American bias, thereby implying_that its subject
is relative.

Similarly, a course in the sociology of the family may stress that it
is dealing with the American family, or it might be broadened and
deepened to include material from other cultures. Greater empha-
sis, in fact, might be placed on comparative sociology throughout the
sociology program, while courses with a narrower focus could be
labeled in these terms. Needless to say, these problems arise not
only from course syllabi but from the textbooks (cf. FitzGerald's
study c¢f high school history textbooks, 179). In recent years, how-
ever, mure and more textbook writers huve been working to elimin-
ate ethnocentrism from their approach.

These etforts can be exterded even into fields remote from inter-
national af'airs. If mathematics must use examples drawn from real
life, they might as well be international ones (Schwartz 1979; Calla-
nan 19/9). Statistics can be taught with international subject mat-
ter. Even a field like physics may occasionaily remind the student
that the United States is not the only area in which the laws of phy-
sics operate. To an increasing degree the natural sciences, especial-
ly when taught to nonspecialists, touch on issues of public policy;
courses in physics and society or chemistry and society are relative-
ly commonplace. It requires little imagination to understand how
such courses can deal with globa] as well as national issues and
reach beyond the concerns of the United States. Many of these pol-
icy questior- can come up in less socially specific contexts, too—as
examples 1n physics or biology, for instance.

The humanities are a special case and present special problems.
It hes become tashinnable in recent years, primarily on the part of
humanists themselves, to suggest that the humanities are in disar-
ray. Certainly the humanistic disciplines have become fragmented,
losing something of their common purpose and direction. Now that
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we need them most, they seem disinclined to formulate values or of-
fer even the most tentative of prescriptions. Perhaps the whole con-
ceptof the humanities is essentially Western, based on a specific de-
finition of culture and a particular sense of the structure of society.
This was one of the criticisms leveled at the field by participants in
an international conference sponsored by the Rockefeller Founda-
tion some years ago. The challengin; report of the conference (Rock-
efeller 1976) contrasts sharply with a recent report sponsored by
the same organization (Commission on the Humanities 1980), which
largely ignores the international dimension of humanistic study and
assumes that the humanities can be defined in Amsrican terms.

Of course, our society is part of the Western world and the
courses we teach are grounded in Western cultural traditions. This
is as it should be: An understanding and appreciation of Mozart or
Michelangelo or Shakespeare is essential to an adequate education
in our society. But with a1 understanding of the major phenomena of
a great tradition can come an understanding that this is a tradition,
not the tradition: that the expressive forms of China or Benin, India
or Samoa, also have value. The question, of course, is what value?
How do we r»late these products of other cultures to the value sys-
tem of our own—or, more to the point, how do we transcend our own
value system to touch on the universals and contradictions implied
in Terence's famous phrase, aptly quoted at the Rockefeller confer-
erice, Homo sum et nihil rumani a me alienum puto (I am a human be-
ing, and rothing human do ! consider alien to me)? What makes the
problem particularly difficult is the corollary to a statement in the
Conimission on the Humanities report (page 10): “No society can
flourish if its citizens deny the possibility of a common culture that
unites all despite differences in origin, education, and outlook.”’ And
no society can see itseif as separate if it does not regard its own cul-
ture as in some sense unique.

The philesophical problems here are real and they must be faced.
(1t the very least we need a three-tier structure for education in the
humanities, consisting of a knowledge of this country, of the roots of
this country in Europe, and of the world in general. It is possible that
without a sense of his or her uniqueness and difference, a person
cannot come to terms with what is universal about humankind (Ton-
kin 197 9).

This does not mean—and the point needs emphasizing—that all
things are reiative. The cultural valuss »f the West have sustained a
civilization of astounding complexity and ar<omplishment. Many of
these values offer hope for peoples who do not yet share them. But
they also carry their tribute of human suffering, of opportunities
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lost, of roads not taken. For the professor educated in a particular
tradition, it may take an effort of will {o understand this, but the ef-
fort should be made. Certainly our students must learn where they
came from. If we do not know our own origins we cannot appreciate
why others’ origins are important to them. We should be constantly
aware that our origins «re not everyone's, und that Western tradi-
tion has no menopoly on sagacity.

Efforts such as these will meet resistance, and there is certainly a
limit to how far a gocd program can deviate from orthodoxy and
maintaio its standing. But a general pushing at assumptions and a
constant refusal to n.ccept narrow definiticns is especially important
in the changing priorities of our perplexing age. Much can be
achieved by a kind of quiet subversicn—organizirg symporia on the
state of the discipline or its relationship to other disciplines, tor ex-
ample, and persuading faculty to participate; or bringing in
speakers with challenging and unconventional views. In fact, our
present agenda is to create situations and structures in which the
new realities of world affairs are forced into confrontation with the
methodologies, philosophies, and programs of the disciplines, and
their practitioners are obliged to come to terms with them. This will
not be easy, since the discip’ines are built on a sense of objectivity
suspicious of these pressures.

How can students be induced to take a full range of courses, in-
, cluding those that extend toyond the customary European frame of
reference? We shail discuss inducement snd motivation in later
chapters. But as long as general education requirements exist, they
should include some international and global dimension. We refer
not to the language requirement, which may be essential in under-
graduate liberal arts education, but to courses that challenge the
student with problems of cultural difference and with what might be
called major world problems. The two are not entirely the same. One

L]

is associated with anthropology, the other with such fields as politi- '

csl scienc?. sociology, and economics. The first instills an under-
standing of cultures and values; the second asks us, given such dii-

fercnces of “ltures, to analyze and understand problems of global

magnitude which may be value based but that have also a purely
practic al dimensinn. Both merit a place in a basic general education.

Whether any random course in anthropology or anv random
course in international aspects of the social sciences can pe:rform
these functions acequately is questionable. It would seem unlikely.
Ideally faculty with such perspectives should be identified and in-
duced to design and teach courses for nonspecialists that confront
these issues directly. They might be seminars for freshmen or larger
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- general courses offered under the auspices o departments and de-
signed for freshmert and sophomores. While general education
courses seldom live up to the expectations we thrust on them, a con-
stantly changing program of strong offerings, perhaps under the di-
rection of an maginative and highly touted interdepartmeptal com-

" mittee, offers the best hope. If general education courses are not al-
‘'ways as successful as we would like, distributional requirements
may be even less useful, though the ease with which they can Be ad-
ministered is confused with educational efficacy.

Far morendifficult to administer than general education courses
are thematic programs or clusters of courses. We have referred to
minor programs in world problems growing out of disciplines.
Where thematic programs have been tried they have generally run
np against scheduling difficulties and their unconventional nature
has tended to discourage students. But in principle such programs
afford real opportunities to study world problems in depth and from
several different perspectives.

7. The Configuration ¢” the Disciplines

Subject matter is only one level on which the question of internation-
alizing the disciplines needs to be addressed. There is aiso the re-
search on which this subject matter is based. One of the saddest as-
pects particularly of study in the social sciences is the extent 10
which readings and textbooks are drawn from American research
described by American researchers. The problem cannot be elimin-
ated by simply adding a few books from France or Japan to the read-
ing list (though that might help), since the tradition of certain disci-
plines is rooted in American assumptions about the scope of the dis-
cipline and the nature of its method. Nevertheless, this bias should
be addressed more frequently by teachers and students. and greater
efforts should be made to explain that there are other lines of ap-
proach. The main limiting factor here is the barrier of language,
which may have helped create these divisions in the first place and
which is a problem not only for the student but often for the teacher
(who may be as ignorant of other languages as the students). Yet
simply seeing texts in foreign languages on reading lists or reserve
shelves, or reading translations of them, will help convince students
that there is an ineyitable ethnocentricity in their training and that
they must be aware of it. Whilé professors may not -vant to require
their students to read texts in other languages, they can certainly
encourage it and can provide references in other languages for
those capable of reading them. At the least, translations might be
used so that the views of scholars of sther nationalities are taken in-
to account.
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But ultimately the problem goes deeper than this. The configura-
tion of disciplines in Americar intellectual life and in the academy is
a result of many forces, not all—maybe not most—intellectual. Un-
fortunately, the departmental structure, reinforcsd by hudgets and
professional organizations and the full panopiy of icurnais and certi-
fication and self-definition, has been distinguished over the years by
a sharp delineation of turf and torritoriality. The disciplines have
learned to avoid poaching on one another's land. Ti.e emphasis on
boundaries and exclusivity has had an inhibitiag effect on the defini-
tion of the conteat of individual disciplines: They are seldom re-
quired to account for themselves, tr) explain why they approach phe-
nomena as they do and how they fit into the laiger pattern of the
pursuit of knowledge. Like so many nation-states, they have created

"cuctoms barriers and passport systems. While their domestic pol-
icies are crystal clear, they lack a coherent foreign policy, a set of
cooperative attitudes toward other departmenis and disciplines that

ould encourage cross-fertilization: or \he joining of forces around

.common problems.

There are many exceptions to this rule, and we could all cite a
1ew. But the premise remains: As Altbach (1979) puts it, ** Academic
departments tend to inhibit change not only for organizational rea-
sons b:k also because they reflect particular conceptions of know-
ledge'’ (page 83). While ourpresent concern is only with the effect of
these traditional structures on rapidly changing worid affairs, it is
precisely the international area that highlights the need t+ address
such issues. We are rot asking for the dismantling of the disciplin-
ary structures. They have served us well and will continue to do so.
We do, however, insist on constant self-criticism and self-examir-
ation. We must continually ask if our department, our program, our
discipline is properly organized to inectill in students a sense of the
global dimensions of world problems. And students must be taught
enough about the context of a particular discipline to ask this ques-
tion for themselves.

If-fields like physics or biology must ask such questions, the need
is even more acute in the humanities. For the most part the humani-
ties have abdicated their role as the conscience keepers,ithe moral-
ists, uf the academic enterprise. Seduced by the ssientific‘method in-
to a sterile objectivity, they have lost their hold on values. While the
developmen* of methodology in the humanities in the twenties and
thirties—spurred by the natural sciences—has had enormous bene-
fits, it has, as we have noted, led to a trivialization of the enterprise.
It is bad enongh that humanists recoil from value judgments about
the phenomena they study, but it is reprehensible that they will not
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act as their own apalogists in the larger arena. This unwillingness
probably springs from their sense of their own vulnerability. Yet it is
sursly not unreasonabie to raise questions about the usefulness of
" German or the study of Chinese art, provided the questions are
couched in the broadest terms. Above all, the answers should be
honed and ready.

Teachers of language and literature are as much to blame as
teachurs of other aspects of the humanities, but they tend, like other
humanists, to retreat behind their departmental ramparts and re-
duce all intellectual questions to matters of credit hours and teach-
ing assignments. It is not enough to argue that the study of a topic is
important just betause (as was said of Mount Everest) the phenom-
enon is there. The point about Mount Everest is that it is higher than
all others and that there is only one such mountain. Yet our aca-
demics go triumphantly planting their flags on molehills and in the
depths of valleys, declaring all who dare to challenge their activities
philistines. Importance is a legitimate criterion in the evaluation of
acholarly work and it is relevant to the question of what should be
taught (and sold, nine times out of ten) to students. If it were left to
us, we would restore philesephy to its central place in the humani-
ties, not as an adjunct to physics or linguistics but as a custodian of
moral and ethical questions. We emphasize questions rather than
answers: A strong philosophy department might constantly raise
just the guestions about departments and disciplines and programs
that their practitioners lack the coqrage?:r ability to see.

In the meantime we have only an International Committee asking
timebound questions about courses pni Latin America, but even that
is a beginning. It is clear that the problem of ethnocentrism in the
academy—the tendency to look at the world from an American point
of view-—is not only a matter of subject but of style and intellectual
approach. Thig othnocentrism is paralleled in a curious way by the
rigidity of the structure of disciplines. The removal of what we might
call disciplinary chauvinism can aid in an important way the re-
moval of national ethnocentrism. .

If the disciplines do not look often enough beyond thelr own boun-
daries to define their usefulness in relation to the common intellec-
tual enterprise, they are 8lso relugtant te face the consequences of
the use to which their products are put when exported. The Vietnam
War brought this problem into focus. Social scientists, bound to ob-
jectivity with a Hippocratic self-confidence, saw their products used

.politically and their objective methods serving a kind of political so-
cial engineering. “‘Instead of acknowledging that ethical or moral
prefercnces play a vital—indeed inescapable—role in defining is-
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sues and in measuring progress toward or away from the resclution
of issues,” wyftes Burns Weston (1979: 70), *‘the overwhelming tend-
ency is to insist upop empirical (or ‘scientific') quantification and de-
scription as the only-preper-eencern-of education; and-to-dismiss as
ideclogical or unprofessional almost anything that is consciously
prescriptive.’”” Weston goes on to point out that *‘this dismissal often
is made through appeels to the values of academic freedom and pro-
fessionalism.” The problem is as old &s the atomic bomb, or dyna-
mite, or gunpowder, or Prometheus. We are not, as some have done,
arguing for the abandonment of objectivity; it is a necessity for the
proper weighing of certain evidence. We are suggesting that all
knowledge has a context, that the context is not and cannot be value-
free, and that the context must always be studied along with the
knowledge itself. Thus it is essential to raise questions about the
larger cultural effects of economic dsvelopment, to ask what is being
lost as well as what is being gained by the expansion of education or
literacy or public health services.

Hence we are confronted with a paradox. Scientific cbjectivity is,
as we know (though we do not always face the consequences), an
ideal, a myth rather than a reality. We should ask ourselves more _
frequently how neer or how far we are from that objectivity, how
hidebound by disciplinary, social, or nationz! loyalties. Hence we
need to draw questions of value closer to the realm of scientific ob-
jectivity. On the other hand, when we look at the context of our re-
search we must broaden and objectify our visions to take account of
other people’s values and views. If philoscphy is central to the hu-
manities, anthropology is or should be central to the social sciences.

By the same token, biology, the science of life, lies at the heart (lit-
erally and figuratively) of the natural sciences. With our new con-
cern for the environment and for problems of industrial waste, we .
have become more aware of this. Itis not illegitimate to ask how phil-
osophy, anthropology, and biology can help us establish criteria for
setting up programs in international sfudies and for judging the use-

v

fuiness of topics and approaches.

Itis becoming harder to prevent our International Committee from
turning into  disciplinary Trojan horse, raising questions that ex-
tend far beyond international studies. The admonition “Beware of
Greeks bearing gifts” may be more than aJesson in the difficulties of
cross-cultural understanding. But even the achievement of our own
restricted purposes calls for a measure of destabilization, of ques-
tioning the undeypinnings of the disciplines and departments. Again,
we cannot emphasize too strongly the necessity of doing this in an
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unthreatening fashion. Departments and individual faculty must be
Cassured that they have a contribution to make io a general dialogue.”
Ig it is done carefully, this is not difficult. Though their behavior as
sgpiologis{s or French protessors or physicists may be disconcerting- |
ly predictable, faculty as individuals are (r36d we say it?) consider-
ably more intellectually courageous and inquiring than some jaded
administrators or skeptical students tend to think. '

The translation of self-questioning into the specifics of academic

\%:'ograms leads us back to general education. As we have noticed,

e problem with general education programs i3 that they rapidly
become routine, losing the excitement and challenge that only the
-accomplished teacher can convey. Partly becsuse they-touch every
studen! in an institution at some time or another, and hance are a
concern to every faculty member, they often ufier from ngid struc-
tural constraints and an inability to adapt to ckanging circam-
stances. Above all, they need a constant philosophical rerevsal, best
achieved through the guidance of an individual or a group willing to
raise fundamental questions and having the polilical and academic
" authority to see that thev are addressed. Giving students an early
taste of the relations among the disciplines, their limitations, and the
ethical implications cf their work and methodology is arguably es-
sential to a liberalizing education. And it will help them come to
terins with their role‘in a world that extends beyond the cumfort-
ingly American. Appointment even on a temporary and rotating ba-
sis of a professor or two willing to raise such issues--éspecially
from an anthropological or philosophical (or biological) point of view
—could lrave a significant impact on students’ ability to deal with
world problems. (And we reiterate that in the Council on Learning
student survey it was precisely on world problems that respondents
proved weakest.) . '
8. Cuarricular Design and Development
Our excursion into the heart of the academic ideal should not dis-
tract us from matters of housekeeping. The more departments and
faculty aic obliged to deal with issues bf philosophy, the m'ore their
questioning will translate into courses and programs—and not only
at the level of general education. It is vital that faculty have support
from colleagues and the means to bring about changes they feel
essential. Some institutions, notably community colleges, have
brought faculty together to revise syllabi or develop new units or
modules for existinig courses. Hence a course in accounting might in-
clude an i_nternation,al module, or a course in sociology might have
an element dealing with comparative issues. Modules can take sev-
<

v

S 93




88 The World in the Curriculum

»

er&l forms. They may be a set of notes or a text, with appropriate re-
ferences and readings, developed by a faculty member for the use of
those in charge of a course. Approximately 20 such modules have
been developed by the Consortium for International Studies Educa-
tion (CISE}. In this case the faculty member plays the role of consul-
tant. Alternatively, the module may iaclude the faculty member: A
professor is brought in to teach part of a course in which he or she
has expertise. Here)lhe professor in charge of the course may or
may not participate'in the module, depending on whether the ainris
to team teach or simply to impart an area of knowledge that would
otherwise be missing. .

, This cooperatiom is, of course, easiest in institutions where syllabi,
- are subject to evaluation by an instructor's peers or where faculty

routinely sit in on vae another's courses. In ather institutions, facul-
ty wili be reluctant to tell one another what to do. In institutions
where rooperation is not the norm! administrators will .probably
achieve greatest success by . pie(e?;]eal approach, rather than issu-
ing blanket invitations to coopetrate. They can convince one or fwo
influential faculty to lead the way, publicizing tl)e results and per-
s aading others io foilow. As son\n\as some momentum is achueved, co-
vperation can be instifutional.zed—for example, by making small
grants for the development of units or modules and by appointing a
committee to oversee their administration. The process is much §2s-
jer iniastitutions with offices tu assist in the improvement of i1s.ruc-
tion, since it may be possible to incorporate such efforts into their
programs.

Instructors who resist the importetion of entire and alien units in-
io their courses may be persuaded to use new materials if they are
made available. An imaginative assistant dean or department chair-
man could help by ‘dentifying materials likely to be useful to faculty
and seeing that the materials are received—or by appgoaching a
teacher with a request for advice; "We need help in improving our
library holdings in international economics'' may help convince Pro-
fessor’X to introduce international elements intd his or her eco-
nomics courses.

Some faculty mav suggest launching team-taught courses. This is
not the place to give detailed consideration to the merits and limita-
tions of team teaching. Much depends on faculty personalities and
the administrative structure of the institution. In general, it is im-
portant that any teaching team have a clearly recognized leader
with_formal responsibility fdr the course. Continuity is also impor-
tani: Discrete lectures with no attempt at links confuse studer.ts.
Idéally the team leader should work closely with members to shapa
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their cQ.;éributions to a common goal—and the,goai must be clearly
articulated (preferably in written form). The leades should attend all

lectures and sessions of thte course and provide, at ihe very least,
some commentary after each contribution by a member. Team
teaching. of course, also raises problems of administration—espe-
cially with respect t teaching load 4nd (if the course is interdepart-

4

"‘méntal),aistributiona} and major credit. It is'advisable to address

’

these issues squarely before the course begins and.to set up proce-
dures for further such proposals.

From the design qf modules or .eam-taught courses it is only one
step up to ‘the coimpilation of materials, de novo, for an entire course.
One of the'main reasons more courses on international topics do not
turn up in college catalogs is the unavailability of .textbooks, collec-
tions pf readings, and so on. While the situation is improving, thanks
to such\grganizgtions as CISE and a few enterprising publishers, the
igg-ficute. Deans who encourage faculty to compile their
own materials who provide duplicatign resources ar2 perform-
ing a service beyond the courses i} questiop-f-these faculty then
publish their compilations or shafe them with . olleagues elsewhere.

Curricular Blapnfng is not only a matter of contenPbut of process
and form. International studies, eapecially if they are focused on a
global problem or issus, are particularly well suited to the small dis-
cussion group or seminar, perhaps designed as part of a freshman
or sophomore seminar program or built into the options available to
junicrs or seniors. Such courses may be avowedly cross-disciplin-
ary—for example, bringing economics, political science. and anthro-
pology to bear on the problem of hunger—or they may originate in a
single discipline, with references toward others.

At the other end of the scale, large iecture courses concentrating
on some aspect of international studies might form aningredient in a
general education program. In fact, globgl problems or international
politics or the history of a world region are topics that, if pre3ented
right, lend themselves to imaginative and.etimulating popularization.
In his recent Ford Foundation study, McCaughey (1979. 42) mourns
the passing of the courses *‘that once packed them in on Morning-
side Heights or jn Cambridge.” His observation that large courses
help pay for small ones should not be dismissed as academic time
serving. Large courses can bring international studies to an audi-
ence otherwise unreached, and they need not be pitched at a low in-
tellectual level. - .

" As c:ri‘ange_s\‘occur at various levels with departments and pro-
grams, we-anjst contipually ask about their larger educational im-

. - ~
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pact. Can students steer themselves easily to the new offerings? Can
they combine them with other components in their education? Are
there problems of articulation between courses? In a larger context.
what effect do they have on the processes of credentialing and on
job opportunities? Devising routine ways of raising these questions
is very important, not ouly for international studies but for under-
graduate education in general. Sometimes student: Luild qualifica-
tions almost without sur noticing it. A group of courses (to go back to
our old example) in Spanish and Latin-American studies may pass
unnoticed on a transcript. There may be sume way to recogmze this
as a minor or speciel concentration on the transcript so that it takes
on salability in the eyes of the placement office and the student is
able to turn accumulated knowledge to good account.

We may also ash whether our new courses and programs in inter-
national studies have a bearing on programs in graduate and profes-
sional schools. There may be ways of convincing graduate and pro-
fessional schools to accord them special recognition—or programs
developed at the undergraduate level may prove exportable, after
modificgation. to graduate programs. We sha. say more about these
possibilities in the foliowing chapter.

9. “fnsgernational"Colleges

We began this chapter with an allusion to the average eollege cur-
riculum. Before closing this rather cursory discussion of program-
matic changes, we should point out that there are a few institutions
whose programs are anything but average as far as international
activities are concerned. Some colleges’ entire focus has been inter-
national, or even internationalist, from the beginning. The tiny
Friends World College, based on Long Island, is one. Founded in
1965, it has a chain of study centers across the wcrld (Kenya, En-
gland, Guatemala, India, and Japan) at which students follow pro-
grams they have designed and executed themselves, ranging from
conventional college study to experiential and cooperative projects.
Dag Hammarskjold Ccllege, founded in the late sixties, very much i
the Peace Corps spirit, was another—but that faded with the return
of student conservatism and fiscal hard times.

In a separate category are institutions specifically designed to
provide training in international studies. The School for Internation-
al Training. for example, was established in Brattleboro, Vermont,
in 1964 by the Experiment in International Living. In addition to its
language programs and various short-term training sessiops. it of-
fers a two-year World Issues Program leading to the bachelor of in-
ternational studies degree. California’s Monterey Institute of For-

4
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eign Studies provides upper-level instruction in languages and area
studies and in such fields as internationa! relations and internation-
al economics. Florida International University, which opened in the
early 1970s for upper-level undergraduates and graduate students,
espouses an internationalist philosophy but has been expanding in
more conventional directions. Another specialized school for inter-
national training is the American Graduate School of International
Management in Glendale, Arizona, which is affiliated with the
American Management Association. Offering a Master of Interna-
tional Management, the school primarily trains corporate managers
for service abroad.

More in*2resting from a practical point of view as an example of a
conventional four-year college with an international focus is Lock
Haven State College. Gpe of the few Pennsylvania stat : colleges to
take the Commonwealth's Master Plan seriously, it pursues its spe-
cialization with enthusiasm and imagination. A few ins.itutions have
built on a histsrical interest in international studies tu create unusu-
ally extensive options—Earlham College, for example (Gumperz
1970). Others have had such a focus from the start. When Eckerd
College was founded a$ Florida Presbyterian College in 1958, it was
given a specific internationelist and intercultural thrust, with strong
language offerings and a range of programs in history and cultures
(Williamsen and Morehouse 1977). Middlebury College in Vermont
has become nationally known for its language programs, its summer
institutes in language, and its study-abt oad programs. Other institu-
tions, both private and those that are part of a state system, have
put special emphasis on study abroad—among them such major in-
stitutions as Stanford, Michigan State Unive. sity, and the Unive sity
of Massachusetts at Amherst. The last has some 40 study-ahroad
programs, 22 of which are reciprocal.*

We have discussed in this chapter a number of aspects of the in-
ternational dimension that can bz injected into the undergraduate
curriculum. We have, however, barely touched on one of the most
central and difficult areas, one which merits a separate chapter. the
study of language.

*For an exc ellent compilatiun and des. riptiun of effective international educ ativn programs at the
campus and cuosortium levels. see Educution for o Global Century Hundbouh of Lxemplury Inter
nutiwnal Pri . rams Change Magazine Press 271 North Avenue. New Rochelle, N Y 10801, $7 95
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1. The Situation of Language in the World

Devoiing a separate chapter to language study is a measure of the
importance we attach to the subiect rather than an indication of
how we think the curriculum should be urganized. We strongly be-
lieve that language and Janguage differences should be fundamental
elements in every phase and aspect of undergraduate study—in-
deed, of study in general. Far more arresting than the fact that 300
million people speak English as their first language is the fact that
an overwhelmingly greater number do not—and that the sum of
knowledge in the world is conveyed (or would be, if we could under- )
stand)in a myriad of tongues. Language study and the study of other
subjects should be as closely integrated as possible.

There are those who arsue (even sorme experts in international
studies) that the study-of language is of little importance. The coun-
terarguments are well known and it is nct necessary to repeat them
here. But one argument persists and we shall discuss it before pro-
ceeding: that English is already the world’s lingua franca and it is
only a matter of time before everyone speaks it. If English is a lingua
franca, it is because the United States has power in the world—par-
ticularly technological and economic power—and because the U.S.
has in part succeeded another great world power, the British Em-
pire, whose language was the same, and from which our nation was
* to a degree derived. Today the dominance of, the United States, and
of the industrialized world, is being challenged. New nations under-
stand, for example, that ope of the factors contributing to the imbal-
ance of the international flow of information is the international sta-
tus of the former colonial languages: The British, Americans, and
French enjoy marked linguistic advantages over the developing
world. The native languages of the developing countries enjoy littie
or no status internationally. Often these countries are also ham-
pered by wide linguistic diversity within their own boundaries—in
fact, many must deal with huge expenditures for language instruc-
tion in the schools. In this as in so many other areas, the onus is on
the poor and the weak to conform to the practices of the rich and the
dominant.
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Some of these linguistic disadvantages are shared by the indus-
trialized nations. When an international conference is held on, say,
deep-sea mining,.Britain selects delegates on the basis of thair know-
ledgé of the topic, but Indonesia chooses people also on the basis of
their ability to communicate in one of the official conference lan-
guages. When a Japanese scientist attends an in{ernational confer-
ence, he must struggle to deliver his paper in. English and may have
" great difficulty engaging in dialogue with his colleagues. And when
these fellow scientists nominate experts to UNESCO ot some other
international organization, they pass over the Japanese, who may be
much the better scientist, in favor of an American &vho has inter-
vened with great facility in this or that debate in this or that confer-
ence. At the United Nations, Japan, Prazil, and Indonesia pay their
contributions to the language services iike everyone else, even
though they are paying for translations out of gne language foreign
to them into another langnage equally foreign. .

The list of examples of language discrimination is almost endless.
And its victims by definition cannot communicate their frustrations.
There is a tendency to minimize or ignore these problems, and it is

"sometimes abetted even by those whose languages are discriminated
against: The fluent speaker of English from a country where English
is normally not used may occupy a position of authority in interna-
tional life for linguistic rather than intellectual reasons. Americans
tend to assume that “‘everyone speaks English” across the world,
failing to realize that the people they are likely to meet are precisely
those whose knowledge of English"is Lest. Even the informal net-
works of scientists and intellectuals have their linguistic norms, and
those who lack linguistic knowledge simply get excluded. (See Guer-
ard 1941, Tonkin 1977: 4, Tonkin 1979.)

Figures about the spread of English are impressive. According to
Fishman (page 16), for example, 76 percent of all secondary school
students in the non-English-speaking world (excluding China) are
studying English-—a vast increase over just a few years ago. And
there are more native speakers of English across the globe (about
one in twelve of the entire world population) than of any other lan-
guage except Chinese (Fishman, Cooper, and Conrad 197%). Ken
- Burgin, writing in the Times Higher Education Supplement (London),
points out that 98 percent of those learning a second language in
West Germany are learning English. In the Netherlands that figure
is 90 percent, in France 81 percent. Even in Italy, where French con-
tinues to hold a strong position, English repredénts the second lan-
guage for 56 percent of foreign language legyhers.

Advances in the computer sciences and in the mechanical hand-
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ling of language (including everything from simulated speech to the
compilation and manipulation of thesauri) may seem to point the way
to mechanical solutions to language differences. This would obviate
the need to learn and use foreign languages for the great majority of
those having to communicate with speakers of other languages in
other countries.

In light of these facts, optimists might conclude that language
problems are already solved, or at least on the way to solution. But
other points should give us pause. First, it has frequently been

pointed out that the strength of a language is associated with the,

economic and politicel strength of its speakers. In a widely quo%é“d

.article describing the nnssible decline of English, Frederick Starr

{1978) notes that of the 10 nations that send the greatest number of
travelers abroad, three are English speaking. Hence it is hardly sur-

prising that the tourist industry, the airlines, and the hotels make ~

widespread use of ‘English. As long as the United States and other
English-speaking co ies have something to offer buyers, they will
be able to deal withuf’::i%m:gs in English. But as America's share in
world markets declines and as its dominance in basic research and

development weakens, its long-range ability to determine the linguis-
tic terms of glo~al communications also decline {cf. Knepler 1980).

Even if we acknowledge that the use of English internationally is
on the increase (thougn whether it is growing in proportion to the
tetal increase in international contacts ig less clear), more and more
languages in the Third World are gaining in importance as lan-
guages of government and culture. Between 1970 and 1979, for ex-
ample, two major countries have shifted their official language from
English to a local tongue—Pakistan to Urdu and Kenya to Swabhili
—and several others have added native, indigenous languages tg En-
glish as coequal official languages. Spurred above all by the work of
UNESCO in the 1950s and 1960s, and by such organizations as the
Ford Foundation, many Third World countries have shifted from co-
lonial languages for instruction in the schools to the native tongues
of the pupils themselves (Fox 1953). We are witnessing, in short, a
diversification of lang':age use at various levels. The lead of English
is thus by no meaus clear or permanent. We should remember that
the great increase in the use of English internationally is a phenome-
non of the nineteenth and twentieth centuries, the period of the flow-
ering of the British Empire and the growth of American economic
and military power. In the world of tomorrow these conditions may
no longer hold. What looks like the permanent dominance of English
may turn out to be but one historic phase.

Recognizing the connection between language and power, some
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advocate the spread of English for reasons of self-interest. English,
states a British Council Annual'Report, “carries the odium of being
the language of the haves, of former Colonial masters,” but “it is al-

" s0 the language of those who want to have—of those who may ac-
quire influence and power, as well as of those who’possess them al-
ready.... There is a hidden sales element in every English teacher,
bool, magazine, film-strip, and television programme sent over-
seas.” William Benton, writing in 1967, is at pains to emphasize that

- his is no mere self-interest: - .

- I propose...that the United States enlist the coopera}on of private
organizations and foundations to underwrite special research to de-
termine the most effective methods for teaching English as a foreign
language and for promoting such teaching....  emphasize again that
this is not because of any special pride of ours in the English lan- -
guage—but as a humanistic effort to spread knowledge and ad-
vance communicatior among men. (Page 23.) ‘

Randolph Quirk, writing in the London Observer (1978) is less of
an idealist: . . ’ .

When we're thinking of the wealthier countries of the world, the ex-
pert of English is just as'much big business as the export of manu-
factured goods. British Leyland may excite little enthusiasm in Ja-
pan, but British English sells like hot Suzukis.

But these statements make more sense in a seller's then a buyer's
market.. As soon as American or British goods must compete with the
homegrown article, English is less likely to succeed in Japan, Korea,
or Spain. A good knowladge of Japanese, Korean, or Spanich may
prove necessary to make a sale. Is it better, then, to go for broke—to
continue to set our own terms of discourse in the hope no one will no-
tice our hand has weakened— or should we acknowledge a recipro-
city of interests with foreign peoples and deal with-them on a more -
equal'basis? It is our contentian that, in the long run, the second is
the only practical way.

And what applies to business applies to diplomacy. The enormous
increase in the number of students from abroad studying here over
the last 20 years has created a’large cadre of English speakers
across the world. These are primarily people with a commitment to
the new technology: They have learned their skills in the United
States and many apply them in their home countries in the employ of
American corporations, or in a Westernized educational system, or
in a centralized government modeled after bureaucratic patterns
derived from the industrisl?zed countries. These people, with their
commitment to or at least comprehension of Western ideas and
ways, often serve as middlemen between monoglot American diplo-
mats and the people at large. These diplomats hear what their Waest-
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ernized contacts want them to hear, their perceptions are filtered
through the contacts’ Western lenses. But a wise foreign policy
should be based nat just on the talk in Hilton bars but on the talk in
the bazaars; not just on the life of the shopping streets of capital
cities, but on the life of the villages. The bazaars and the villages are
largely closed to Americans, not so much because of restrictions on
their movement but because they cannot understand the languages
used there. And if any country has taught us in recent years the im-
portance of such understanding, it fnust surely be Iran,

As for machine translation, the optxmnsm of the 1950s and early
1960s has been largely replaced with a more sobe. assessment of
the applicability of computers to the processes of iranslation. As
ea.ly as 1946 the possibility of using computers to assist in transla-
tion was broached in a conversation between A. D. Booth of the Uni-
versity uf London and Warren Weaver of the Rockefeller Founde-
tion. Experiments in the laté forties and early fifties led to increas-
ing interest in the idea, but the problems proved not so much mech-
anical as linguistic. Efforts to build a :nodel of language accessible
to machines proved more difficult than many experts had imagined
in the heady early days of transformational grammar, and by the
midsixties interest in the idea declined sharply. While there are use-
ful ways of 2mploying computers as dictionaries and thesauri (espe-
cially in helping translators deal with technical terms), the hope that
machines might one day render texts or speech from one language to
anotber, unaided by human intervention, has proved largely a
chimera (cf. Kay 1974).

In a recent speech to the British Overseas Trade Board, the Duke
of Kent, a member of Britain's royal family (normally staunch sup-
porters of the Queen's English), suggested ihat the widespread use
of English abroad might even be a hindrance tc gritain’s effort to in-
crease exports:,

Britain’s major customers give preference to firms who take the
trouble to approach them in their own language. They are likely to
react unfavourably to an approach made in English. .. Fifty percent
of French firms give preference to foreign firms speakmg French.
Fiity percent of German and Austrian firms require correspond-
ence in German. British firms cannot expect their products to speak
for themselves.

But there is another kind of self-interest, what one might describe
as a moral self-interest, in the use of foreign languages overseas.

“Ich bin ein Berliner,” said John F. Kennedy in a famous speech, and
the inhabitants of that city took him to their hearts. Pope John Paul II
spoke to the French, the Americans, and the Brazilians in languages
they understood, with electnfymg effect. Acts of linguistic generosi-
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ty, in a world otherwise characterized by linguisti¢ chauvinism, may
" do more for the American abroad than any amount of crusading zeal
for the civilizing power of English.

2. The Situation in the United Stafes

There are both national and international reasons for learning lan-
guages. And there are practical and moral reasons as well..We
stress this point only because these principles frequently are but
dimly understood by language teachers themselves and often ig-
nored completely by specialists in other fields. This is not to say that
there is a dearth of eloquent statements on the importance of 1in-
guage learning. In fact, one of the more depressing aspects of the en-
tire field is the sheer quantity of such statements and the lack of pro-
" -gress they have produced. Whole portions of William Riley Parker’s
The National Interest and Foreign Languages (1954) are as current
now ag the day they were written, and most of the statistics on lan-
guage learning or the lack of it either remain the same or are worse
than they were then. :

* Amid the apocalyptic rhetoric of the advocates of language learn-
ing, it may be worthwhile to reflect that statistical declines in num-
bers of learners may have had little effect on the national capability
in foreign languages. Recent improvements in language pedagogy,
coupled with ingreases in student study and travel abroad, may well
have offset the declines in total numbers (Barrows, Clark, and Klein
1980). Studies suggest that only a small percentage of those studying
languages in high school and college end up capable of using them
(Burn 1980b: 50).

The recent Council on Learning survey would seem to bear out
this last observation. One of its sections had to do with knowledge of
foreign languages. While a majority of college seniors (almost 90
percent) indicated that they had learned or studied a language, only
a third of these felt they could “order a simple meal in a restaurant”
without difficulty, and less than a third could “‘with some difficul-
ty...understand news broadcasts on the radio.” The vast, majority
began language study before college, gaenerally in high school. But
high school students who do not go to college, along with many of
those who do, frequently fail to cross the threshold at which they
" have accumulated sufficient knowledge of the language they studied
for it to become functional. In 1976, for example (Simon 1978), only 4
-percent of all high school graduates had studied a foreign language
for more than two years. Most colleges in this country offer degrees
for which no language requirement exists at all.

The brevity of language instruction—the fact that students fail to
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study a language long enough for it to come alive—is one of thy fun-
damental hindrances to making Americans able to communicate in
" anything other than English. In most countries children begin to
learn languages at an early age, but this has not been the pattern in
American education. A few school systems have, over the years, of-
Jored language instruction in elementary school. The first major
system to do so was probably Cleveland, which established such a
program in 1922 (Levenson and Kendrick 1967: v}. But in most sys-
tems language learning begins in high school if at all (and for 85 per-
cent of all high school students it does not).

In a much publicized 1952 speech to the Central States Modern
Language Teachers’ Association, Earl J. McGrath, then U.S.
Commlssmner of Education, called for language programs in elemen-
tary schools on a much broader basis. He emphasized, in the words
of a Modern Language Association statement in 1956 (Levenson &
Kendrick. 10), that ‘real proficiency in the use of.a forexgn language
requires progressive learning over an extended peniod,”” and that
only by starting early could students cross the functional threshold.
By the midsixties the so-called FLES (Foreign Languages for the Ele-
mentary School} movement was in full spate, with programs in nu-
merous schoo! systems across the country. More and more teachers
were hired to offer language instruction to younger students, confer-
ences were held, publications on the virtues and methdgs of early
language learning appeared in great quantity, and school Boards
raced to keep pace.

.. For numerous reasons FLES declined even more rapidly than it
grew. There were problems with federa! funding in the laje sixties
and with changing attitudes among parents and school boards. But
probably more decisive were two other factors. an werexlgnsxon of
resources (many of the teachers hired were not competent™to do the
job), and an inability to work out problems of articulation between
elementary and secondary schools. There was little point in learning
Spanish in elementary school if the student would move to a secon-
dary school offering only French—and the lack of a standard curric-
ulum, coupled with the mobility of adults in their late twenties and
early thirties (the pupils’ parents} made this a frequent problém.
With the nation's turning away from international entanglements in
the late sixties and early seventies, and the dropping of college lan-
guage requirements under the pressure of the student rebellions of
those years, FLES iargely disappeared. Today only a very small per-
centage of elementary schools offer language instruction.

Unfortunately, the rise and fall of FLES was no isolated phenome-
non, but part of a nationwide decline in language learning even at
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Whereas.in most countries pegple pick up lang‘uage sKijlls as they
need them, (thoudgh not, of course, effortlessly; that is another myth),
" here they are built in e« special fields of study. They are not organic.
. not a fact of lifé, but a sometime piece of the curriculum. -

We are not cenvinted that this need be so. Much of the difficulty
o == liesmour failure to work on establishing national norms and to de-
~ . N %ide exactly what we would like the schools to do. Inlanguage tearn-
LI ing, perhaps more than in other areas. there is a need ¢o coordinate
and asticulate the efforts In the schools with those in the colleges. .
Just as steps have been taken to set national standards in the sci-
-\ ences, we need to take such steps in languages. If there is a difficul-
ty, it may lie with the colleges ‘rather than the schools. The colleges
compete for students. If a college established a stiff entrance re-
quirement in languages, it would lose out (or at least fear that it
would) over the others, especially since many colleges have no lan-
guage requirement at all. .

Fundamental to the present college language requirement is an
assumption about the relation of time to proficiehcy. It is assumed -
that a certajn quantity of class time spent learning a language, espe-
cially if it i divided into portions labeled First Year Spanish, Second
Year Spanish, and so on, will resuit in a certain level of competence.

. In reality, the grading system<ds such that even stpdents with a very *
low level of attainment are certified to ove on to the next stage,
though they may not be ready. While stutlents mgy be tested when
they enter college, most institutions have no final proficiency test, so
that passing is a matter of endurance rather than skill. Very few fail
completely; it ¥s almost unknown for a student to be denied a diploma
for wanf ;of language proficiency, ér even for failing language
grades. Since the system is not set up'to deal with failures, proce-
dures are conveniently adapted to change the definition of success.

-

The very terminology of American education reveals the premisés °
on whichit is-based: In our discussior of general education we refer
constantly to the need to give students exposure to a discipline or
area. Students must be expqsed to natural sciences or international
studies. or exposed to a language. There js no suggestion that na-
tural sciences or languages must be exposed to the students and that

_ until that exposition is complete and the student understands, cre-
dentials should not he awarded. . -

In many respects the system works well. Students learn something ’

of the methodology-of the fields they study, even if their knowledge - §
remains sketchy and imprecise. But language is different. Acquir.ng

a foreign language is a curhulative process, in which prior know-
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ledge must be assimilated and stored at every stage and sach new

piece of information set in a context. It is not well suited to a system

based on exposure rather than mastery, (unless that exposure in-
cludes total immersion), or on.endurance rather than proficiency.

Most language- requirements call for completion of one, two, or
three years of a language. ‘fhey stop short of the threshold at which
- alanguage becomes genuinely useful. Of all fields language perhaps
requires the most up-front investment. Students must sperid & good
deal of time on straight memorization before the language begins to

be useful. But most never experieace an appreciable yield on the in-

vestment. They become discouraged and demoralized. Of course, it
can he argued that the language requirement has aims other than
fiuency. It is designed to show students how languages work and to
acquaint them with a linguistic system different from their own.
They learn Jinguistic retativity. In this sense, to be sure, they benefit
from the very beginning. But while this is important, it is precisely at
the stage of using a language that the student becomes fully con-
scious of the relativity. Frederick Starr's description (1979) of the ¢i-
tuation in high schools is apt:
Attrition is enormous. The most common experience for American
students of modern foreign languages is to endure the most difficult
and least rewarding phase of a program without gaining access to
the natural rewards that make such study tolerable. Most American
students don’t learn enough to build upon later and in fact do not
build upon what they learn. Quitting after a year or two, thei, ex-
perience with modern foreign languages is marked by understa 1d-
able bitterness and frustration. Later, when such students find
themselves on local school boards, they act upon this unsuccess.
*  ful...experience. to the detriment of language programs [page 11).

At most, then, the language requirement brings the student to a
" level at which authentic college study, using a language as it ought
t6 be used in college, might begin. Colleges do not insist that students
continue study or yse of the langusags, nor do they do much to facili-
" tate its practical application. Though students may elect to continue
using the language they have begun to learn, for many it represents
-a distraction from their main interests. Why must we insist that if a
student is to continue with Spanish, he or she has to take courses in
literature? The economics student is unlikely to do so. Yet the eco-
nomics student might giadly take a course relating economics to
Speanish. The biology major might well be willing to continue with
. Spanish in a context related to biology.

Because of the nature of language requirements where they exist
and the relatively low lgvel of competence achieved by most high
school students who do study a langiage, beginning classes at col-
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lege can pose particular challenges to teachers. They can demoral-
ize instructors, since classes tend to be populated by students who
have avoided languages or who have learned very little in the clas-
ses they have taken. Though many colleges have dropped the lan-
guage requirement for the wrong reasons, their sense that this way

able. The language requirement would have survived in more insti-
tutions if the results had been demonstrably beneficial. In fact, we
might ask whether the astronomigal expenditure on language in-
struction is worthwhile. Results must be improved if we are ever to
justify language learning on intellectual grounds. ’ 4

4. Quality of Instruction

Quality of language instruction, which Star (1979) notes as a prob-
lem in high school, is a problem throu the educational system.
It is not because language teachers are less competent than others,
but because so much depends on the teacher in a language class.
While from time to time this or that method of instruction is intro-
duced as the answer to all our problems, method is considerably less
importgnt than a teacher’s power of personality, and only a limited
number have that power. Much can be done to improve instructional,
quality by giving teachers suggestions on how to teach and how to
define objectives, and by identifying the approaches that work well
for them (interesting efforts have been made along these lines in sev-
eral graduate departments in recent years), as well as by pointing
out their shortcomings. But relatively few professors now teaching
languages have ever had formal instruction in teaching methods.
There is much resistance to such instruction in PhD programs,
though the reaslities of the job market are changing this. (Both Har-
wvard and the University of Illinois, for example, require.their gradu-

of doing things is a poor investment for all concerned is understand-

ate teaching assistants to complete an accredited course in lan-
guage teaching.) We might add that many language professors have
never had instruction in linguistics, either—and frequently not in
the history of their language. They were trained as literary scholars
and critics.

An additional problem is a phenomenon we might call the lan-
guage loup. It manifests itself in large research universities. The
hierarchy of values in such institutions (where language professors
.are trained) placss literature at the top, elementary language at the
bottom. This means that the graduate and upper-level undergradv-
ate courses, most of them in literature, are accepted as the most de-
sirable. These are taught by the senior professors (language depart-
ments tend 1n any case to be conservative on questions of hierarchy
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and seniority). Graduate assistants teach the elementary language

_courses. There is little scope for teaching by graduate assistants at

higher lévels because those courses are small)and do noi require
section or recitation leaders. .

It is’generally believed that graduate students should teach only
the lowest level of courses unless they are directly supervised by a
faculty member. This convention holds not only for language but for
other fields. This view is probably mistaken, incidentally, since
graduate students, who are working on the specificities of graduate
courses and dissertations, are better acquainted with the materials
of some upper-level courses than with the basics of elementary
courses. Be that as it may, the result of thie principle in language de-

- partments is that graduate assistants teach the basic courses

—those whose cligntele is particularly .problematic and in which
adaptability and ingenuity of approach (the.qualities that come with
experience) are at a premium. ' -

This situation suits the economy of language departments. Senior
professors prefer not to teach elementary language; they have
served their apprenticeship and feel that they can devote them-
selves to more ‘‘serious’’ scholarly pursuits. Accordingly they need a
certain number of graduate and upper-level courses to sustain them.
If they were to begin teaching elementary language, they would re-
duce the necessity of employing large numbers of graduate assist-
ants. The dean would stop giving them teaching fellowships; they
would lose the graduate students supported on the fellowships and
would have no graduate students to teach. They then would have
to teach elementary language and stop teaching advanced litera-
ture. Thus, in this department-that-Jack-built, all the elements are
symbiotically related. The only element essentially outside the sys-
tem is the student in elemeatarv language who is taught by the least
experienced teachers in the least prestigious courses.

It is no wonder that language teachers are demoralized. The
teaching they are asked to do is among the least stimulating in the
academy (this, we hasten to add, is not a comment on the teachers
but on the nature of the material and its setting), and many have lost
a sense of the purpose of what they are doing. The demand for their
field, despite occasional upturns, has been dropping for decades.
The problem is especially great in two-year colleges (Schulz 1979:
57), where languages are distinctly peripheral. Students here often
lack linguistic experience, and there is no scope to teach the litera-
ture for which the teachers were trained. But personal observations
suggest that the-problem is more general. Again, while many lan-
guage teachers have boundless ingenuity and energy, this buffeting
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over the years has created a sense of defeat that manifests itself as
dog-in-the-manger attitudes even toward desns anxidus to breathe
life into language instruction and thereby improve the lot of foreign
language faculties. There is no area more in need of funds for curric-
ular development, opportunities for faculty to travel and retrain and
rethink their priorities, and activities io expand tl.eir horizons so
they can take advantage of the new opportunities for language study
that increasingly present themselves.

5. Proficiency-Based Instruction and the Language Requirement
We can drav two conclusions from this melancholy recitation. First,
it is arguable that we should institute a language requirement at the
college level if we regard language as important to all areas of
study. In this best of all possible worlds everyone in a college would
study languages for, say, two years, regardless of level of proficien-
cy. Advanced students might select from several subjects in which
courses would be taught in the language in question. Tney might be
general education courses. Why not learn about hunger or literacy
or world health in a language other than English—perhaps drawing
on the publications of the United Nations and UNESCO in French or
Spanish? Economics, sociology. or the history of art might be taught
in French or German or Italian. Such courses are offered in more en-
terprising institutions, among them the University of Wisconsin
(Conner 1977).

Other students could fulfill their requirement with two years of
elementary language, perhaps adding beginning Chinese or Arabic
to Spanish or French already studied in high school, or beginning
their language study at the college level. Such an arrangement
would encourage students to learn the less commonly taught tongues
rather than feel they must continue with European languages begun
in high school. :

Our second conclusion relates to the nature of language instruc-
tionon a course basis. Though there is formidable resistance to this,
we are convinced that language programs at the high school anc col-
lege level must shift to a proficiency-based system. The weight of in-
formed opinion is benind this idea. Three principal problems, and
possibly a fourth, prevent its immediate realization. The first in-
volves the lack of uniform standards. Addressing this matter in its
final report (Brod 1989), the Modern Language Association Task
Force on the Commonly Taught Languages called on the MLA and
the American Council on the Teaching of Foreign Languages, in as-
sociation with other organizations, to develop an outline of r:alistic
proficiency goals by stage of achievement. Language associations,
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the Task Force sliggested (page 20), *“should develop handbooks that
provide a variety of specific curricular modsls to enable teachers to
. L . " s
achieve the preficiency goals for the various stages.” At present, it
was pointed out, ““it is usually impossible to interpret with any accu-
racy the level of achievement after ‘first-year French’ or ‘third-year
Russian,’ given the wide range of courses taught under such head-
ings.” A parallel Task Force on Institutional Language Policy sup-
ported these recommendations and went on o propose that other
problems of articulation and stendardization also be addressed in
due time.

In developing universal standards of proficiency, education will
inevitably be faced with the fact that language can be used, and
taught, for different purposes. But whether universal standards can
or cannot be established, nothing prevents an institution from set-
ting its own or borrowing them, and developing a program based on
their achievement. They caf be modified later if need be.

In the course of clarifying its recommendation on proficiency
goals, the Task Force on the Commonly Taught Languagss points out
that “it is assumed that courses offered at the various levels (rang-
ing from the elementary and secondary schools to the colleges and
universities) will require different lengths of time to reach the estab-
lished goals."" Here lies our second problem. Programs based on pro-
ficiency are not time dependent, but a system based on.courses and
credits is. Currently a student who enters an institution with his or
her language requirement unfulfilled takes courses in a language
and these credits count toward graduation. A student who has met
the requirement receives no credit. But what of the student who
begins college with no langvage, spends the summer following the
freshman year in Madrid and continues to study Spanish alone in
the fall, and who then passes a proficiency test equivalent to two
years of Spanish? Should he or she recgive credit toward graduation
equivalent to four courses?

Perhaps we should conclude that learning a language outside the
classroom does not entitle a student to credit, though it does exempt
him or her fr. taking courses to fulfill the requirement: but even
then issues of equity, not to say common sense, remain unresolved.
This is especially so since new formats are being developed for lan-
guage teaching—intensive courses, individualized instruction, self-
instruction, and so on—that blur the distinction between classroom
learning and what might be called experiential language learning.
The Task Force on Institutional Language Policy specifically called
for the extension of such options (Brod 1980: 12). Conner (1977) has
reported on some of the intensive programs developed in recent
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years, Phillips (1974) has reviewed individualized programs, and
Boyd-Bowman (1973) reported on his efforts to develop self-instruc-,
tional programs and offered advice on setfing them up {on Ohio
State's initatives ir this area see Scully 1980).

A third problem is less clear but may be more essential. A profi-
ciency system exposes faculty to external evaluation. The late six-
ties and early seventies saw the demise of most comprehensive ex-
aminations in undergraduate major programs. With their disappear-
ance went the iast remaining opportunity for disinterested assess-
ment of the quality of instruction in the fields within a department,
at least at the undergraduate level. Today teaching and the evalu-
ation of students are usually handled by the same person, without

_external intervention. A proficiency-based System reintroduces ex-
ternal review. What of the professor whose students all fail or bare-
ly pass the proficiency test? Or, to put the matter in a more opera-
tional frame, how do we deal with the fear of a professor that this
will happen? Or the fear of a department chairman that he or she
will have to account to the dean for such a failure? If this delicate
and complex set of issues can ba resolved, it will be only by system-
atic efforts to involve all the teachers in a department in the plan-
ning and establishment of goals and in the administration of the sys-
tem. They should be encouraged to look at systems already in oper-

ation (trayel money might be provided for 3ome department mem- '

bers) and themselves to make decisions on their applicability. And
everything shoild be done to reassure then: (indirectly, no doubt)
that they will be protected against the consequences of personsal
failure with the new system. The primary aim, after all, is to teach
the student, not penalize the instructor.

Language instruction is a domain in which students can and
should be involved in curricular reform. In most language depart-
ments there is a significant gap between the aims and expectations
of students taking courses and the orientation of the faculty. This
gap needs to be closed before student and teacher frustration can
give way to something more positive. Surveying language students,
and perhaps including them in a task force, would help implant the
notion that change is needed and set the scene for reevaluation of
course offerings and teacher competence. If the whole department
is brought to a point of reorientation, it may be easier for individual
faculty to agree that they need heip in becoming effective teachers
of courses that stress functional competence and oral proficiency.

While no college seems to have moved entirely to a proficiency-
based system of language instruction and certification, several
—among them the University of Southern California and the Univer-
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sity of Pennsylvania—are experimenting with the idea. Tulane has
probably gone furthest: It has such a requirement for all undergrad-
uates except those majoring in engineering and architecture. Profj-
ciency in a second language is assessed ¢ sr all freshmen on the basis
of test scores and foreign langpage placement questionnaires. Some
place out of further language gtstruction; others are required to at-
tain, by whatever means they choose, a similar level of proficiency
before graduation. For students wishing to be tested in uncommonly
taught languages, ad hoc measures are being developea.

One organization that has been working with proficiency testing
for over 20 years is the Foreign Service Institute (FSI). Its spoken
language test is standard procedure in the establishment of lan-
guage preficiency levels in the Foreign Service. Recent experiments
suggest that the FSI test might be applicable to more conventional
academic situations (Frith 1979), perhaps as one element in a set of
proficiency standards also covering writing and comprehension.

An additional problem is the fact that since most college lahguage
teachers are not trained as teachers of language, they kno little or
nothing about learning theory and seldom stop to consider how stu-
dents learn. The question is not high. in their priorities (Brod 1980:
16). In this regard teachers of English as a second language (ESL)
are considerably ahead of most teachers in conventional language
departments. This may be because many ESL teachers come out of
such fields as iinguistics, whereas most teachers of French, Spanish,
or German come to language teaching by way of literary criticism. It
is hard to convince this latter group of the importance of assessing
achievement and looking at the process in terms of its efficiency in
producing measurable results. There is even some question as to
whether results can be measured. Teacdhers of ESL are also blessed
with a specific and easily verifiable goal—to teach their students to
function effectively in an English-speaking environment. Foreign lan-
guage teachers are often confused about goals and uncertain about
the principal purpose of their enterprise.

In proficiency testing, and in determining how students’ attitudes
influence their ability to learn languages, work is being done under
the auspices of the National Association for Self-Instructional Lan-
guage Programs (NASILP). Seli-instructional language learning is
quite different from self-paced or individualized learning, which is
essentially the tailoring of conventional student-teacher relation-
ships to the student’s needs. It is most useful where a strongly moti-
vated student does not find on campus a course in a language he or
she wishes to learn. The method involves texts, tapes, and sessions
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with a native speaker (who does not act as a teacher, but provides
corrections and an opportunity for practice). A study guide accom-
panying the tape addresses typical questions and is designed to pre-
pare the student for the whole experience of language learning. Stu-
dents are tested on oral proficiency; and testing methods and stan-
dards are reaching an impressive level of sophistication. Self-in-
structional programs are likely to be particularly useful for the less
commonly taught languages (as in the Critical Language Program at
Temple University) and for students majoring in unrelated fields
who need basic oral competence in a foreign language.

Ultimately the humanization of the language requirement can
probably best be achieved by tying it to proficiency. How can we
convince the faculty as a whole to accept proficiency-based require-
ments? Perhaps this will become one of the concerns of the Interna-
tionar Committee we reconmended in chapter 4. Whether this
broa jer committee has responsibility for language or not, it is prob-
ably a good idea to establish a campuswide standing committee on
languages. It would be responsible for advising on language needs
across the campus, language instruction and its coordination, and
support mechanisms for language instruction (Brod 1980: 13). This
committee might consist o resentatives of the language depart-
ments plus a few faculty% other fields. It should have strong

rt, to provide follow-up and coordina-
tion. Since the departments will probably appoint people with an ac-
tive interest in language instruction, the chances are that this com-
mitiee will be considerably more forward-looking than the average
language faculty member. It may therefore be the right place to float
the idea of proficiency-based instruction. The language departments
can then be brought into the process gradually and specifically
charged, department by department, with the development of stan-
dards and procedures. While some coordination across departments
may prove necessary, variations in arrangements from department
to department should probably be ignored in the early stages and
can be ironed out after a year or two of operation. The matter of
credit would also have to be addressed, perhaps through other ex-
isting mechanisms and committees.

Maintaining language skills is another important issue. Although
some institutions are better than others in this regard, most students
who fulfill their language requirements move out of the classroom in-
to a tatally monoglot world, witn few opportunities to put foreign lan-
guage to practicai use. Of course, with a proficiency system in place,
an institution is better able to gauge the size of its competent popula-
tion in the various languages and creeate an appropriate mainten-
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ance program. But in any case there should be abundant opportuni-
ties to speak foreign languages outside the classroom, read foreign
books and periodicals, and participate in foreign language events.
. Some of the most enthusiastic students might be reached by lan-
guage houses or special classrooms set aside for immersion (Conner
1977: 98) and with magazines, newspapers, and records. But it may
be even more important to create an atmosphere in which all stu-
. dents feel that linguistic diversity is a fact of life and that knowing
. and using a second language is a useful advantage. In a later chap-
ter we ghall examine ways in which the campus environment can
better reflect those desirable conditions of linguistic diversity and
how language programming can reinforce language learning.

Ideally a college should continue to take an interest in the main-
tenance of language skills after a student leaves, perhaps through
alumni refresher courses or special foreign language publications.
We shall return to this idea in our chapter on people.

6. Articulation and Integration

We have been considering institutions which now have a language
requnrement But many have none. According to Brod and Meyerson
(1975:°43-8), between 1966 and 1974 colleges with language re-
quirements for admission dropped from 33.6 to 18.6 percent of the
total, and those with requirements for graduation dropped from 89
to 53 percent. This plunge (to which should be added reductions in
the requirements in many institutions) reduced the strength of lan-
guage departments in many colleges (Schulz 1979: 2). It did, how-
ever, have one advantage: It eliminated the captive audience of stu-
dents obliged to satisfy the requirement and placed language
teachers on a par with professors in other departments, for whom it
is a daily necessity to make courses interesting to students. While
we'are not suggesting that the unregulated market economy is an ap-
propriate model for institutions of higher learning, neither are sys-
tems of monopoly, which can lead to inefficiency and conservatism.
In many colleges and universities without language requirements,
language teachers, and indeed entire departments, work hard at
making language learning interesting and appealing. At these insti-
tutions and in others, numerous new approaches have been intro-
duced over the past few‘years, some with considerable success
(Schulz 1979: 8-9, 54-5; Conner 1977). Referring to the abolition of
requirements, Schulz comments as follows concerning the survey of
language tvaching reported in her volume (1979: 10):

A few departments claim that, whiie they initially lost some enroll-
ments, they have actually benefited from the elimination of require-
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ments in terms of higher quality students. heightened achievement
among students. more positive attitudes among stude..ts and in-
structors. more enjoyable wgrking conditions, and improved in-
structional quality from teachers who realize that special efforts
must be made to hold “velunteers.™ In the words of one chairperson.
“Without the prop of an externally imposed curricular subsidy, our
teaching must be imaginative and sophisticated. and all our stu-
dents are in our langusge courses because they wish to be."

Numerous descriptions of ““nontraditional” approaches to lan-
guage learning have been presented in publications of the American
Council on the Teaching of Foreign Languages, the Modern Lan-
guage Association, and other organizations, and we shall not repeat
them here. Suffice it to say that there appear to be three hurdles to
expanded enrollments: articulation. faculty flexibility, and public at-
titudes toward languages.

Articulation (linking programs at one level with programs at the
next) is a prablem throughout the system. As we have seen, the diffi-
culty of linking language learning in the elementary school with lan-
guage learning in the secondary school ‘was one of the factors contri-
buting to the disappearance of FLES (Foreign Languages in the Ele-
mentary School) programs. “Articulation between secondary school
and college adds a further dimension. The choice of languages in
seconcary school tends to be small; instruction is of varying quality.
Making an easy transition from secondary learning to college learn-
ing should be one of the main planning priorities of the language-
teaching community.

One of the areas most directly affected by this problem is that of
the less commonly taught languages. They are not usually available
in high schoois. In recent years magnet schools in some cities (spe-
cialized high schools drawing their students from an entire school
district) have made some of these languages accessible, but much
more could be done. Teaching materials are needed, particularly for
students learning one of the less commonly taught languages as a
firs! foreign language. Above all, school systems and colleges need
to v.ork together to develop programs straddling high school and col-
leg's and work with admissions officers on a system of preferred ad-
mission for students who enter such programs.

I'ven within the college setting there exist difficulties of articula-
tio 1. The discrete hour-long class, meeting three times a week or so,
is "iot the ideal setting for language learning. But other, more inten-
sive, patterns are hard to integrate into a student’s schedule. Above
all. what is learned in the language classroom has so little to do with
what a student is studying in other fields. Renate Schulz’s survey
(179. 3) suggests that many dlsmphnes regard language learning as
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essential or helpful to their work. But it has proved difficult to meet
these disciplines halfway—to present French, German, or Russian
in terms of music, history, or chemistry. .

Here we raise our second problem—that of faculty flexibility.
There is an almost limitless range of possibilities for joining lan-
guage study to other disciplines. But the vast majority of language
teachers, trained a$ teachers of literature, have difficulty reaching
out to other disciplines since they do rot have the disciplinary com-
petence required. Furthermore, they do so with mixed emotions.
They are anxious to preserve and strengthen their upper-level hiter-
ature courses. Directing their attention away reduces their ability to
offer a full litegature program, and it may cause students to study,
say, political science in French rather than;Balzac in French. Yet if
they do not respond to pressures to offer nonliterary courses, per-
haps faculty in other fields will be asked to do s9, and they will lose
their Balzac students anyway. -

We have no universal prescription. As literary scholars point out,
literature and literary study have thejr methodoiogies ard.special
characteristics. But, fundamentally, literature is about human inter-
relationships and huiaan efforts to define a moral basis for action. It
thus reflects the processes out of which the social sciences and the
bumanities are made and is not so much a discipline as the raw ma-
terial of many disciplines. But the turn that so much of literary study
made under the New Criticism was away from this interdisciplinar-
ity and toward its establishment as a separate and distinct pursuit
with its own methodology and modes’of procedure. We make no gen-
eral judgment on this disciplinary separatism, but in this specific
case—the teaching of languages to students of all persuasions—the
effect has proven, on balance, negative. It has made the language
and literature teacher a kind of disciplinary schizophrenic, shuttling
between verbs and isolated literary texts. The training of many, if
not all, of our language teachers simply has very little bearing on
much of what they do, and the processes of professional socializa-
tion they passed through in graduate school and ag young professors
have actually created barriers between their sense of their profes-
sional sslves and the larger task before them.

This is not only a matter of professional socialization but of ethriic
socialization. Language and literature teachers often identify
strongly with the cultures whose works they teach.-This is not in it-
self a bad thing, except that they often adopt ths prejudices of thoge
cultures—a tendency to look askance at the Spanish of Latin Ameri-
ca, or to concentrate on Paris to the exclusion of Brussels, Montreal,
and Brazzaville. It may be shocking to suggest, but in the long run
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Canada and Mexico may be as important to onr cultural survival as
France and Spain.

This is not to say that teachers have made no attempt to overcome

these barriers. There are many whose courses in literature are im-
aginative, broad-gauged, and responsive to the inquiry and aptitude
of their stud. 1ts (cf. Dathorne 1974). We need to encourage these
tendencies by supporting skilled teachers, especially those whnse
approach to their materials extends outward to the concerns of
other disciplines and aspires to a world view. There are real issues
here—of priorities and, indeed, of the future of general education. A
dean who denies research funds for a literary project and grants
funds to a professor who wants a broader grasp of neighbering dis-
ciplines is open to accusations of philistinism and support for dilet-
tantism. But it is important that a dean take such a stand, particu-
larly if it can be done without fueling the fires of disciplinary defen-
siveness. We strongly suggest that, at the very least, funding be
made available for curricular development in upper-level courses in
language departments. And certain other moves might be contem-
plated as ways of encouraging language departments into fruitful
relationships with other disciplines:

a. Teachers in language departments who have some ex-
pertise in other fields might Ee offered secondary appoint-
“ments in other cepartments (perhaps without voting rights,
and on a term appointment). A professor of Italian with
knowledge of Italian art might be given a secondary appoint-
ment in art history, for example. Not only would this produce
new opportunities for language teachers; it would create a
" voice of advocacy for languages in other departments and
might encourage faculty to seek a more integrative role for
language instruction in their disciplines and to use foreign
language texts in their own teachin~. This advocacyrcould
be made more or less explicit, depending on the political and
social circumstances of the faculty.

b. Departments might be encouraged to cross-list courses
taught by language departments whose subject matter inter-
sects with theirs. In fact, certain grants for curricular devel-
opment could be assigned tolanguage departments on condi-
tion that the course be cross-listed. .
c. Faculty might be encouraged to work with members of
language departments on joint courses. A German-speaking
biology professor, say, might develop with the Germar: de-
artment a course jointly taught by the two. The biologist's
ectures would be linguistically directed by the German pro-
fessor, who would advise on range and vocabulary, the in-
troduction of new concepts, and so on. Credit might be given
either for German or for biology. The formal lectures could
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be reinforced by additional language instruction and by
work with the language laboratory. Alternatively. a course
might be given in two Janguages. with general lectures in En-
glish and reinforcing modules in a second langunage. Or the
process might be reversed (lectures in a- second language,
with English-language recitations to clear up problems of
comprehension and to review, in English, particularly diffi-
cult concepts). Many variants of these procedures are de-
scribed in the literature oan new curricula and teaching
methods.

d. There is, of course, a difference between linking lan-
uage with the disciplines and uniting language with prepro-
essional training. Again, there are numerous examples of

courses along these lines offered at the college level (see, for

example, Born and Buck 1978). Particularly among business
educators there is a rising sense of the importance of lan-

guage training (Nehrt 1977; President’s Commission 1979),

though converting this into curricular terms is problematic

(for one imaginative approach see Kuhne and Jordan 1980).

Probably several of the ideas already mentioned could be

applied to undergraduate schools of {;usiness. particularly

the integration of faculty and the team teaching of courses.

But just as we must create among arts and sciences faculty a

sense of the international nature of the curriculum, we must

do the same in business. Until this comes about, business
education cannot revise its curricular priorities to give an
adequate role to language.

In all these efforts to link fields and tie language to its practical
application, we should remember that students taking these offer-
ings are still very much learners of the language: They require a
great deal of support. Teaching language under any circumstances
is expensive: The nature of the field dictates small classes and much
practice. But interdisciplinary study is particularly costly. Above
all._we should consider the need for top-level instruction. Kelly
(1974: 155-6) speaks eloquently to the matter:

Probably the most serious threat to continued growth of interdisci-
plinary studies is the mounting cry of amateurism being directed,
quite justifiably in some instances, at curricular innovations em- *
ploying interdisciplinary titles ir one form or another. Trus interdis-
ciplinarity is motivated by curiosity and the desire to explore new
questions rather than trying to answer old onss. The exploration
must proceed. however, from a base of competence informed by

. hard knowieage. Students still feel more secure working with inter-
disciplinary teachers who lave had formal training in the fields
under study in a given course. »

120




. . N - .
118 ; ‘The World in the Curriculum

-

- 7. Reintroducing a Language Requirement : /

Changes in teachers’ and students’ attitudes toward the cumculum
) have made it realistic to talk about reintroducing a language re-
quirement in institutions that dropped it a. few years ago, or about
raising its level. Obviously we have mixed feelings abouf this. A sim-
ple reintroduction of the old requirement would probably be coun-
terproductive, for the readons we have cited. We do not agree with
the recommendation to that effect by the President's Commission. As
it stands, their bald statement, “Schools, colleges, and universities
should reinstate foreign language requirements,” smacks of-a cer-
tain special-interest mentality. We strongly agree with the spirit of
the recommendation, but only if it can be shown that the new re-
quirements' can do a better job than the old. Any institution inter-
ested in bringing the requirement back would do well to ask itself
precisely what it wants to achieve, and try to build a program  based
on that aim.

_ When we speak of achievement, we are referring not to proce-
dures but to outcomes. The aim of a history major is not to have stu-
dents take 12 courses in history but to teach them certain methods
and fa:*~ about history. Listing these methods and facts will deter-
mine the procedures required to teach them. If the aim of a language
requirement is to bring students to a certain level of proficiency, we
should identify the best set of procedures to (a) bring them to that
point with'as few failures as pcssible, (b)‘ ascertain that they havg in
fact reached that point, and (c) generate in them the enthusiasm and
interest required to move beyond that point and assist them as they
do. Only if agreement can be reached on these questions, and proce-
dures set, is it worth moving ahead with a requirement.

On the other hand, many educators, perhaps more than would be
willing to vote for the requirements we now have in most colleges,
believe in the intellectual value of language study. How can we make
it work? Frederick Starr speaks of massive aftrition. There are few
things more depressing for the teacher of language than the progres-
sive falling away in the size of a class in the first week or two of a se-
mester (in institutions where there is a requirement and students
cannot vote with their feet, they simply vote with their brains, quiet-
ly turning them off). Perhaps students should be introduced to lin-
guistics—to how languages work—in a realistic and sympathetic
way at the college level or at the beginning of high school.

In this regard remarkable success has been achieved with Esper-
anto as an introduction to language study. Lang. ge teachers tend
to underestimate the achievements and potential of Esperanto as an
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aid to language learning and as a functional means of international
communication in its own right. It merits serious investigation. The
simplicity and regularity of its structure make it relatively easy for
the new language learner, and this helps keep interest high.

Furthermore, students rapidly pass the threshold at which the
language becomes practical. It is not unusual for a class in Esperan-
1o to be corrasponding with students in other countries well before
the first semester is over and visiting other countries before the year
is out. With this self-confidence firmly in place, they can move on to
an ethnic language with less fear and with greaterssensitivity to the
<omplexities of language: Egperanto, in short, can be a powerful ally
of the language teacher (Goodman 1976). It might also provide ona
way of introducing a language requirement in institutions that pres-
ently do not have nne: A year of Esperanto might be required, and
students might then'be encouraged to move on to other languages.
Language professors could add Esperanto to their repertoire with
relative ease, given time and support. Severai institutions, including
Southern Illinois University, Wesleyan University, and Principia Col-
lege, have experimented with the teaching of the language (Woud
1975). San Francisco State University offers courses for teachers.
Since such courses are frequently not offered by language dgpart-
ments, they seldom turk up in statistics on language study. The prin-
cipal organizations working in this field are the Esperanto Studies
Association of America, the Esperanto League for North America,
and the Esperantic¢ Studies Foundation.

Other possible approaches include workirg into an introductory
language class elements from other languages or special exercises
designed to develop a student’s linguistic sense. £mphasis should
fall on confidence-building exercises. Students need a good deal of
individual attention, at least in the first few months, and, if possible,
they should have more than one person to call on for help. Social
events (and not always foreign language oues) should be held to
draw students into a state jn which they are sufficiently open to
communicate their problems to their teachers. Ideally the introduc-
tory class should be taught by an expenenced professor, with help
from graduate assistants.

As soon as students are ready. they might Yainiroduced not only
to literature but to texts in other fields as well. They might choose
the kinds of texts they work with and read. Other faculty could be in-
vited into class to give short talks in the foreign language on topics
related to their fields. Foreign students could be involved in this
same way. All in gll, we should do everything we can to demonstrate
that languages are alive and full of meaning and useful.
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One further element to consider as institttions contemplate rein-
troduction of a language requirement is the learning environment. In
a later chapter we shall discuss the creation of a campus environ-
ment conducive to a sense of the international and global.. We re-
mind our readers of that International Committee we called for as
the central mechanism for a campuswide effort. A language require-
ment should ideally be just one element in a total campaign to inter-
nationalize everyfacet of the institution. Let it not be one more bur-
den in Dotheboys U. but one more opportunity to teach and to learn,
and to apply knowledge to an understanding of the world.

8. Overcoming Public Resistance to Language Study

In his comments on high schools Starr suggested that the bad experi-
ences of school board members in their younger days can turn them
against language teaching in the schools. The whole question of pub-
lic attitudes on language merits greater investigation. On this $ub-
ject, a great degree of irrationality can be generated by otherwise
reasonable people. Consider, for example, the debate over bilingual
education, or the resistance to the use of other languages in the law
courts or on ballot papers. In these latter instances we are dealing
primarily with Spanish. Millions of Spanish speakers in this country
were born here, as were their parents; their ancestors lived on the
same plot of land, Spanish then, U.S. territory now. Yet in a recent
court case in New York, where a Spanish speaker was tried for mur-
der and testified in Spanish, all Spanish speakers were barred from
the jury on the ground that they would have an advantage because
they could understand the defendant without having to rely on inter-
pretation (Tuchman 1979).

Though we have millions of native speakers of other languages
within our borders, it is hardly noticeable from the mass media or
from public attitudes (Keller and Roel 1980). We cannot escape the
feeling that one reason people resist recognizing the existence of
other languages is a deep-seaf°d anxiety about our own nationai
identity and place in ths world. If language is power, and the use of
English is a sign of power in the world, using foreign languages ap-
pears to some as a confession of weakness, a deliberate giving away
of our sense of superiority.

We are equally unrealistic about the beauties of English, the sub-
tleties of language. Languages (we quail at the comparison) are like
computers: If they are badly programmed, they do not do what we
went them to. If they are well programmed, they are at most mirrors
of our thoughts. It is we who are subtle or crude, not the languages
we use. And how often, in our dealings with one another, are we mis-
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understood, or half understood! As for English, we are told that its
vast vocabulary gives it a certain superiority to other languages. But
most of that vocabulary sits between the covers of the Oxford En-
glish Dictionary, unknown and unused. The actual working vocabu-
lary of an English speaker is not significantly different from that of a
French or an Arabic speaker. Besides, other languages have other
qualities, some lacking in English. All in all, we need to demystify the
matter of language and deal with languages as they are: remarkable
creations of human ingenuity and repositories of the history of
peoples and nations.

Steven Grant has pointed out (1980) that the United States has
never actually declared that English is its official language. Shirley
Heath (1977) has shown that for a considerable part of our history
we were essentially a bilingual or multilingual country. But as Paul
Simon suggests, speaking another language has more often been a
source of shame than of pride (Simon 1980a: 12). To counteract this
negative aspect of Americanization, we should learn more about our
linguistic past and present.

Colleges share a particular responsibility in this regard. Although
much of this chapter has been devoted to curricular options and re-
lated questions, we should take a leaf from a later chapter and point
out that in many respects the secret to successful college language
programs is heightened public awareness about the role and import-
ance of language in everyday life. This requires a systematic at-
tempt to reach out to the community, deal with school boards and ad-
ministrators, offer special courses and information to the public,
and, above all, to try to make language useful and effective. We must
remember the principle of investment: Learning a language must be
worthwhile, the decision to learn it must offer a reasonable expecta-
tion of success, and the making of the decision must be based on a re-
alistic assessment. At the moment language teachers regularly make
exaggerated claims about their wares, students have exaggerated
expectations about the ease with which they will learn, and all of us
have exaggerated beliefs about the afficacy of sitting students in a
foreign language classroom whether they learn anything or not.

The best hope students have of acquiring functional competence
in a language is to spend a period in a country where that Janguage
is spoken. This is only one of the advantagéw«f study abroad, which,
even for students who choose English-speakipg countries, provides
an immediate broadening of horizons. No institution with a commit-
ment to internationalization can afford to neglect the possibilities
opened when students—and, indeed, faculty—spend time overseas,
and it is these possibilities that we will consider next.
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Meeting the World Halfway: Study
- Abroad and International Exchanges

1. Study Abroad: Its Forms and Its Potential

. In 1977-78 some 120,000 American students went abroad to stidy
- ) in U.S.-sponsored programs. Others enrolled independently in for-
eign institutions. All told there are 10 times as many American stu- -
dents overseas as there were 15 years ago {Burn 1980b: 70). There
are now some 1,800 college programs offering academic-year study
abroad -énd no less than 900 summer programs. The number of
American students visiting foreign countries for other purposes has
alen increased enormously: 133,150 passports were issued to stu-
dents in 1963; by 1978 this figure was up to 596,660. -

Most American students go abroad for a full academic year (gen- P
erally their junior year) or for a single semester, or else in one of a ’
*  number of summer programs sponsored by American or foreign in- -

stitutions. If they go during the academic year, it is usually in one of
the following ways:

a. Asa regular or special student, admitted directly by the
foreign institution for a semester or a year.

b. Under special auspices, such as a formal agreement be-
tween the foreign ipstitution and the student’s home institu-
tion giving prefet@ntial admission to those from the Ameri-
can college.

¢. Asamember of a Rrogram sponsored by an American in- A

stitution at a foreign university. Such programs generally of-

fer special facilities overseas for the participating students,
such as help with housing or registration, orientation, pos-
sibly special tutorials. A program in this category may be
tun by an individual American college (generally, but not ne-
cessarily, the student’s home institution), a consortium, ur
an American organization created to offer study abroad.

d. As a member of a special progre . for foreign students
sponsored by a foreign university. Occasionally programs
ostensibly in the third category may turn out to have this
character (i.e., students are not integrated into the regular -
programs of the university but are separated out into special
classes). But the system is especially used by universities in
countries whose languages are not widely known in the
United States.\ such as Japan (e.g., Sophia University, Kansai
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University), where integration would be particuldrly diffi-
cult. Among other countries with programs of this type are
Italy, Holland, Denmark, Norway, and Sweden (Garraty,
Klemperer, and Taylor 1978: 132).

e. As a member of a freestanding program primarily or ex-

- ..clusively for American students, generally locatad clese to a

university and drawing on its facilities or faculty. Many of
these programs also seem to belong in the third category, but
students enrolled in them are not regarded as students of the
foreign university near which the program is located.

f. As a participant in a work-study or cooperative educa-
tion program. These are becoming increasingly popular.
Some are run by American colleges (such as the Lincoln Uni-
versity program in Nigeria or'the extensive cooperative edu-
cation program provided by Antioch College). Others are ar-
ranged by international coordinating organizations. The In-
ternational Association of Students in Economics and Busi-
ness (AIESEC), for example, offers practical experience in
these fields to American students through placements in
over 50 countries. The International Association for the Ex-
change of Students for Technical Experience (IAESTE) pro-
vides placements, during the academic vear and in the sum-
mer, for students in engineering and technology and some
other fields. Former AIESEC and IAESTE students ave par-
ticularly sought by American business.

N

Summer programs, as might be expected, vary enormously. Some
are organized by foreign universities anxious to keep their facilities
occupied during the summer months. They range from carefully
planned and high-quality offerings to fly-by-night programs.of little
academic merit. Othets are sponsored by American institutions,
sometimes as adjuncts of academic-year programs. This category
shades off into various practical activities, placements;/field work,
or just glorified vacations. IAESTE has a particularly active summer
program. Others provide intensive study or training in the fine arts
or languages or international Ainstitutions or any of a number of
other subjects. .

Students choose to study abroad for many reasons. Some wish to
improve their language skills, and many of the older and well-estab-
lished programs {such as Sweet Briar's program in France, New
York University’s program in Spain, Smith’s program in Italy) we
created to meet this need. Students benefit enormously not onl
their exposure to languages but from the cultural immersi

A second category of students travels abroad in search4f the spe-
cial facilities offered by foreign universities or cities. A few (a dimin-

©
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ishing breed, alas) go to study with famous scholars. Others. follow-
ing in the footsteps of generations of American expatriates, gravi-
tate to major centers of art—Florence, Rome, Athens—or enroll in
specialized programs provided by foreign universities in numerous
fields in the humanities and social sciences. Some of thase, and
others, engage in various types of field work, perhaps preparing for
senior projects 6n their home campuse:. Several of the better Ameri-
can programs offer facilities for such students with special interests
and help to link them with local scholars or institutions.

The third and largest category travels abroad for less specific or
premaditated reasons. They go because their colleges offer the
chance or encourage them to seek such opportunities. They go be-
cause they are anxious for the experience of living and studying in
another country: not so much to acquire some specific piece of
knowledge or expertise as to keep up their studies while experienc-
ing a different environment and possibly e different approach to
study. Above all, they are anxious to see and feel what they have
read about and researched. heirs to that fine American virtue (and,
occasionally, vice) of curiosity, of wafiting to see for onesslf. Most go
to Europe, many to Israsl—in numbers sometimes overwhelming, in
fact; and they represent not only a wonderful opportunity for Ameri-
can higher education but a lucrative and eminently exploitable mar-
ket, largely unregulated and subject to all kinds of abuse.

Itis this last fact that creates skepticism in some quarters regard-
ing the value of foreign study—or fuels a skepticism already pre-
sent. Some colleges go out of their way to encourage students to
study abroad. Foreign study has traditionally been animportant fea-
ture of small liberal arts colleges, partly beczuse of the emphasis on
the European roots of American culture engendered by their curric-
ula, partly also because of the socioeconomic background of thsir
clientele. Many have their own well-respected and long-estabhshed
programs abroad and others are served by well-organized consortia
(e.g., the Great Lakes Colleges Association). In soms colleges a very
high percentage of students take these opportunities (though despite
the aggregate numbers, the overall percentage of American stu-
dents studying abroad is relatively very small).

Many faculty wonder about the quality of the programs their stu-
dents clamor to participate in, Are they as strong as programs at
home? Do students spend enough time studying? Lven if American
puritan images of a degenerate and decaying Europe remain far
from these faculty members" heads, they worry about the extent to
which their students’ minds are on their studies. And appeals to the
value of experience may work with some faculties but are unlikely to
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do so with others: Attitudes toward experiential learning, at least
for credit, are ambivalent at best.

Some of these fears are far from groundless, since there exist in
fact many poor programs. Even those run by a student’s home insti-
tution may not be subjsct to the close scrutiny and quality control
applied by the faculty to programs nearer home. And this car be a
circular problem: Faculty neglect weakens programs, which in turn
become less willing to submit themselves to scrutiny. In fact, the
question of quality control in study-abroad programs is becoming in-
creasingly pressing as programs and numbers expand from year to
year, frequently at the lower end of the quality scale. For the most
part, American accrediting associations make no attempt to evalu-
ate study abroad, though the Council on International Educational
Exchange (CIEE) does so for its members (a total of 170 colleges and
organizations) and there is a fairly well-established informal net-
work of study-abroad administrators and advisors wiio can provide
reliable judgments-—supported also by such organizations as the In-
stitute for International Education.

Added to the problem of accreditation is the difficulty of evaluat-
ing students’ performance abroad. American academics are used to
a system of credit hours and grading wholly alien to many of the
countries in which their students study. Not only do many higher
education systems in Europe and elsewhere provide no grades but
some do Rot even offer courses in the traditional American sense.
This exacerbates the problem of equivalency. Is the student’s work
in chemistry at London University really equivalent to Chemistry 101
at home? Is an Oxford tutorial really the same as a course in the his-
tory of English literature? With the best will in the world, the Ameri-
can professor or registrar cannot figure out what to enter on a stu-
dent’s transcript—and these technical problems of transcripts and
credit and grades tend to overshadow the validity of the educational
experience itgelf. Faced with inadequate or incomprehensible data,
the American professor, especially with no experience of foreign
universities, is apt to become impatient—or to harbor the suspicion
thidt someone, somewhere, is hiding something. This problem is par-
ticularly difficult in fields where the United States can claim to be a
world leader—the natural sciences, to some degree, but particular-
ly engineering and business administration. Can a course in busi-
ness at the University of Mexico really compare with one at a U.S. in-
stitution? If it cannot, perhaps buginess students should not be al-
lowed credit for work abroad. So/glr'):as the arguyut.‘ LT

Some faculties are actively resistdnt to foreign'study. Admi,nistra-
tors of study-abroad progra m§ 800N learn‘yuhich departments on the
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home campus are sympathetic and which are not. The reasons for
resistance are sometimes understandable {(some foreign universities
simply do not offer the quality instruction available at some Ameri-
can institutions), though they are often reinforced by ignorance or
suspicion. Others are less obvious. A language department fighting
to maintain its upper-level courses and to attract majors may have
mixed feelings about shipping off its best students to Madrid or
Paris; given that so selfish a motive cannot be acceptably articu-
lated, the department raises all kinds of technical problems, in a
kind of psychological displacement, to render a program inoperable.
A college tryir§#ard to increase enrollment may be reluctant to let
students take off for other countries if it must fill their places from a
dwindling pool of eligible candidates.

On the other hand, study-abroad programs can help in the recruit-
ment and retention of students. As more colleges become aware of
this, resistance to programs is much reduced. Some institutions (Ka-
lamazoo College, for example) regard foreign study as a routine part
of their undergraduate programs and regularly plan to enroll more
students than they can accommodate at one time on campus.

The fact is that study abroad, under the right conditions, can be
Wrewarding for the student ready to undertake it. Some of
reasons are obvious. Many students speak of the need to stand
on their own feet, to cope with an alien environment, to make the
most out of new surroundings: Study abroad helps students to ma-
ture, to handle their own lives. Others who have passed through the
experience years before note that it gives one a certain critical dis-
tance with respect to American society and has what the President’s
Commission called **a lifelong impact on values." Cultural relativity,
a healthy skepticism, objectivity, distance—we need to cultivate
these qualities in America. Being obliged to defend one’s country’s
record in foreign parts may also help one establish what is valuable
about the United States and its traditions. And study abroad brings
tolerance and an awareness that there are other ways of doing
things (Sanders and Ward 1970: 91) and that this country has no mo-
nopoly on common sense or sanity.

There has been relatively little research on the impact of study
abroad. Barbara Burn (1980b: 133) points out, however, that the re-
search done *‘suggests that it may be most important in terms of the
personal experience of living in another culture and interacting with
the nationals of another country.”’ Nevertheless, it can have a more
directly intellectual impact, too. The American student may be sur-
prised to discover that there are other ways of organizing a curricu-
lum than through discrete courses, and that even in the same aca-
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demic field different countries have their own sets of gods and wise
men. Even in English literature the American student discovers that
the British admire a set of critics quite different from the Americans
and that they are willing ‘o raise questions (about the social function
of literature, for example) virtually never encountered in the Ameri-
can classroom,

Finally, there is the indirect, the multiplier, effect of foreign study.
If 100,000 Americans go abroad to study each year, 100,000 return.
Most resume their studies ai American colleges. Their social and in-
tellectual contribution to the widening of the horizons of students
and faculty with whom they came into contact is immeasurably im-
portant; it may ultimately be the most important contribution, from
an institutional point of view, that foreign study can provide.
2. Making Study Abroad More Accessible ‘
If we accept that study abroad, for any or all of these reasons, is val-
uable and that more students should participate, what can the ad-
ministrator or teacher do to make it easier? The following points are
" at least a beginning.

a. We can remove obstacles to credit. Many institutions are ex-
tremely ambivalent about the award of credit for foreign study.
Lacking the will or the expertise to distinguish between good pro-
grams anc bad, they tend to drag their feet on all of them without
forbidding the transfer of credit entirely. They may be nervous
about equivalencies in their own programs as well.

Two steps seem essential here. First, there must be someone on
campus with a good knowledge of study abroad or the resources to
acquire it—perhaps the administrator charged with the technicali-
ties of credit transfer from other institutions (i.e., U.S. as well as for-
eign) or the study-abroad advisor. This person might be assisted by a
committee or board consisting of faculty with experience of foreign
institutions.

Second, we can establish guidelinés on the transfer of credit from
foreign universities and U.S.-sponsored programs. This is probably
best carried out by a faculty committee, which shou:d be charged
with producing a general statement on the value of foreign study to
which the guidelines can be appended. The statement can be used
for catalogs and the like; also, its composition will predispose the
committee to come up with practical proposals in the guidelines sec-
tion of their report. If the committee takes the stance of an adver-
sary to the entire concept of foreign study, the result will prove ex-
tremely restrictive—though it may be better to have strict guidelines
than no guidelines at all, since the latter situation leads to squabbles
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after the fact. The committee should include the administrator who
evaluates foreign credit and anyone else directly involved with
study abroad—ag consultants, if not as voting members.

The guidelines snould be widely discussed and finally approved
by the faculty. They then become part of the institution's academic
regulations. Ideally, they should define as clearly as possible the
types of programs and institutions for which credit will be awarded,
so that students and advisors can determine whether a program is
eligible. While students should be encouraged to obtain advance ap-
proval for the course of study they wish to pursue at a foreign insti-
tution or in a U.S.-sponsored program, this may occasionally prove
unnecessarily restrictive and may be academically counterproduc-
tive. Many foreign universities do not publish comprehensive (or an-
nual) catalogs. We all know how hard it is to make wise choices on
the basis of catalog descriptions even at American universities: it is
clearly far more difficult with foreign institutions. It is much better
to be able to say to a student, *‘We regard the University of X or the
program run by College X as inferior and not worthy of credit, but
we will give credit for the University of A or the program run by Col-
lege B."”" This system may occasionally lead to inequities or soft op-
tions, but it is far more practical than advance approval of indivi-
dual courses. Why should a student going to the London School of
Economics or the University of Geneva be committed in advance to a
specific selection of courses?

Obviously, this is only part of the problem. Giving credit for a
course or program is one thing. Giving major credit or distributional
- credit is quite anothar. Again, flexibility is important. Nothing is
more maddening to the student than having to establish the precise
equivalency of a course abroad with one at home. It is best if the ma-
jor department can be persuaded to give the student a set of criteria
in advance and in writing to apply in selecting major-related courses
at the foreign institution. This correspondence then becomes part of
the student’s file and can be included in the assessment and certifi-
cation of his or her record (provided, of course, that a notation can
be made—a matter not always easy.in this computer age).

Once clear guidelines have been established, certain patterns of
behavior follow. Those in charge of study abroad, or anxious to cre-
ate links with particular programs, strive to select options that fulfill
the academic criteria laid down by the guidelines. Hence the prob-
lem of quality control is reduced. There are fewer individual prob-
lems with credit after the fact. Students learn what is possible and
what is not. The whole process becomes easier to administer. And
this brings us to the second point...,

14
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‘b.  We can provide students with advice on study abroad. Every in-

stitdtion should have an individual or an office expressly charged
with advising on study abroad. There are other reasons, too, for a
collége to have current information on foreign institutions. The ad-
missions ‘office, for example, needs data to evaluate foreign tran-
scripts{ It is advisable to build a library of basic materials—stand-
ard reference works on foreign universities (The World of Learning,
tke Commonwealth Universities Yearbook, and so on}, catalogs from
the more important institutions, publications on higher educatior in
other countries (these are often issued by the governments con-
cerned, by the U.S. government, or by such organizations as
AACRAO and NAFSA), and the standard handbooks on U.S.-spon-
sored programs in other countries. The Institute for International
Education publishes guides and handbooks on foreign study, the
Council on International Educational Exchange spacializes in stu-
dent travel, and organizations such as UNESCO publish guides to
work opportunities in other countrias.

If the college in question has no study-abroad programs, the per-
son charged with this responsibility should build personal contacts
(perhaps in consultation with relevant on-campus departinents) with
good programs at other insti* *ions, General contact with the study-
abroad community—througl. .ne National Association for Foreign
Student Affairs, for example—is extremely important.

Itis vital that the study-abroad advisor be able to act as advocate
for students in their dealings with academic offices and with the fac-
ulty. Hence the advisor should be a faculty member or someone with
good access to friendly and supportive teachers. Nothing is more
deadening to students’ initiative than having to plea. their cases be-
fore their major departments—very possibly before people unsym-
pathetic to foreign study and unlikely to excuse student ignorance of
the workings of foreign institutions. The advisor should also have
good links with faculty who have studied abroad, with foreign na-
tionals on tae faculty, with foreign students who can advise Ameri-
cans contemplating study abroad, and with foreign embassies, And
we cannot overstress the importance of maintaining good links with
returned American students. No one can better advise the sopho-
more considering study in Paris than the senior just returned.

Whether the person who advises on foreign study should also be
the one who assesses credit for it depends on the size of the institu-
tion and the qualifications of the individual, Combining the functions
is convenient, but it can lead to a conflict of interest. Linking this
person with the offica that handles foreign students is, however, ex-
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tremely important. It is a good idea to put foreign study and foreign
students under the same administrative roof.

Since much faculty resistance to the accredltatmn of foreign
study springs from ignorance of foreign conditions, a modest public
relations effort should be included in the mandate of the foreign
study advisor. It is a good idea to put foreign visitors to the campus
in touch with relevant departments, to tell faculty about particularly
interesting programs bverseas, and to see that interesting foreign
projects undertaken by students receive maximum publicity on cam-
pus. Faculty traveling abroad could be encouraged to contact stu-
dents from their institutions and to see better programs firsthand. If
their visits can be subsidized, so much the better.

Such visits are also useful for establishing personal contacts with
foreign institutions. More and more countries {Britain is a recent ad-
dition to the list} are establishing quotas on the number of foreign
students admitted to their universities. Contacts can help overcome
these obstacles and gain admission for students. For similar reasons
contacts with the directors of U.S.-sponsored programs can hel
place students in them.

It is advisabls to establish a faculty committee on foreign study to
oversee programs the home institution might run and to help in the
administration of guidelines, the solution of special problems, and so
on. The committee might be charged with selecting students or
awarding schclarships. It can help maintain dialogue with depart-
ments about the facilitation and smooth administration of foreign
study and the development of special programs. It can also serve as
an advocate for the study-abroad advisor.

Finally, we must emphasize the importance of personal and direct
advice t0 individual students. Going abroad is more #' 1 selecting
an academic prngram: It is a decision to change one » .ife, for a
shorter or longer period, mor¢ or less totally. The more students
know about what to expect in the program or institution they have
chosen, the better. Students also need reassurance—that they will
not fall behind in their studies, that their grade point averages will
not collapse fpossibly time abroad should, as a matter of policy, not
be calculated in GPAs) and so on. Obviously an advisor should not
give false assurances, but it is a measure of the success of the opera-
tion that such assurances can be obtained from the faculty and
passed on to students. Those unsuited for study abroad, academical-
ly or emotionally, should be discouraged. Others should be made
awore of the risks involved and also of the spscial opportizaities and
advantages. And if their peers who have already studied abroad can
be brought into the dialogue, this w1ll help.
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c. We can provide financial assistance. Perhaps the biggest ob-
stacle to foreign study is the cost. Although limited federal funds are
available for graduate study abroad (through the Fulbright program,
for example) there is no generally accessible source for undergradu-
ates. Regulations regarding the use of state scholarships for foreign
studyvary. In some cases they may not be taken outside the United
States, though even in these instances it may be possible to use them
—if such an arrangement has the approval of the donur—by regard-
ing students studying abroad as technically in residence on their
home campus, and by arranging for tuition payments to be funneled
through a student's home institution.

While most institutions let students use financial aid to partici-
pate in study-abroad programs they run, these students may,_get into
difficulty if they take leaves of absence to enroll directly in foreign
institutions on an independent basis. Federal aid such as Pell grants
can be used for this purpose, howevar. Financial aid officers may al-
8o resist study-abroad programs because of the complications they
entail and because they may represent a net loss in tuition unless a
fee-paying st@gnt can be found to fill the vacated place.

An effective study-abroad administrator on campus can do much
to create a friendly relationship with the financial aid office and
eliminate administrative problems confronting the student seeking
to go abroad. But 8 more fundamental problem concerns the identifi-
cation of scholarship money specifically to assist students with
travel or other expenses who wish to study in other countries Tradi-
tionally such assistance has been low on the list of priorities of the
average American college, perhaps because the investmentbrings
few tangible results on the home campus. It is vital that such money
become available; this should receive primary attention in anv effort
to internationalize the institution. In some countries tuition differen-
tials for foreign students have recently been introduced, making
study in Britain, for example, very expensive for foreigners. How-
ever, tuition costs in most countries compare favorably with those in
the United States, making study abroad at least a possibility for al-
most any American student. N

One way in which some of the,burden can be reduced is by direct
exchange of students with aforeign university, on a bed-for-bed ba-
sis. We shall have more to say about exchanges in a later section of
this chapter. ’ :
d. We can give students good preliminary training. One of the big-
gest problems faced by students wishing to study abroad is the lan-
guage problem. Though an art history student might banefit enor-
mously from time in Italy, or & student in economics from learning in
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Japan, or an anthropology student from a stay in India, they seldom
have_the language skill to move beyond special programs for for-
eigners in the countries in question. And without artequate language
skill, the entire experience is devalued. A systemv.tic attempt should
be made specifically to train students for stays abroad; especially
“for countries whe:3 languages are not wiasly taught. °

‘Among the possibilities colleges might examine are intensive lan-
guagd courses the summer before departure (Middlebury College
does this), especially if money can be fournd to aid students who
would otherwise spend the summer working. Year-long programs
mlght'hlso be designed for students outside the arts and sciences
who plan to spend a year-at a technical or business school in another
couniry. The latter activities require that students know well in ad-
vance that they are going abroad, and may also require the partici-
pation of a minimum number. Rut imaginatively planned programs
can do doyble duty as training programs for students going abroad
and as elements in an international studies program or the offerings
of a language department. .

At issue here is not only the desirability of serving student needs
but the importance of convincing nonlanguage majors to acquire lan-
guage as a tool and to use it to break out of the English-speaking
world in pursuit of their academic interests. Such experi.ients
would be good for language departments, too. Because of the link be-
twuen literature and language, there is a tendency to anuate skill in
a language with an interest in the humanities; we must break down
this false perception.

What is true of language is true of other topics and skills as well.
A systematic attempt to prepare students academically for foreign
study will errich the entire experience and, incidentally, make the
fact of foreign study more L-ntral to the regular curriculum. Good
publicity'and strong acministrative support are crucial here. Many
students will be chary of committing themselves to a semester or a
year abr‘osf. concerned about the academic risks. They will need
good advice, reassurance, gnd strong support programs. In this and
other respects (including, on occasion, language training), foreign
students from the target country, students returning to the U.S., and
faculty with foreign experience can be very helpful.

We might add that the growth in the number of students going
abroad has been accompanied by certain dlsturbmg trends: (1) an
increase in English-language programs ‘in' non-English-speaking
areas of the world, (2) a general turning away from programs in the
developing world toward programs in Europe, and (3) an ¢ ¢rwhelm-
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ing concentration of American students in certain key European
cities (London, Paris, and Madrid especially). This lack of adventu-
rousness, this _movement toward the conventional, may reflect a
shift in the ical.and social interests of students; but it probably
also signifig c feges inability to devise sufficiently imaginative
mechanisms to encpurage students making uriconventignal gﬁbmes,
or to steer them info such paths. 50%

Study abroad remains something of a stepchild of thé undergradu-
ate curriculum. Changing this situation may ultimately require a na-
tional effort, primarily to make sufficient funding available to de-
mocratize the process. But if numbers increase, overcrowding, pri--
marily in Europe, also increases—and hence greater efforts will al-
so be required to disperse the students over a larger area. This, in
turn, will be possible only when academic programs at home chan-
nel students to unconventional options. The fundamental problem
confronting our efforts to promote foreign study may relate less to
the quality of the overseas experience (though these shortcomings
should not be underestimated) than to the matter of articula-
tion—meshing overseas experience with the remainder of the stu-
dent’s academic program. And this is a double problem. Not only
must we remove technical obstacles to foreign study but we must
adapt our domestic programs to fit its imperatives and exploit its
advantages. “

Bringing about such a change will require special effort, especial-
ly {paradoxically} at large institutions. Since smaller liberal arts col-
leges send a larger percentage of their students abroad, their facul-
ties tend to be more involved in the process than these at large insti-
tutions, and the larger percentages make special arrangements
more feasible. At larger institutions, students with some interest in
going abroad are scattered across numerous programs, often with
few common denominators. It is necessary to reach beyond the lan-
- guage major, the international relations major, and so on, to stu-
dents in other programs. Perhaps special arrangements can be
made with foreign institutions for students in highly structured pro-
grams like engineering, the natural sciences, and business—since
these students, too, can derive enormous benefit from contact with
another culture. Then again, for students in major programs with an
obvious international dimension, study abroad should-come to be re-
garded as a matter of course. In short, we should place a high priori-
ty on dgveloping curricular options on the.hume campus for students
intendir}ﬂa study abroad.
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3. Establishing A Study-Abroad Program

Thus far we have made certain assumptions about the nature and
problems of study abroad. We have concentrated above all on how
foreign study can be integrated smoothly into the programs of the
average college. Apart from our closing observations, we have con-
fined ourselves largely to a reactive strategy, simply clearing away
problems rather than taking new initiatives. We have also assumed
that study abroad comes midway through undergraduate study. We
have not considered the possibility of going abroad before the fresh-
man year or after graduation. While these options obviously exist
and might be encouraged, they lie outside the immediate scope of
this volume.,

We have also given little attention to the quastion of initiating and
administering a study-abroad program primarily or exclusively for
one’s own students. Before launching a program, one should survey
the options and assess the pros and cons very carefully. Good study-
abroad programs can be expensive, particularly at first. And if they
do not respond closely to curricular needs they may become a liabili-
ty, and a limit to flexibility, rather than an asset.

If, then, we identify a need—Ilet us say (to take two conventional
examples], opportunities for German majors to study in Germany or
for interpational relations majors to learn about development pro-
cesses in the Third World—we should first ask whether there are al-
ready programs that could fill it. A review of programs in Germany
or in developing countries might turn up suitable options. In fact, by
using other people's programs a campus might be able to offer its
students a wider choice of programs. Assessing the quality of exist-
ing programs can be difficult. Ideally a college representative
should visit some of them and talk with their staffs, but if that is im-
possible such organizations as the IIE can be useful and much can be
achieved through personal contacts.

While using other programs involves little financial risk and few
admihistrative headaches, the client institution can exercise little or
no influence over them and students have no guarantee of admis-
sion. However, some of these conditions can be changed by signing a
contract with an existing program. Many need students, not least
because the incremental cost per student is quite low while the fixed
costs are high, and they are very willing to consider preferential ad-
missions for institutions that can guarantee a regular supply of qua-
lified participants. They may even consider changes in the pro-
grams, special arrangements for visiting faculty, and so on. Even a
simple promise to steer one’s students toward a program—or make
it a preferred option, to which students will be initially referred
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—may bring assurances of special treatment or other advantages.

Many study-abroad programs do not turn up in handbooks and ca-
‘talogs becanse they are intended exclusively for the students of a
particular college or group of colleges. It may be possible to enter in-
to a cogt-sharing agreement with a college that has such a program,
or buy into an existing consortium.

If these options are not available, an institution can talk with
other colleges interested in sharing the costs of establishing a pro-
gram. The major higher education organizations (ACE, AASCU, and
so on) may help identify them (working through one’s own president
is a good idea) or regional councils for international studies or other
bodies may help find interested colleges nearby (proximity eases
planning and cooperation). The administration of a cocperative ef-
fort will depend on the nature of the pregram and on local factors,
but it will probably be easiest to concentrate most of it in a single lo-
cation at one of the participating colleges and to work out financial
contributions accordingly.

While launching one’s swn program carries considerable finan-
cial liability, this can, of course, be converted to an asset if the pro-
gram is opened to students from other colleges. If recruitment is
good and students can be brought in quickly, it may prove possible to
recoup theinitial investment and reinvest in improving the quality of
the program, making financial aid available or increasing faculty
participation. The study-abroad landscape is dotted with profit-mak-
ing programs—often at the expense of academic quality and some-
times under conditions that border on exploitation. If the new pro-
gramis a success, it may prove hard tc hold the financial officers on
the home campus at bay; but it is very important to invest in good
programs rather than skim profits off the top.

Lst us suppose that we are considering our own study-abroad pro-
gram. What conditions should be fulfilled beforé a decision is made
to go ahead? The list will vary depending on local circumstances,
but we can single out these important points: *

a. We should know clearly what we want to achieve. Gen-
erally the ipftiative for a;program comes from a single facul-
ty member’or group of faculty. The initiators should be en-
couraged to prepare a statement of objectives. This should
be reviewed, at least by an appropriate faculty committee
and possibly by the entire faculty, and any modifications
made. The objectives of the propoged program should be ex-
amined to cee whether they are compatible with, and an en-
hancement to, existing un ergradu?te programs, especially
those from which participants would be drawn.
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‘b. There should be adequate financial resources available
for the program, and in sufficiently flexible form. Foreign
study programs are expensive to staff and often never pay
for themselves. The financial officers on the home campus
should understand this. They” should be willing to invest
money not only in on-gite facilities and staff (though not real
estate if it can possibly be avoided, at least initially) but in
recruitment ancP in faculty and staff travel. Too many initial
restrictions can condemn a promising program to failure.

c¢. We should have good affiliation arrangements with the
host institution. It is impossible to generahze sbout the pre-
cise nature or such arrangements, since they will obviously
vary from country to country and program to program. The
arrangements may simply consist of guaranteed admission
to certain types of courses, library privileges, and so on.
Other factors to consider, either as items in an agresement or
as matters that the program itself will have to deal with, in-
clude housing, health insurance, access to facilities, and
special arrangaments for faculty attached to the program.
In any event, the agreement should be in writing and should
involve contact between the two institutions at the highest
possible level. At the same time we should be satisfied that
the middle-level administrators charged with carrying out
the agreement are competent and cooperative. Unforeseen
technical problems wili surely arise and we must be pre-
pared to deal with them expeditiously.

d. There should be strong supJ)OI‘t for the program on the
home campus from faculty and departments most hkely to be
involved in its execution. They should be willing to cooperate
in committee wark, recruitment, admissions, and so on. Fac-
ulty should feel that they have a stake in the success ef the
program and that it involves tangible advantages for them.
Program plans might include some faculty travel and per-
haps residence of a faculty member or graduate student at
the host institution on a rotating basis. There should also be
adequate administrative support for the program on the
home campus, including time and resources for recruitment
of students.

e. There should be lentX of student interest, either poten-
tial or already maniﬁaste . Students should also be willing
and able to pay the fees. The better the financial and aca-
dumic arrangements, the higher the interest; therefore, ef-
forts should .be made, in line with our earlier observations,

. to remove technical obstacles in the award of credit, adapt
academic programs as needed, advise interested students,”
and (if possible) make financial aid available.
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We should now turn our attention to the structure of our program.
Certain basic principles of organization are applicable fairly univer-
sally. First, the site of the program itself. In our earlier reference to
the nature of the agreement with the host institution, we alluded to
arrangements for participation in that institution’s academic pro-
grams. In principle, American students should be among students of
the host country as much as possible. Uniess they are needed for
compelling reasons (e.8., language or lack of academic preparation),
itis better to avoid special programs for foreigners organized by the
host institution and to avoid setting up one's own such arrange-
ments. If the American students are to derive maximum benefit from
their stay abroad, integration into the life of the host institution and
its acadamic programs is always better than the ghettoizing induced
by special programs, extensive extracurricular activities for the
Americans, and so on. Isolation may actually heighten prejudice
rather than eliminate it. In cities with large populations of U.S. stu-
dents it may be necessary to create subterfuges and strategies to
discourage too much socializing among the Americans—snd this is a
strorg reason for picking a provincial university as the site rather
thai one in a major city that already has numerous links with Ameri-
can institutions.

Though integration is desirable, there may be good reasons for
providing supplementary programs to help students find their way
around the academic opportunities of the host institution or to coor-
dinate their studies with their programs back home. Some colleges
offer seminars for their own students, sometimes taught by a mem-
ber of the college faculty in residence abroad. In any case it is im-
portant to have soieone on the spot who can deal with administra-
tors in the host institution (in their language); help students with re-
gistration, housing, and 8o on; and serve as a link with the U.S. cam-
pus. Ideally this person should be.a permanent or semipermanent
program director—a member of the U.S. faculty assigned to this po-
sition for three or four years or a local person thoroughly familiar
with the U:S: ‘campus and American students and academic life in
general. The director might be assisted by a local person (if he or she
is American) or by a faculty member visiting from the U.S. campus (if
he or she is local). There should be an office and common reom, at
the very least, to serve as headquarters for the programs, located on
or near the campus of the host institution.

Some U.S. programs provide special housing for their students.
Local conditions may make this a necessity, but in principle it is bet-
ter to place American students either in regular university resi-
dences or with host families. The latter arrangement is better in that
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students must deal with local people daily, thus gaining more insight
into the culture than they might otherwise. But a host family pro-
gram requires good supervision by a program director on the spot.
And a decision to provide special housing for the Americans may en-
tail heavy investment in renting or buying property, administering it,
and maintaining it. If numbers fluctuate from year to year, the prob-
lem is compounded.

The program director should be well known on the home campus.
There should be ample opportunity for regular visits to the U.S. for
consultation, perhaps timed to coincide with the admissions process
so that the director can be involved. The director should cultivate
good ties with the host institution, encouraging U.S. faculty to mest
those at the host institution with similar interests and facilitating
such contact. Foreign faculty might be encouraged to.visit the home
campus when in the United States, and efforts might be made to ar-
range meetings between the chief academic officers of the two insti-
tutions from time to time. The director may also find it usefu! to cre-
ate an advisory committee, consisting of members of the host institu-
tion and local citizens, to help plan the program and to provide liai-
son with the community.

Sound administration abroad should be matched by sound admini-
stration at home. On the home campus a single individual should
have general responsibility for the administration of t*2 program.
This person might be a member of the dean's staff or of the interna-
tional programs office or possibly a faculty member. It is bast to en-
trust the administration to a professional administrator, who works
closely with faculty responsible for advising and for helping with ad-
missions and recruitment. Tha faculty member should receive ade-
quate compensation (a stipend or released time or both) and be well
respected by his or her colieagues. There are many reasons for this
dual administrative arrangement. While the intricacies of the pro-
gram require the attention of a pro:essional, without good links with
faculty, teachers may doubt the importance or academic standing of
the program.

The on-campus administration should be supplemented with a fac-
ulty committee that sets general policy and handles admissions.
Evenif the program is intended primarily for students from the spon-
soring institution, admission should notbe automatic ‘qr pro forma.
As we have already noticed, though studénts will sometimes blossom
whan away from hame, it is never prudent to send high-risk or prob-
lem students abroad. They will lower the standing of the program
with the host institution an&i may create administrative woes.
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One of the main questions to consider in planning the program is
the length of time to be spent abroad. Much will depend on the com-
patibility of calendars between the United States and the host insti-
tution, but in principle a full academic year is much superior to a se-
mester or trimester. Students need time to get settled, to find their
way around, to make ties. A large part of the first four months or so
will be consumed by this process of acclimatization, especially if
there are significant cultural or linguistic differences between the
host country and the United States. On the other hand, it may be bet-
ter to compromise for certain kinds of students, such as those in bus-
iness or engineering, rather than deny them the opportunity to parti-
cipate. It may also prove desirable to run not only year-long pro-
grams but summer plans for undergraduste or continuing educatioa
students, depending on the site of the program and the facilities.

Almost as important as the quality of the program itself is the
quality of the procedures at either end: predeparture orientation
and debriefing upon return. Predeparture programs take many
Jorms, ranging from special courses or tutorials in the academic
year Lefore departure, through summer courses or programs, to se-
minars of a few days’ duration at the end of the previous academic
year. Some kind of orientation program after arrival is also a neces-
sity. In a non-English-speaking country this might include an inten-
sive language program, or a summer-long program for those whose

mastery of the language is weak and for other students wishing to

spend just a8 summer abroad.

Returning students will have much to tell the program director in
the host country or the administrator in the U.S. about the running of
the program and ways to improve it. They should also have smple
opportunities to share their experiences with students back in the
U.S.—through campus newspapers, language classes, and so on,
und perhaps as recruiters for future years.

4. Exchanges

While most study-abroad programs involve the movement of stu-
dents in only one direction—f:um the United States to the foreign
country—a few are based on exchange arrangements between two
institutions that may include, besides students, American and for-
eign faculty. This may be the direction in which study abroad for
Americans will have to go, as the dollar fluctuates and tuition and
living costs in other countries rise. One indication of this trend is the
formation of the International Student Exchange Program (ISEP)
based at Georgetown University. Funded by the International Com-

.
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munication Agency, the scheme involves a growing number of Amer-
ican higher education institutions entering into arrangements for
sending Americans students and receiving foreign students threugh
ISEP, each student paying tuition and fees and a set amount for liv-
ing costs to the home institution. The plan is particularly advantag-
eous for colleges with limited experience with study abroad and for
those with low tuition.

ISEP is a new program. Until now truly reciprccal arrangements
have been limited to institutions that have established personal ties
with overseas counterparts. Exchanges often originate with indivi-
dual faculty who have spent time at the other institution or have spe-
cial contacts with it. Occasionally student exchange may be just one
element in a comprehensive agreement also involving faculty ex-
changes, collaborative research, and other elements. Because of the
diversity of these arrangements it is impossible to generalize beyond
a few observations regarding ways in which various exchanges can
be facilitated. ’

The advantage of student exchange is that it can be based on par-
ity betwseen the two institutions, in terms of numbers of students or
the amount of money involved, and hence obviate the need for the
transfer of large sums. For foreign institutions with buresucratic
constraints or countries with currency restrictions it may represent
the only way to send appreciable numbers of students here for tem-
porary study. There is no need to exchange the same types of stu-
dents; it may ' s mutually advantageous to send advanced students
in one direction and undergraduates or their equivalent in the other.

Though exchanges may be financially easier than one-way
movement and carry many other advantages, they may not be entire-
ly without costs. Travel is one expense; then there may be differ-
ences in living standards that make it necessary to supplement the
funds of the foreign students while they are here {or of American
students abroad). Such programs are also difficult to administer,
and travei funds for occasional administrative visits to the other in-
stitution may prove desirable.

Faculty exchanges can also be based on parity, even to the extent
of exchanging houses, but again there may be a need to supplement
the salaries or at least provide funds for travel. It is better to begin
comprehensive exchange programs with faculty rather than stu-
dents. Faculty build contacts and become advocates for the new pro-
gram on their own campus, so that when student exchanges begin
there is already a reserve of goodwill at both institutions. Programs
that begin with student exchanges are likely to run into technical
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and administrative, and sometimes intellectual, problems because of
faculty ignorance, suspicion, or indifference. This is particularly so
if the institutions guarantee admissinn to one another's students.

Though it is tempting to greet plans for comprehensive exchanges -
with much fanfare and signing of protdcols, it may be better to begin
at a modest level with a limited understanding before moving to a
full-scale agreement. The best exchanges have a firm gsense of reci-
procity; grow in response to a felt need, especially ori the part of fac-
ulty; and carry mutual-advantages {cf. Heenan and Perlmutter 1980:
159). Faculty on research leave from the foreign university may be
glad of & base in the United States that offers general hospitality, ac-
cess to a library, and so on, even if such services are limited. Faculty .,
here may welcome these facilities there. Modest inducements can
encourage contact at this fairly rudimentery level—in the form of
travel grants to U.S. faculty to visit the sister university abroad, en-
tertainment money for visitors, or small grants to encourage joint re-
search or consultation on common interests. It is important that fac-
ulty at each university know the extent of the resources and the in-
terests of the faculty at the other. Special efforts must be made to
acquaint them with these matters.

Such relatively informal contact may well be accor:panied by the
first teaching exchanges, or the‘exchange of teaching faculty may
grow out of other types of contacts. Out of faculty contact will grow
student exchanges, and, stage by stage, a full-blown program of co-
operation can emerge. At ‘this point—probably several years into
the réciprocal contacts—a/ comprehensive formal agreement can be
signed. Exchange programs require care and imagination—and gen-
erosity~-on both sides and a willingness to work hard to make them
function. We cannot emphasize enough that without a sense of com-
mon purpose and need exchanges cannot succeed in the long run. As
far as their administration is concerned, most of the principles that
we have discussed in connection with other programs hold true
here: strong faculty involvement, well-coordinated administration,
adequate funding, and attention to public relations.

Any of a number of outside agencies snay be willing to lend assist-
ance in comprehensive exchanges. Depending on the countries in-
volved, the State Department and USICA—particularly the latter
—may have an interest. There may be funding available for faculty
exchange through the Fulbright program. If Eastern Europe is in-
volved, funding for certain activities will probably be available
through the International Research and Exchange Board (IREX). It
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may be possible to tap U.S. aid moneys, particularly if developing
countries are involved, or funds may be obtainable at either end ot
the exchange through existing cultural agreements between the for-
eign country and the United States. In short, the program mey rest
on an intricate network of arrangements involving university money
and funds from Loth governments. If the program is worked out with
imagination and skill, it can do much to open the U.S. institution to
intern«tional currents and connections.

Of course, the vast majority of exchanges and reciprocal contaci.
abroad that most institutions generate never turn into compreher.-
sive exchange agreements, nor should they. These frequently re-
main at the level of individual faculty or departments and are based
on some community of interest that cannot be generalized to the in-
stitution as a whole. There are ways of fostering and promoting even
these kinds of contacts: through the provision of travel money, the
facilitation of reciprocal visits, help with language training or trans-
lation, and assistance in seeking outside funding. A policy of looking
sympathetically on such contacts can bring important dividends, not
least in persuadi-g faculty to meet foreign scholars, to travel, and to
break out of the confining assumptions of the American academy.
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1. People

Hardly a book or an article on internationalizing the curriculum
fails to mention the importance of people. “In the last analysis,"
Saunders and Ward remark (1970: 230), ‘‘a college or university will
make real progress in broadening the international component of its
sducational effort only to the extent that a substantial number of in-
dividual faculty members feel a respongibility to do so and are pre-
pared to act-upon it."” Barbara Burn (1980b), discussiqtg faculty ex-
change, refers to the need for “local entrepreneurs at’the campus
, level.” On reform of the undergraduate curriculum in general Le-
vine and Weingart (1973: 140) stress the importance of enlightened
administrative leadgtrship. While structures can inhibit or stimulate
change, without People the structures are powerless.

In this chapter we shall look at people—in fact, at a number of
groups, each with its special concerns and priorities. Who are the
principal actors we must persuade to cooperate in making the insti- .
tution more responsive to international needs? Who will be most af-
fected by such changes? Inevitably much of our attention will fall on
i the role of the faculty, but we shall look alsg’at the function of ad-

ministrators, the role of students, and the influence of such indirect
agents as trustees, legislators, and parents. All these groups are
both agents of change and obstacles to it, and changes in one part of
the system will affect people in other parts: Everyone acts and is
acted upon. Furthermors, while it would be oversimplifying to sug-
gest that resistance to change springs invariably from a feeling that
one has not been consulted, or that one has somehow been excluded
from dialogue, consultation with all affected groups is extremely im-
portant. If they still resist, there might be good intellectual reasons;
these should be listened to and taken into account. Alternatively, the
reasons may be structural, in which case structurss should be al-
tered to encourage the shifts of objectives and behavior that seem to
be needed..
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2. The Faculty ~

Wae shall begin with the faculty because they are the central element
in the teaching process. Clearly their professional interest and in- -
volvement in international matters will depend-a great deal on their
fields. Facylty in such fields as languages and international rela-

tions deal dhily with the realities of internationa¥contact®nd com- i

munication. For some others such international matters dre signifi-.
cant but essentially peripheral to the generally perceived theoﬁ;}

" ical base of their disciplines (e.g., econemics, sociology, manage

ment, education). A third group normally has no reason even to_re-
flect on international aspects of their disciplines: fields like mathe-
matics or chemistry, of course, do not deal with such issues.

These three levels of disciplinary invelvement will affect the ways
in"which faculty-respond to a pressure group within the institution
seeking to increase their consciousness of international affairs. At
the very least there will be no peer pressure to'resist such overtures
on the part of international relations faculty—though language may
be a special case, since language teachers are not always interna-
tionalists in any comprehensive sense. Tco great a preoccupati
with interniational aspects of economics or sociology may seem a Jjt
tle odd to traditionalists in those disciplines; they ma{ need more
than & gentle nudge to resist the subtle mainstreaming th.at is so es-
sential & part of the disciplinary psychology. In fields like mathe-
matics, chemistry, physics, or accounting, appeals to the importance
of teaching their international aspects will havs little or no effect:
The person making the appeal will probably be dismissed as ignor-
ant or eccentric. It will be-more fruitful to approach these profes-
gors in terms of changing the entire focus of undergraduate educsa-
tion to take realities of interdependence and globalization into ac-
count. In any event, they will win no points from their peers through
such enlightenment, and we must be aware of that.

The varying pressures to conform are not merely a matter of disci-
plinary loyalty. They are reinforced by departmental constraints. As
we have noted, departmenis have grown up over the years as bud-
getary units ag well as’intellectual colleges. Their main purpose, at
least in large universities, is to train specialists in the disciplines

" they represent—and this leads’te a measure of functional conform-

ism. But there is even more to it: They do indeed represent disci-
plines. The history department on a large campusis as much a chay -
ter of the American Historical Association as it is a functioning unit
dedicated to one element in a comprehensive education, The loyalty
of an English department may be more tied up with the Modern Lan-
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. guage Association than with the freshman English program. This .
fact—and we do .ot pass judgment on its merits or limita-
tions—means that a professor 's.comtribution to the institution is ty-
pically filtered through his or her contribution to the discjpline and
its representative, the department.

We must take these realities ix(to account if we are to influenee.
the thinking rand behavior of faculty. It may be more important to
convince a départment chairman to look favorably on international-
ization than to convince an individual faculty member to become in-
volved in, let us say. a general education course outside the respon-
sibility of the department. In many institufions department chairmen

play a key role in determining salaty levels, assigning courses, and
so on. Their actions help set not only the reward system but the
value system that flows out of it. In the long run we are more likely to
affect the overall complexion of the undergraduate curriculum by
. working with such.constraints and turning them to gaod account. Of
course, it can be argued that trying to change attitudes from within
simply reinforces, or at most renders slightly more responsive, a sys-
tem fundamentally out of tune with the needs of the undergraduate
curriculum. We do not take that view—and in any case we believe it
is crucial to change value patterns within the discipljnes as well as
outside them. a- )

-

-

- One of the groups most likely to support internationalizing efforts

is the younger faculty. They have come to political and social con-

" sciousness in a world far different frorg that of théir seniors; certdin
realities of international communication are taken for granted. .

These younger faculty, bacause of the intense competition for jobs,

tend to be genuinely accomplished teachers and skilled researchers

(others fail to find jobs at all}—and are ideal candidates for special

_V programs outside the departmental structure. But taking them out of

their departments may be the worst thing to do inderms of their ca-

reers: Reappointment and promotion begin with epartriﬁnts and

they need to remain visible contributors to departmental work. They

: are therefore best teached withir. the departmental structure.

Younger faculty may be best employed to shift the focus of a depart-

ment’s offerings, while their older colleagues can be called on to

f.x teach in interdepartmental programs, general education programs,

and the like. . ’

There is often a direct connection between the kinds of research . .
and writing faculty do and the subjects they teach. Some iry out
ideas in class and go on to publish them. Others 'publish and teach
courses out of their publications. We should therefore try to influ-
ence their research priorities. The mgst obvious wav is through allo-
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cation of research funding, to ancourage faculty to embark on.pro-
jects with an international dimension, and particularly on curricu-
lar development. We can also ask the administrative office in charge
of grants and contracts, if the institution has one, to pay particular
attention to federal and foundation programs in the international -
area. Through the sarvices of this effice, and perhaps the office of
international programs, we can promise help with grant proposals
and quer assistance. Looking at matters from the opposite perspec-
tive, we can encourage faculty to seek outside help in the form of
grants for curricular planning.

Somewhere cut beyond direct institutional concerns lies the disci-
pline itself, with its priorities and customs and traditional ways of
doing things. Here, too, we may have an impact by encouraging our
own faculty to raise certain questions in disciplinary forums. We
can offer support for travel to conferences, especially those with an
international focus, and for the preparation of papers on matters in-
ternational. If a fund of this kind is available through, say, the office
of international programs or through an administrator particularly
charged with the supervision of internationa! affairs, departments
and individual faculty will be inclined to change their behavior to
draw onit, especially if travel money is tight (as it is these days). We
are concerned here not so much with international travel as with
travel to regional and national conferences, though some money
might be made available for international travel too, perhaps as par-
tial grants.

It may seem that we are falling into the error, too common among
administrators, of regarding faculty as highly manipulable. While
certainly patterns of organization and overt reward systems affect
faculty behavior, other kinds of motive also operate. High idealism is
more prevalent on campuses than in other settings. Faculty rise to
challenges, often teach as they do out of passionately held beliefs,
and are capable of immense dedication to a cause. These qualities
can have a decisive effect on a rew or struggling program and can
make the least promising material shine. And, in the long run, ap-
peals to the better nature of faculty will, we believe, bring better re-
sults than administrative sanctions or crude manipulation of the re-
ward system.

One of the aspects of that better nature is concern for the rele-
vance of material to students. Many faculty have foreign students in
their classes—in fact, they are often particularly numerous in fields
with no special international content, such as mathematics and phy-
sics. The foreign students provide an excuse for reaching these fac-
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ulty and drawing them into a dialogue, but they are in any case a
constant reminder that education is not a purely local or national af-
fair but involves the world.

Some faculty know this at first hand because they were foreign
students overseas. Many members of the average faculty have de-
gress from foreign universities or have spent a year or more abroad
in active study or ir. connection with their dissertations. Others have
taught in foreign institutions. Still others are engaged in research or
consultation that requires extensive contact with colleagues in other
countries and may involve foreign travel. Not only are such faculty
predisposed to an appreciation of the importance of international
contacts, but they are an important repository of information and

. can be valuable allies in advising students traveling abread, coun-
" seling foreign students, and devising special cooperative arrange-

ments with foreign universities.

For other faculty the importance of the international dimension
may be more a matter of belief than practice. They may follow inter-
national events closely (in which case they can be drawn int : inter-
national ppdgramming on campus) or have a s