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’ INTRODUCTION

The concern of this essay is summarized in the question that
forms its title. Or to put the issue a hit differently, what ought
| _ we consider to he the primarvy objective of the X-12 curriculum in

respect to international ~2ducation?

| Traditionally, we have ansvered this question in a general

‘ vay by saying that the schools should count amon¢ their major
educational c¢oals the develomant of students' intsrnational or
world understanding., What doz2s this mean? When as teachers orf
the developers of curriculum ws zr2 instructed to promote students'
international understending, what are ve h2ing asked to do?

- Unfortunatzaly, we have never heen entirely eclear a'mut this.
ithile countless curriculum cuides and a rathar massive volum2 of
commentary on school curriculum refer to education for inter-
national understanding and note the impoirtance of such education
given the likely shape of the world that today's stwdents will
inherit from their elders, rarely do we sphecify with any conceptual
precision vhat it is that we have in mind by "international
understanding." Indeed a reviaw of the literature on education
for international understanding reveals a cood deal of ambiguity,
uncertainty, and conflict about the nature of such educztion. (1

That we should suffer the asenca of a clear and precise
conception of the objzctives {hat schools should sezk to realize
in their reaching ahout world affairs is racretabdle, but it is also

*

* This peper is based on ideas develoned in a Foreinon Poliey
Agsociation study, "Chjectives, lle2ds, and Priorities in Inter-
nationzal Education." This study was supported by the U.S.

Oiféce of Educction. The ~uthor was the coordinator of the
study.
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understandable. Vacueness, confusion, and uncertainty about hasic
objectives are characteristic of organizations as wrell as indi-
viduals vho are caught up in rapid and extensive socio-cultural
change, and this is certainly the lot of the modern school.
American schools are simultaneously experiencing many of the

first and second-order consecuences of those "revolutions" and
"explosions" that have become modern men's daily companions., The
revolution in science and technology, the moral revolution, the
revolution in the »ehavioral sciences, the Black revolt, the

knowledge explosion -- all of these characteristic forces of our
time touch the operations of the schools.

In wrinciple, the dynamics of this process are simple. Socio-
cultural change in the schools' orcanizational environment breeds
new educational needs and wants as well as re-definitions and new
formulations of the school's traditional concerns. Parents, univer-
sities and citizen grouns as well as educators themselves transform
these into demands upon the schools. Teachers, administrators,
school »oards, and curriculum develoners are expected tocconvert
these demands into decisions that crzate new courses of study, nev
teaching-learnince materizls, new ways of organizing the time and
wvork of students and teachers, etc.

In considering international=~cducation threz demands are of
particular relevance. First, the schools are heing called wpon to
expand, indeed to glohalize, the ceograshical focus of the curric-
ulum, particularly social studies instruction. Traditionallv, the
schools have heen looked to as organizational environments in vhich
children and young »people accuire many of the concents, attitudes,
values, skills and inZormation which adults deem relevant to the
task of making sense out of the physical 2nd social environments
students will occupy as adults. Today the nsychologically salient
environment of children and young neople and certainly the socio-
logically relevant environment of tomorrow's adult citizens is
planet-wide in scope and in fact is heing gradually extended bevond
the planet earth's traditional cosmic baundaries. Thus, in order
to fulfill their traditional mission in social education of young
Biople, the schools are expected to develop curriculum wvhose geo-
grarhical focus is the world as a vhole rather than just the United

States or, somewhat more ™roadly, the northuestern region of the
planet.

Second, the schools are exnected to incorjporate into their
social studies procrams substantially more of the conceits, ana-
lytical problems, and modes of inquiryv characteristic of the new
social sciences such as anthropology, socioloqy, political science,
economics and sozial psychology. This demand, like the call for
expanded geographical focus, re»sresents an affort to adapt the
school's traditional organizational missioin to the changing charac-
ter of man's historic condition. Iducation and nharticularly socizal
educatisn in large measure is 2 matter of buildince self-identifi-
cation. The child »rings to the school, albeit in wnarticulcted
form, the fundamentzl cuestion: "Who am I?" and "What are ve?"
The school along with parents, the mass media; peers and other
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agents of socialization in complex societies, rrovides a series of
answers some fraction of vhich the young humans internalize and
organize into an ex»nanding self image of who and what they are.

In contemporary society the cultural sources of our self concep-
tions are no longer confined to the traditional disciplines of
history, geogranhy, philosophy, and theology superimposed upon the
folk culture of the societv. In recent vears the social. or more
broadly and accurately, the hehavioral sciences have become increas-—
ingly significent sources of knowledge about man, his hehaviors, and
the societies and social institutions our species creates and de-
stroys. Thus, the development of some understanding of vho and vhat
ve are cs biolodical systems, as nersonality systems, as the crea-
tures and the creators of cultural systems and as the particihants
in systems of socizl action requires a curriculum that »dlends the
traditional concerns of the historian, the geocraher, and the
cuardians of the society's heritage with the concerns of sociology,
political science, economics, anthropology, ctc.

Third, the schools are heing called upon te evolve conceptions
of the aims of forrial education congruent with the realities of
rapid and extensive change in American society and the world at
large. ile live in a »eriod unicgue in modern history, as Alfred
ilorth ‘’hitehead points out, in that we can no longer assume that
each new generation will live out theiir lives in circumstances
substantially the same as those which govern the lives of the pre-
sent generation.

Some of the imhlications of this for education are ohvious
although the task of translating these into the "nitty-gritty"
of curriculum reform are not. Childhood and adolescence must he
a time vhen individuals are trained to "7Face a novelty of condi-
tions." Pre-adult education, in large measure, mast he aimed at
preparing individuzls to anticipate chance and at developing those
qualities of heart and mind vhich would seem to He functional in
coping with continually changing social and cultural environments.

What kind of contriutions can celarentary and secondary schools
make to the development of hwnan HMeincos canable of living with con-
tinuous change? Many educators have come to argue that the schools!'
primary and most durable contridution to & younq »erson's education
lies in develoning 1rithin him or her the attitude and shkills rec-
uisite to continuous learnin¢. In a word, it would seem that the

schools ought to e primarily environments in which individuals
learn to learn.

llo one is suificiently pretentious to claim to know ZIully
vhat are the essential features of a curriculum that ecuips indi-
viduals for a life of continvous learninc, Hut in the absence of
evidence to the contrary, it is reasonable to assume that the
school years should h»e a time vhen individuals cultivate a capacity
for concentual and critical thinking combined with some understand-.. -

ing of and skill in the processes of systematic inquiry and reflec-
tive ethical judomerw,
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The tasl. of reshonding constructively to these demands is, at
bast, an arduos organizational enterprise, and for some schools a
politically sensitive venture. In general, the schools' pattern
of response is vhat a student of compleXx organizations would predict.
Curriculum chance, on the vhole, fits verv well the socizl scien-
tist's model of incremental and disjointed decision-making for in-
novations have tended to come incrementally and chance has hzen
disjointed. (2) To the traditional academic fare is added a hit of
instruction ahout foreign policy; at still another time and place
in the curriculum a bit of cultural anthronologv; at another crade
lavel some worl: in foreicn area studies; elsevhere something ahout
the U.ll.; a unit or two on communism; a bit of international rel-
ations; and perheps a work on "critical thinking."

‘hile this strategy of chance cannot He faulted since one
cannot reasonably expect a system as large, as decentralized, and
as politically sensitive as American education to react to demands
for change in any other way, this pattern bears the predictable
social costs. One of the more imnortant of these is an accumu-
lation of a good dezal of coniusion and unceriainty about vhat oucht
to be hanmening to individuals as a result of the schools' efforts
to teach ahout the world into vhich they have hbeen cast. Confusion l
and uncertainty about the objectives of internationzl education in
turn breeds confusion, uncertainty, and one sus»hects non-ration-
ality in the decisions detarmininc the specifics of curriculum con-
tent and organization. Charles HcClelland illustrates the problem
in this way:

Should the Puehblos bde studied in the fourth crade?
The answer needs to e cast in terms of what it is
that would make the factual information ahout the
Pueblos relevant to some perticular learning objec-
tive and it would h»e conceivable that the ainus,
Todas, or Zulus might serve the nurnose just as well.
Is modern history more important than ancient historv
to "know about" in a world historv course and should
Jlestern Europe receive more attention than China?

Is a geographical interpretation rore valuable than
an economic interpretation? Should the histories

of wars be subordinated and accomplishments of »eace-
ful evolution »e stressed? Is it more imnortant that
the content of some social science disciilines he
transferrecd to the socizl studies 1hile the content
of others is omitted? Is there some narticular hHody
of factual informetion that must be taught in the 12
years hetween lkinderzarten and collece, no matter
vhat the order and tha form? The argqument here is
that these cuestions and hundreds of others of the
same type are not independent and that there is

no sicnificant answer to them unless further cri-
teria are provided.(2)

l‘
(I
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The criteria that McClzlland has in mind includes a relatively
detailed conception of the objectives that should bz served by the
international dimension of the curriculum. Needless to say, this
matter of objectives is not a virginal issue. It has been wvorried
over by most educators as well as by many social scientists and has
been written about by a resnectable fraction of scholars. The most
complete collection of statements about curriculum objectives in
the field of international 2ducation is found in the pages of the
1954 yearbook of the Mational Council for the Sootal Studies,
Avproaches to an Understandina of World Affairg.(4) iany of these
are couched in sufficientlv general terms to permit being statad
in a few sentences. Various similar statements issued by various
educational hodies share this characteristic of being general.

Nor is much assistance forthcoming from those who have written
on the subject of teaching world affairs at the college level.
Such studies as those of 3idwell and of the Wilsons, for example,
stress the importance of teaching Jor responsible U.S. citizenship
and for civic competence in zn age of swift change and frequent I
crisis, as well as stressing the inherent educational values of a
liberal education whose content is cosmopolitan.(5) iMhile valuable
in considering vhat ought to »e the generzl outcomes of education,

these writings are also too broad to offer a clear focus for cir-
riculum-building.

There are, moreovar, divercent views of ohjectives vhich have
not been either faced or reoonciled. Stataments v Ienvorthy and
Laves, among others are plainly oriented »rimarily towvzrd the well-
being of the world as e whole, rather than the nation.(G6) Others,
such as Xirk, build on the premise that the focus must be that of
learning to function intelligently "as a citizen of a great democs»c™
racy."(7) Zducational planning wrill bde quite different if it is
hased on supra-national premises, the needs of the nation-state,
or some system which in one vay or another reconciles these. Shall
teaching be walue-free and primarily analytical and factual, or
shall it inculcate values thought to be essential to world peace?
As Becker and Porter have pnointed out: s

The point here is that our motivations, our concerns, -

will largely determine the nature of the program or

curriculum and the instructional materials used. If

we are confused about our purpose or have ill-defined

purposes, then the courses involved and their gJoals

are also likely to he confused and lacking in direc-

tion. An analysis of curriculum guides, with res-

pect to international understanding, reveals in most

instances a lack of focus or framework. Since the

term "international understanding" is poorly defined,

the programs themselves seldom contain clear cri-

teria for selecting content and approaches.(8).
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THI COMCE:T OF INTIRIIATIOCNAL UFDIRSTAUDING

If we take as a starting point for a discussion of the
objectives of international =ducation the traditional prescrip-
tion that the schools should promota students' international or
world understanding, then the task before us is one of trying to
spell out in a resonable degree of detail the meaning of the term
"international understanding." The folloving nages represent the
output of my efforts to do this.

It seems to me that th2 concept of international understand-
ing has two faces. On the one hand, it points our attention out-
vard toward the world and to the ohjects, things, or phenomenon
wvhich we want students to come to understand, to comprehend, or
to become knowledcable about. On the other hand, the concept -«+ini.
points inwvard and directs our attention to the qualities or char-
acteristics of persons wvhich we want to develop within students.
If such be the case, then the task of explicating the meaning for
international understanding is a dual problem of specifying on the
one hand vhat there is about the world that we helizve students
should begin to understand in the course of K-12 schooling, and on
the other hand of specifying the cocnitive and/or affective qual-
ities of individuals that we helieve should b2 cultivated or pro-
moted by KX-12 schooling. For the lack of bHzuter labels, I shall
refer to the first of these matters as "objects" of international

understanding and to the second as "dimensions" of international
understanding.

OBJLECTS OF INTERMNATIONAL UITDERSTANDING

The verb "to understand”" implies the =xistznce of things or
objects to hHe understood and the concept to international under-
standing accordingly imhlies the existence of ohjects within or
things about the world that we helieve students should come to
understand. What are the odjects of international understanding?

Few schools and not many educators (or for that matter social
scientists) will claim to have a formal theory or developed phil-
osophy of international education that nrovides an answver to this
cuestion. However, this does not mean the cuestion has gone un-
answered. In lieu of exnrlicit philosovhies, curriculum is grounded
in unarticulated but nonethelaess operating conceptions of vhat
international education is all about. An examination of the curric-
ulum guides, teaching materials and approaches used in many schools
suggests that perhaps the most widely prevailing conception is 2
notion of international education as education about other lands and
neoples. Question: What do ve want students to understand?

Answer: Other lands and other peoples.

As a conceptual foundation on wvhich to build curriculum

this point of wview would seem to suffer some serious weaknesses.
In the first place, most educators properly agree that one of the

&
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overall purposes of international studies in the schools is to
reduce the influence of ethnocentrism on students' erceptions

of the world. Dut »y conceivina of efducation for international -.
understanding to be education ahout other lands and peoples, a
"we-they"or "us-them" distinction is Huilt into the very heart of
the enterprise. Also the dividing of the world into "things
American" and "things non-American" for purposes of their study,
obscures the degree to vhich studies of American history, society,
and social institutions have important international dimensions
and can serve to either detract from or augment the developjment

of students' understanding of the world beyond their nation's
houndaries.

Moreover, the adecuacy of our conceptions of international
education depend in large measure unon the adequacy of our imaces
of what the world is like. Conceptions of international education
as education ahout other lands and peonles appear to rest upon an
image of the world as a mosaic of richly varied lands and jpeoples.
An anthronologist =xamining the artifects of American education
(particularly curriculum guides and teachine materials found in
many elementary schools) in an effort to reconstruct the weorld view
of American educators might well concludza that wve tend to look
upon the earth as a large pool tahle whose surface suxhorts an
array of scattered and laraaly self-contained hillard balls of
many different colors. Given this perspective on the world, inter-
national education is then seen as »2inc larc2ly a matter of in-
structing young aAmericzns zhout 2 few of the world's many coloriul
tands and neownles other than themselves; that is, »roviding
itudents with some information about the different ecologies, the
particular histories, and the unique cultures of some of the many
different »alls arrayed ahout the table's surface. Clearly this
is an excessively simplified »icture, but perhaps not an entirely
gross caricature of the internctional dimension of the curriculum
found in many schools/!

There is nothing vrong with our traditional concentions in
the sense of heing incorrecct. The world is in fact a larce and
varied array of different civilizations, geodraphical recions,
cultural areas and societies with 8iffering histories, cultural
systems, and social institutions. Nor is there any c¢uestion that
international studies must consist in large measure of transmitting
to young Americans some knowledge and hopefully a set of responsidle
attitudes towrard the planet's many other lands and the wide vari-
ation that characterizes the human species' cultural life and social
institutions, in the hope that by learning about others, Americans
will also bhetter understand themselves.

But our concentions of things can be correct and at the same
time incomplete or inadequate. Such would seem the case with the
notion of international =ducation as education about other lands
and peoples. Specifically, this approach fails to highlight the
fact that contemporary children and vouny peonle need to develop
some understanding of the ralationships and interactions among the

K4
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world's national societies and cultural regions and some undar-
standing of the expnanding network of cross-national orcganizations
and associations that link tongether all regions of the planet, as
well as an understanding of the similarities and differences that
characterize the verld's local societies and cultural areas.

This failure to highlight the importance of inter-societal
interactions and cross-national organizations as objects of under-
standing or knowledce would seem to de one swecific manifestation
of a more general and »asic inadeguacy inherent in our traditional
conception of international education. The MHasic concentions or
definitions that undercird any enterprise derive their value f{rom
hovr w2ll they serve as quides to action and directives for thought
aporopriate to the needs of particular qgroups in a »articular time
and place. Thus, the criteria in terms of vhich we must judae the
adeciuacyr of our conception of education for international under-
standing are the educational needs of children and voung neonle
vho will live out most of their acdult lives in the Twenty-first
Century and vho will heomrme, in the apt symbolism of Lewis Paul
Todd, "the First settlers to colonize the lunar wastes."(¢)

While we cannot knowr with any great precision the particular
characteristics of all of these needs, we do know they are some-
what different from our ovm and certainly different from those of
our parents and grandharents. They are different simpHly because
the vorld is different. It is conventional, indeed, it has he-
come somevhat trite, to look upon ourselves as jparticiiants in
2 revolutionary epoch in huwan history. But however passé such
characterizations may be, they seem true nonetheless. "We are
experiencing," observes the historian C.E. Blaclk, "one of the
great revolutionary:.transformations of mankind."(10) He drama-
tizes, bDut one suspects does not exacgerate, the magnitude of
this transformation in this rwav:

The change in human affairs that is now taking nlace
is of a scope and intensity that mankind has experi-
enced on only two -revious occasions, and its sicmi-
ficance cannot be apnreciated except in the context
&f the entire couvrse of world history. The first
revolutional transformation weas the emergence of
human beings, about a million vears ago, after thou-
sands of years of evolution from primitive life. . . .
The second great revolutionaky transformation in
hunan affairs was that from primitive to civilized
societies. . . .(1l1)

While not all historians :yould agree that these two epochal
events exhaust the neriods of revolutionary trensformation in
human affairs, most serious students of man's coatem»orary con-
dition are likely to concede that they serve as useful analocues
in our efforts to understand vhat is hepp2ning in the Twentizth
Century. Tor, as Blacl: goas on to note: "The process of change
in the modern era is of the same orddr of magnitude as that Lfrom
brehuman to human life and from primitive to civilized
societies. . . .(12)

8
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With the possible exception of the world's population ex-
plosion the type of changz that receives the riost attention and
about vhich ire are most familiar is scientific and technolocgical
change. Statistics on the exponenticl growth of scientific and
technological innovations have »ecore in recent years as familiar
hits of social accownting as are figures on rates of economic
¢growvth or the level of crime. That we should be »articularly
sensitive to the uwnrelenting flowr of contemorary science and
technology is as appronrizte as it is understandahle since these
appear to be the primary dvnamic or chief source of socio-cultural
change within modern societies. Perhaps educators and social
scientists should occasionally pause and, taking a2 check list
of bhasic social activities (such as the one outlined by Paul
Hanna as a basis for organizing =lementary social studies curric-
ulum(13), note the multiplicity of ways in vhich each of these . .
activities is heing continuously transformed »y the labors of scien-
tists and technologists. Such an exercise not only points up the
obvious fact that particular social activities undergo chance as
a result of scientific and technological innovations, »ut aiso the
ecually imdortant fact thet these chances interact and ramify their
consecuences throughout the f£abric of societw. 1ot only does chance
come in »articular sectors of social life such as the economy,
the »Holity, or the transphoriation znd communication systems, hut
added together they resuvlt in the transformation of the ovar-zll
structure of society.

hat is true of particular nationzl and local societies is ¢
also true of the world as ¢ whole. Idvances in sciznce and teclh-
nolocy have multiplied by many fold the destructiveness of weanons,
radically increased the speed of their delivery systems, auc-
nented the rapidity and scopz of transcontinental transhortation
and communication, mag¢gnified rates of ihuman »nonulation growth,
and increased the volume and rance of transactions armonc national
societies, etec. The.cumulative impact of thes2 perticular chandes
is a substantial transformation in the social organization of tha
hunan s»hecies at the global level.

This traonsiormation perhaps is manifest most visibly in the
erosion of the houndaries that once senarated international and
domestic affairs. The late Dr. iartin Luther ling is awvarded an
international »eace prize not »ecause he was a dinlomat- in the
relations among nations, but Hhecause lLe vas a statesman in the
relations of racial and ideological aroupns within ‘merican Society.
A wvar in Southeast Asia significantly influences thz history of
urban areas in the United States. On the other side of the coin,
the national conventions of the American political »arties are
no londer just national affairs Hut have Hecome events in the
international community receiving press attention and TV coverage
from London to La Paz. "If ever a line could »e dravm between
domestic and foreaicn affairs," wurites Senator Fulbri~ht, "it is
now vholly erased."(1l4) This is somevhat of an hymerole Hecauvse
some significant distinctions can be macde hetween domestic and
foreign affairs, (15) but the observation emphasizes what ought to

9
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be emphasized. That is the fact that Americans unrelentlessly
interject themselves into the lives of the planet's other in-

habitants and they in turn continuously impinge unon American
society.

The chan¢ing relationship of the United States to the vworld
heyond our bhoundaries is often characterized as the decline of
American isolation or the revolution in U.S. foreicn molicy. While
such characterizations are accurate, taken »v themselves thev fail
to highlight the fact that America's experience vis-a-vis its world
environment is not unicuely American. To the contrary, ours is a
common history shared in varying degrees with all of mankind in the
Twentieth Century. If American socizty has become substantially
less isolated from the worl@ around it, the samz is also true of
virtually cll of the national societies that comprise the modern
world. Raymond Aron and others s»eali of the cominc of "universal
history" si¢nifying the fact that the human species cua species is
accfuiring a shared historv vhich is more than the sum total of
hundreds of common local histories. Qohert Harper makes the same
point in noting that "throuchout most of history, mankind did exist
in separate, almost isolated culturzl islands. . . . nov most of
humanity is part of a single vorld-wide system."(16) Ravmond FPlatig
illustrates part of wvhat this means in this wav:

Civil disturbances in the Congo and in South Viet
Nam have their repercussions in New Vork, lloscow,
and Peliing: crop failure in India calls Zorth a
response Srom the American midwest; nuclear exnlo-
sive »owver unites men around the world in the fear
c¢f holocaust and the drezd of environrental con-
tamination; physiczal changzs on the surfaca of the
suhl affect man's ahility to communicate vwith his
fellov men; comple:: sensors located in artificial
earth satellites reveal cuarded sa3crecs concerning
the canabilities of another croup; a desert war
east of Suez threatens to Hring thae industrial
machinery of 3uropne to a grinding halt; new ideol-
ocical notes strucl: on the taut strings of 3alken
Societies set up entirely new patterns of harmony
and disharrony in world affairs.(17)

Norman Cousins writes in a similar vein of the emercence of a
world or glohal commnnity notinc:

A nev musical comedy erunts into success on
Broadway and within a matter of weel:s itz tunes
are heard all the way from fondon to Johanneshurd,
as though they had pre-existed and were wvaiting
only for a sicnal from the United States to spring
to life. Or a new movie about the Russia of a
half-century ago will b»e made frem a book, ancé all
over the world the theme son¢ from Doctor Zhivago
will be a request Ifavorite of orchestras in far-off
places, from Edmonton to Warsav.

0




1l

Few things are rore startling to americans
abroad than to see vounristers affect the same
unconventionalities in dress and manner, ‘hether
in Stockholm, Singapore, or Sydney. The youns
girls with their flashing thighs on Carndy Strect
in London or on the Ginza in Tolvo; the vounqg males
with their lon~ hair and turtleneck sueaters (with
or without »eads) in Greenwich Villace or the Left
Bank or Amsterdam or HongKong--all seem to have

»een fashioned by the same stylists of alienation
and assertion.

Or a fashion desitmer in Paris 1rill decide to
use spilkes instead of haezls on vomen's shoes, and
vomen across the world will vobble with the same
praecarious gait. Then, alrost as svddenly, the
desicmer will decide to »rinc vomen MHacl: to earth
acain, flatteninc the heels and producing square or
vide toes that only a few vears earlinsr would have
haeen revarded as ccceptahle only for heavy work in

the fields--and once again th2 world's women will
conforr. (1C)

The general point bDeing made is summarizad in Barbara Ward's

observation that in mauy respects the world has “become a single
human community."

Most of the energies of our society tend tovards
unity -- the enercy of scicence and technologiceal
change, the enercy of curiosity and researcih, oI
self-interest and economics, the enercy -- in many
ways the rost violent of them all -- the enerdgy of
potential acgraession and destruction. We have become
neighors in terms of inescapable nhysical :roximity
and instant communicztion. We are neighb»or® in
economic interest and technological direction. TWe
are neighdors in the risk of total destruction. (1°)

Needless to say, no one cen foracast with tssurance the
shape of the future, bhut it is reasonable to assure that the globhal
human community 1ill continue to manifest a high and very lilkely
expanding deriree of interdependence in tha decades immecdiately
ahead. (This assumes the absance of vorld-wide thermonuclear ver
vhose effect on the social orrenization of th2 surviving fraction
of mankind is very uncertain.) iost observers of world affairs

will prohably acrae with Bruce Russett's assessment of the future
world system.

At this time it is too coon to know just what kind

~ of ’system will emerge, or evan if the situztion will,
in the near future, stahilize enough Zor us aven to
ba fully avare that w2 have a nawv system. But we do
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knov thot it is changing. . . . Wa can b2 quite sure
thet it vill He a vorld srstam i vhich al) pooples vill
de nuch riore closely involvad than 2vor beforo. . . .
"One world" has & meaning Lavond the understonding

even of those vho lived just & ganceration ego. (20)

isll of tliis re~resants, as Kenneth 3oulding has observed, a
profound innovation in the historic human condition:

decause of what has haj»maned in the field of
technolory, especially of transsortation and
veaponry, in the »ast Zav decades, the vworld has
hecome & "spacaship," a small rather crowded globa
hurtling through space to an un!mowm destination
and bearing on .ts surfaca & vary fracila Zreioht
of ganld.nd and tha noosphere vhich inhabits mon's
minds.

This represents a very fundamantal change in tha
condition of man, a chance vhich furthermore only

a few reople have really appraciated. U» till very
recently tha human race was axpanding on vhat wvas for
all practical purnosaes an illimitable nlana. It may
have “deen "a darlling¢ »nlain vhare ignorant armies
clash by night," s Matthewr Arnolé@ called it, “»ut it
wvas for all jractical purpos2s an illinitabdlas, if
rough, plena. As longy s thare as alweys somevhera
to go over the horizon, n=2ithar i:moranca nor crrias
nor clcshes could Ye Jatal. If ona civilization
colla »sed anoth2r on2? could el'ravs rise & fev hundred
miles avay. .1l history, in other vords, until very
recently, hes Heen loca? ond hes not involvaed the
concext of the "socios;hera" or tha total sphare ol
all human cctivity o::it2nding all around the aarth. (21)

The transforration of tha world from &n "illimitedle :Hlecna"
to & "spaceshi»" obviously carries far raachin~ imrlications Zfor
education. i.inim2lly, it enhances tha importance of intarnetional
studies. 3ut it seems to ma thet the im>lications co w21l hevond
simbly the n=2ad to exnmand tha international contant of the =12
curriculum Yy adding nev coursas or "internationalizing" old
courses, hovever imrortant such curriculum changes may »ha.
Spacifically, thsre would saam to be 2 »ressing nea2d to examin?
the concaptual hzse that undarlies our traditional efforts to
teach about the world. I wili trv¥ to s»mll out vhat I mean.

In the study of any :‘h2noma2na onc has a choice of anproaches.
One can focus ujon the vhole or one can focus u»on the .arts or
componants that com~rise thet vhole. «~3 J. David Sinfor ohservast

Whether in the phvsical or social sciencas, the
observer may choose to focus upon the »Harts or
upon the whole, uson the componants or unon tha
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system. Iie may, Zor exam»hle, choose “atirean the
flovers or the cardz»n, the roclks or th2 fuarry,

the trees or th2 forast, tha housss or the neighbor-
hood, the cars or the trafiic jam, thz delincuents
or the gan?. . . .(22)

The choic2 ona males is a function of his purposes. If
one's aim is to understand trees as trees, tlien ha nead pay
little or no attention to vhether the articuler tra2es he studies
are componants of a forest. On tha other hand, if one's Hur-ose
is to understand forests, then he will also study troaes, Sut in
this casa thay must be viairad and examined as coionants of the
larcer vhole h2 saelis to wundarstanc.

In tha case of internztionnl education th2 icsuas of "tha
warts and the wvhola" iras _rojadly pedacocially unimportant, if
not dovmright irrelovant in & timn vhen th2 world was characterized
by many parts but avidenced ra2latively littla “vholeness" com»arad
to vhiat is the case today znd is 1lilkaly to He even rore so tomorrots.
3ut the cmercence of ¢ "shacaship earth” mel:@es tha matter of the
vhole and th? parts of critical importance in our efforts to think
adout the structure cnd ovj2ctive of intarnational education. It
is critical »Hecausa just as cn accunuletion of knoiwrladoe adout
trees as trea2s is not equivalent to an understandin” of forasts
or an aggragation of lmowvledra avout each of the fifty American
statas doas not acual an understandince of American society as
American society, so an aggrogation of Nnowledra aBout the ‘harts
that make up tha vorld is not 2ruivalent to an understandinc of the
world as a vhole. This maans that 3 confront the hard and
complex cuestion of vhat “asic purposaes undarlie and quide our
efforts to educate vount humens about the world into vhich thuy
have heaan born. Ccan tha underlyinc ur»>os3 of internztional
education lefgitimately be rastrictad to tha davelowont ol an
aggraceted fund of knowvladce ahout the diZierent elaments that
make up the world, or, should our ambitions axtend to th2 develon-
ment of some undarstandine of the world poercaived es a totality?
Clearly, it would seoam tiwzt 2ducation cpproiriata to ncads of
today's znd tororroi's voun~t “eo-~l? r.ust andzevor to davaelo~ or
cultivate sora underst: ncunr o2 the vorld as a totality in verv
ruch th2 seme gonse tlct stidi’a off .smerican society 28 a tot lity
rather thcnh sim~lyr as =n zqggroegation of ~arts. Ia a wvord, it ejp>ears
trat tha iiind of international undargtandin~ that ve should seel:
to promota within gtudents is not so muci* an understondin~ ol
other lands nd peoples Hut ratlar an understandin~ of the
vorld or earth systum 28 & totrlity and o ourselvaes o others
as Harts of this laraer whola.

RoYort carder has rad2 this oint very trell in talking about
the international dimension o cducation in agocranhy,

« « « the vhole world 1s rora ircortant than its
»narts, It is understandin~ of the vorldiide syatmm
of hunanity livinc on tha earth that ‘2 vant the
student to ¢ras», not just an understanding of the
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parts -~ the recions thet have H22n the center of
the geogra-her's attention. Th2 recion is noclénger
wrimarily im»hortant in itself. The important thing
is to sea how it fits into th2 larcer world svstem.

This calls for a whole new aysroach in Ceo-
cra-hy. HNo loncer can we study the United States
just in terms of learning its vovm charactaristics
wvith those of other narts of the . . . world with
the aim of seeing similarities and differences.

‘la must nov see the Unitad States as art of the
vorldvice aystam o ideas, coods and :reonle.

Cf course, to undarstznd the world as a vhole
we must scrutinize the erts, Hut the aim is eluvays
to sae the nart in the context of the bigcer whole.(23)

Harver's voint is clearly nct confined to world ceocraphy, Hut
can readily He cenerelizad to all dimansions of an individual's
international understanding. ifor exompla, it would saem that wve
should sael: to devzalo» a historicel understending thet comes from
treatino manl:ind as the unit of analyvsis in contrast to harticular
national or ragionel groups within manl:iind. Lefton Stevrianos
describes such &n understandinc in this nav:

it meens the perspective of an oaservar percliad

on tha roon rather thon ensconced in Zondon or

Paris or kshincton. it m2ans that for every ~2riod

of history we ar2 interasted in 2vents and rovements

of global rather than rorional or nctional simmificance.
liore snacifically it weans th2 realization that in

thae classical »n2riod llan China vas the ecual of the

Roman Sm>ire in every raspaci; that in the mediaval
neriod tha loncols trare incfinitely more sicnificent

than iiagne Carta; that in eerlv rodern timas lussia's
ex:sainsion overland anc ‘/astern urore's ex:xansion
overs2as ware lil:evrike roras notawvorthy than the Reformad: o
tion or the tiars of Religion; and that today the clobally
sicniZficant devaloprmants hava &o' o nat:hithiCold./ar blocs
and crices Hut ratiher uith tha nessine of tlestern hegemony
and the ravarsion to the traditional sutonomy of the
regions of tha vorld. (24)

llark Krug eppears to hicve mich the seme kind ol parspective in

mind vhen ha uritas ahout & mankind coantared parspective in
vorld history. (25)

i Sanopal Dalinition of International Understandinn---in
the contaxt of tha argurant s!l:etclhied out ahove ra can “roadly
dafine international understanding cs an understanding ol the
world svsten, or i€ one »rofars, an vwnderstandine of world or
7lohzl society. Two points must ba made about this formulation.
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First, and o%viousl¥, no on2 attains a complat2 understanding
cr a full com:rehension o7 the world system os a totality. Indeed,
ic is imnossible to sav vhat such understendiac vould consist of
short of the omniscance treaditionally attributed to God. Second,
and erhaps ecually obvious, th2 develoning of international
understandina in the sense ¢afined here is a life-long process.
The schools, and more articularly the K-12 curriculum are hut
one of many sources or agents of international learnin7. Since
the schools do not monopolize the process of internationel
education, it is necessary to ask: vhat are the particular con-
tributions vhich the K-12 curriculum can and should make to the
develoment of students' international undorstanding?

I have attemntad to davalop . &n answver to this cuestion vith-
in a context sucgested Hyv the salection of tha tvinwver™s "can and
should."” On the one hand I have tried to raintain a sensitivity
to vhat many serceive to he the "roacical" neture of rodern men's
educationzl needs, and on the other hand, I have also souThat to
raintain some avarainass of th2 imparatives of practicolity. The
concext ol wvorld svster. i not a familiar notion in the culture
of .mericon education, and curriculuvm based squar@ly on an
a@ladoration o this conc2t would b2 a2 radical d2parture from
tredition in ran’ ragosacts. Arong other things, it cclls Zor
a re-comyinction and tlhe inteqration of & grect nany alements
that are currently distridutad echout the pli'sical, earth, and
lifae sciences, the humanities, mcthoamatics, and the Hehavioral
sciences. In rr jud~aenont curriculum orcanized around an imace
of the world as a comlex cluster of interjenetrating livinc and
non-living systers ro rasents a target tovard vhich develonmantal
efforts ought to Haz cirad, but th2 task of rovinzt DHatween vhere
we nouv stond znd the qgoal seens to He 2 metter of incrementally
rodifyino airisting curriculun. What is currantly needed, it
would awpear, is a conc2ption of thae schools' contributions
to the develo)ment o2 students' uncerstanding of the world system
thet can serve as o bridge “etwaen tha »ra2sent and the iuture.

It seems to me that ther2 are thrae standards which a con-
ception oughit to nmeet in orcder to function as a ridge hHaetween
the resent and the futurae. It nust'be partially grounded in
the treditional concerns o the schools' curriculum. It rust
reflact MHasic trends or tihiz forvard thrusts of the conterporary
curriculur: reforin movement. Finally, it must point to locical
next stens in curriculuwa r2form.

*th thesae criteria in :iind it nmay >rove useful to think of
tho curriculum mekin~ three cenaral kinds of contributions to the
davelosmant of students' undarstandine of the vorld system. Jirst,
tha =12 curriculun can and sho:ld develon students' understanding
of the earth 2s a plenot. Second, the curriculw: should develo)
students' undarst:ndinc of mankind viowaed as one s)ecies of life.
Third, the curriculum should devalop students' understanding of
the intarnctional system zs on? lovel of hwnnn social orcanization
end one of a multiplicity of social svsters in vhich individuals
partieinate ond through which Luman valuas such as wealth, pover,
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health, enlightenmaent, and ras»hact are created and allocated
amongd mempers oI the human species.

This conc2ntion ox cenerzl model of the osjects of inter-
national understanding amweszrs to meat the criteria noted above.
The model's first 2lement, that is the »Hlanet earth, is a long
standing concern of traditioncl curriculur: in the social studies
as well as the sciences. The seacond element -- the develonment
of an understanding of tlie lwman snecies as one of many forms
of life -- reflects one of the rore pervasive thrusts of the
contenporary curriculum reform movement. From the "new diolocy" to
the "nev socizl studies" there is & growing interest in anhancinc
the scone &nd sorhistication of students' understaonding of men
cua man. This is evidenced aronc other »Hlaces in efforts to
clohalize studies of human historv, in a growing interest in
anthropology, in elfforts to make morz c:rt2nsive and sophisticated
use of man-other cnimcl comparisons, and in eflorts to huild
into the curriculum b»shaviorzl scicnce oriented studies oi hasic
human “elwviors and social o~ctivities,

The third element o the model, that is, the develo-ment
of an understanding of the gqloial socizl system vieved as one 9%
several analytically comsarable laevels of human social orcanization
is less familiar and rerasents soreul:at of an innovation in our
customary riodes of amyroachinm the study of international aifairs.
Howvrever, the imace of the world as & clodal socizl system is
hecoming a very familiar notion in interncticnal studies at the
university level, (26) and i3 at the =2lementery and secondary levels
of Imerican education simsly an aentension of several current trends.
The basic concant of social srstem is finding its wvay into tho
curriculum. ioreover, if ve can r:al:e mankind cua mankind the unit
of analysis in studies of the species' ristory and in s3tudies of
the tays in vhich man resembles and differs from other animals,
there is no reason vhy we cannot think of the s»ecies cua species
as being socitlly orcanized just as wv@ thinl of particular croups
wvithin the shaecies as hein~ socially orcanized. rurthermore, as
comperative anclysis becomes &n incrzasinaly familiar mode of
incuiry in the social stuvdias, thz2 notion of com»naring the glohal
social system (or selected ashects of it) with social systems at
the sub-clohal levael would seem to He simply a logical extension
of the logic of comraring nations vith nations, political systems
with »olitical systems, and so on. Uor example, if students can
be taucht how to comcre tvwo or more national political systems of
narticular nations or o other ~rouns at tha sud-¢lodal level. (20)
In short, the notion of tlie curriculum developing an understanding
of the ¢lobal social systam appears to Ha simply & logical e:n-
tension ol ideas currently entaring the curriculun.

lleaedless to say, the schools can communiccte to chilédren znd
young »eople only a verv linited cmount of information enc con-
ceptualization abdout the planet earth, the human species, and
the glohal social system. Thus, anyone endeavoring to develop a
model. of the "objects" of international wnderstanding immediately
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faces one aspect of that rmany faceted issue conventionally dubbed.
the "coverage problem." Given the frct that what the schools

can teach is only a very small sample of the total opulation of
knowvledge that might be comrunicated to students, vhat ought to
he selected from this total universe to He emphasized bdy the
curriculum? liore specifically, vhat is there 2bout the planet,
about the snecies, and about the glohal social system that ought
to be emphasized in the planning z=nd developing of future procrams
in international edvcation?

Clearly these are bhasic ¢ueries, and bhecause of this they
are far from heing originzl questions. In the following pages
I have not tried to he original in the sense of proffering
ansvrers not found in the literature of American education.
Rather I have attempted to "sanpnle" the state of current thinking
and to capsulize in summarvy form vhat I perceive to be major
thrusts in this thinking.

The Planet Earth as =n Chiect of Understanding---The earth
as a »lanet has traditionallv »een an ohject of incuiry in both
the science and social studies curriculuns. I have not attempted
to deal wvith the issue of vhat aon understanding of the nlanet
imhlies from the vantare oint of the earth sciencses gua earth
sciences. Rather I have soucht to loo!. at the :»robler from the
nerspective of develonrine students' internationzl underscanding
hroacdly defined as an understandine o the worléd system or o:f
world society. [Froi: this nersaectiva two enerzl noints seem
to stand out and each of these in turn implies two or three some-
vhat more specific hoints.

In the first place, =n understandinc of the world system
would seern to imply some existential awvareness and cognitive
comprehension of the location of the human venture on the vast
continua of cosmic space and time. In turn this would seem to
imply some understanding of the status and location of the 2arth
as a nlznet in the cosmic svstem. Second, it would seer to imply
some understanding of tha cosmolocical and geological histories
of the planet earth. Third, it would seem to imily some compara-
tive understandinc oi the earth, that is, some understanding of
similarities and diffarences between the earth and other knowm
planets and perhens imacined planets as protrayed, for example,
in science fiction literature, movies, and TV.

In the second nlace the development of an understanding of
the world syster: would seer to imply the develormant of some under-
standing of the >lanet earth as "the home of man'(to use a common
hut seldom fully devzloned imace from elementary education). This
is to say, that the concest of international education seems to
imoly some anreciateion of the fact that just as the behavior of
a child :is hoth shased by and in turn shares his femily as a social
system, so man and more broadly the larger system of life of which
rnan is a part is hoth conditioned by and g-anes the nlanet viewved as
an in interpencetreoting series of physical systems. In turn this
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vould seem to imply the development of some understandinca of major
features of the planet’s contemjorary geology and major “charac-
teristics of its current geocgraphy with special erphasis uwpon an
understanding of the interrelation of these to biological evo-
lution of life and narticularlv the bdio-cultural develoinment of

the human species. Second, it would seem to imply the development
of some understanding of current and anticiated worlcdwide prohlems
in man-biosrhere relations, such as air, water, and soil pollution,
mineral resources depletion, weather control, @nd shortages o:f
or¢ganic matter needec for human <food.

I 3necies as an Object of Understandinc---iis noted
elsevhere, there is a ¢roving stress upon the problem of develoning
within students a relatively sophisticated understanding of their
owm snecies. My efforts to crystellize and summarize vhat I
nerceive to be major thrusts in current thinking about this matter
vielded seven general conclusions.

Tirst, there appears to be a2 growing conviction that in
the course of their ii-12 schooling students should heqin to
develop a conceptually somhisticeated comparative understanding
of man as one of many forrs of life or tvhes of living systems.
This would seem to imply in the first instance the development
of some comparative understanding of life and non-life, that is,
some understanding of differences aond sirilarities in living and
non-livinz svsters. (This, needless to say involves sone con-
sideration cf the matter of death.) Secondlv, a comparative un-
derstanding of man im-lies some understanding of similarities
and differences hetween man ond other livinr systems. These
other syster:s iinclude most obviously oth2r contemmorary animals
and the "proto-human" anirals that appear to be homo sapiens
immediate evolutionary recdecessors. The obvious dimensions of
comparison include ran-other znimal physioloqy, man-other animal
psychology, and men-other aaimal sociology.

The total universe of living systems to vhich ran can De
compared also includes imagined forms of life elasevhere in the
universe as portraved, for ciample, in better science fiction
literature. Also, for children of thz "nost-riodern" era, the
poprulation of analytically comarable living forms should include
the prospect of "artifically" created life. As Kenneth 3ouldin
observes, it is very likely that soon man will put his

hbusy little fingers into the bhusiness of genetic
evolution. ‘e might even rzcreate the dodo and
the dinosaur and then ¢go on to the imaginary
animals, the centaurs and the fauns. This is the
kind of world for wvaich we might have to prerare
our children. (29)

Still another dimeusion of man-other "living systen"
corparison that can legitimately occusy a niche in contem-
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morary education is men-corpler machine corparisons. Zhigniew
Brzensinski, ia reviewing what we micht reasonthly exnect to see
in the course of the next few decades, reflects the estimate of
many omservers in noting:

Scientists predict with some confidence that by the

end of this century, computars rill reason as well

as man, and will e abhle to encace in ‘creative’

thoucht; vedded to the rohots or to 'ladoratory

heings, ' they could zct lilie humans. The makings

of a most comnlex -- and perhaps bitter --

rhilosophical and political dialogue aout the

nature of man are self-evident in these developments.(20)

Second, many 2ducators and social scientists continue to
stress the traditional thernie that the =12 curriculum should serve
to dev2lo» students' understanding of Mdasic human commonzlities.
thile it is not alwvays clear vhat people have ia mind vhen they
speal: of human commonalities, four kinds of similarities are
noted with some recularity. TPirst, and rost obviously, are
cormonalities in man's physiolocical characteristics and biological
needs (e.c., need for food, wrter, air, nHrotection from temperature
extremes, etc.). Second, are tha commonalities in men's »sychic
or psycholiogical needs (e.c., the need for co¢nitive order or
meaning, the need for affection, the need fQr a sense of self
ressect, the need for »redictahility in social relationships, etc.).
Third, ara similarities or cormonzlities in the functional needs
or reguisites of human societies and in their component social
and culturz) systams (e.c., the nead to socialize the young into
the norns of the society, the nead for social control, the need
for conflict resolution, ete.). TFourth, are similarities,
analoas, or parallels in the historical erreriences of different
grousrs (e.g., similarities in the function of the frontiers in
American znd Soviet socicties; parallels in the foreicm »olicy
hehavior of the United Stotes as a "new nation" and the foreicn
policy Hehaviors of new notions in Africa and ..sia; analocs
between the treatment of Indians in Americen society and epartheid
policy in the Union of South africa, etc.).

Third, there is a good deal of strass placed upon the
importance of develoning within students some understanding of
the sources within the human condition of variations or dif-
ferences in human actions and ways of life. iilnimally this
takes the form of the argument that students should develop an
urderstanding of the interrelated facts that: (1) most human
actions are socially learned behaviors (in contrast to “eing
biologically determined); (2) that vhat individuals learn is
determined in large measure »Y the contant of the culture of
the group(s) into vhich they have b2en born and/or in which they
are members; (3) the contant of the culture of different groups
varies; and (4) variations in the culture of human croups (»doth)
societies and sub-groups within socicties) is the cumulative
result of many factors including the facts that the human species
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lives on a geographically and climatically heterorenous planet;
that the species historically has been s»acially dispersed and
fragmented into several thousand local societies many of which
have been socially isolated from =zach other; that a society's
or a group's culture is a product of its historical experience
vhich is, like the na2rsonal experience of individuals, unicue
in some respects.

Fourth, and closely related to the last point, is an
increasing emphasis upon the importance of develoninc within
students understandings of basic human »ehavior and social
activities that are grounded in the concepts, theories, and
analytical problems of the »ehavioral sciences. This emphasis
appears to assume two major related forms. One is in the form
of a call for »dehavioral csciencez hased studiecs of particular
human behaviors or social activities (e.g. attitude formation,
socialization, urbanization, political »articination, etc.)
The second is in the form of an arcument that students should
come to understand human beinas (1) as biological systems, (2)
as personality svstems, (3) as actors or role occupants within
social systems, (4) as 'products' of cultural systems, and (5)
as participants in natural ecological systems.

Fifth, there is clearly zn emphasis in a ¢great deal of
current thinking about vhat students ought to come to understand
ahout the human shecies on the importance of developing a con-
ceptual understandinc of vhat can »z termed 'structural charac-
teristics' of man as a species of life. 3y 'structural charac-
teristics" I have in mind characteristics of the human species
that substanially condition, mold, or structure inter-personal
and inter-group relations. :hat are these 'structural character-
istics' about which students should develor some understanding?
The following inventory is hardly exhaustive, Hut it appears to
summerize a range of phenomena about vhich the K-12 curriculum
should develop some conceptual understandinc.

The human species is a racially diverse species.
The human snecies is a linguistically diverse sjecies.

The human species is a culturally diverse s:»ecies,
that is, characterized »y veriations in socially
shared perceptions, cognition, and valuations.

(This would inclucde diversitv in relicious systems
and in systems of socio-political ideolo¢yv, e.®. dem-
ocracy, communism, socialism, etc.)

The human species is an institutionally diverse
species, that is, characterized by variations in
family systems, educational systems, olitical
systems, economic systems, etc.

The human species is in ¢eneral an economically
depressed species hut with vast disparaties in the
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vealth, education, health, etc. enjoved by its members.

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

The human s ecies is demographically a ranidly
expanding species.

The human species is an increasingly urhanized
species.

The lhuman species is an increasincly violent
shecies (the number of human »eings who bzacome
victims of violent conflict is increasing).

The human spacies is an increasinc¢ly industrialized
(or more hroadly a mechanized) species:-.

The human species is an increasingly interdependent
s»acies.

Sixth, there clearly is a crowing concern with develoning
vithin students & "species centzred" or "c¢lohally focused"
understanding of man's biologiczl evolution and our cultural
develosment as a snecies. This is evidenced in efforts to place
contemporary rian in thes persnective oif the s;jecies' natural
history the balk of vhich traasnhiped »efore the davm of the
classical civilizations. It is also evidenced in efiorts to
focus upon the "coreat transformetions" the neriods of step-wise
change, in the human condition as »oints of emphasis in the

cultivation of voung humans' historical understanding of their
species.

Seventh, and clearly related to the last point but
perhapns deserving of special note, is the emphasis »nlaced »Y many
educators and social scientists upon the immortance of developing
students' understanding of the process or dynamics of socio-cultur-
al change within the species and hetween the species and its
physical and biological environments. Since rapid and extensive
change is such a nervasive feature of modern life, and for
countless millions such an emotionally traumatic and socially
disruptive experience, it is argued, the phenomena of change
varrants special attention in the modern school's efiorts to
develop students' understanding of man gua man.
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The Global Social Svstem as an Object of Understanding

The international or globzl social systam constitutes the
third element in the general model of the "objects" of inter-
national understanding. ‘/hat kinds of understending or knowledge
can and should the K-12 curriculum s2ek to impart abdout the inter-
national social system?

First, an understandin¢ of the international social system
implies some knowledge of the major units or entities that
comprise the contemporary international system. In the context
of elementary and secondary education it would seam that ve might
usefully think of the international system as bein¢ comprised
of three kinds of entities: territorial based sociecties of vhich
the modern world's 130 or so nation-states are the primary

contemporary type; cross-national organizations; and areas of
"internationally ovmed" spaca.

In respect to the first of these -- nation-states -- there
is very videspread acrcement that in addition to develoning
some Lnouledge ahout American and ZTuropean socicties, students
should Qevelo)» some knowledge a»out African, asian, and Latin
American societies. In the second place, many educators and
social scientists are stressing that the kind of knovledce about
societies that students oucht to »e@ acguiring is a comparative
understanding. The call for comparative understandin¢ am»ears
to assume two major forms. One is essentially cross-historical
comparison. The pleza is for an understanding of the vays in
which contemporary nation-states and particularly large scale,
complex, and highly industriclized states resenble and differ
from wrimitive and traditional sociecties. The second is essentially
cross-~sectional comparison of contemnoz.ary nation-states. The
plea is for the development of an understandine of concests in
terms of vhich the georraphy, histories, demography, social struc-
ture, cultures, levels of economic developrent, etc. of different
societies can »e compared. Or, to ut the Hoint 2 hit differently,
it is arcuad that students should not »de learning discrete infor-
mation about particular nations (e.g. the chief exrorts of country
£ are sovaean oil and tin ore; £ is rmied by a monarch; most of the
people in X are ver poor, etc.). Rather, they ought to hHe accuiring
concepts vhich permit students to array nations of the modern vorld
along different dimensions relating to differences ancd similarities
in their history, c¢eoc¢raphyv, Politics, econonics, culture, relations
with other nations, etec.

/

In respect to cross-national organizations there anpjears
to be three distinct points that are em-hasized by many educators
and social scientists. First, and the most general, is that
contemporary students' understanding of cross-aational organi-
zation cannot be legitmatelv confined to a hit of knowlec'lrve
about the U.ll. Students' should develo)» some consciousness
(even if they cannot accuire a great deal of information) ahout
the more than one hundred orcanizatcions that link covernments
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nts and the several hundred private or rnon-governmental
SgggﬁYﬁﬁﬁTgns that s»an national “oundariaeas, particularly large
international business organizations, »hrof2ssional associations,
and the international scientific cormunity.
Two, there is an emphasis, jrarticularly on the part of
social scientists, on the importance of davaloning students'
understanding of cross-national organizations in terms of the
functions they perform vithin the international system in con-
trast to simply developing their knoviedga of formal organizational
structure. For example, students should develop some undarstandinc
of the U.ll. in terms of the function it performs as a center of
decision-making, a site for diplomatic negotiations, an acent in
the channeling of asconomic resources from the developed to the
developing nations, a forum for national pronaganda, a peace-
keeping or policing institution, atc.

Three, and closely related to the last point, thers is some
emphasis being placed uzon the importance of daveloring students'
understanding of cross-national orcanizztions as alternative and/or
supplementary orcanizational structures to nation-states in the
performance of socitl cuonomics and political functions within
the internstional system, e.g., international organization as
major agencies of economic develo»ment, international agencies
as the "ex»loiters" of the mineral resources in the world's
oceans and sea heds, atc.

By "internationally ovmed" snace I have in mind of course
the planet's nolar regions, its oczans, and outer-space. The
development of some understanding of tha international status and
actual and potential uses of these are@as, harticularly the plandt's
oceans anc¢ outer-space torld seam to D2 a significant item in the
develorment of students' understandinc of the world svstem in
light of the fzct that these area are very likely to &ssume in-

creasinc salience in world aZfairs in the decades immediately
ahead.

Second, an understanding of the international social system
implies some understandinc of the ways in which national societies
relate to and ineract with one another. The develo ment of such
understanding in turn iould seem to imnly the development of
students' understanding of tha following processes. (Clearly
this list is not exhaustive of all inter-societal wrocasses, hut
it aprears to capture the processes frecuently stressed as being

important phenomena about which students oucht to develop some
understanding. )

Inter-nation conflict and conflict resolution.
Inter-nation wvar.
Inter-nation collahoration and integration.

Inter-nation trade, forziocn aid, and foreiom
investment.
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Intar-nation migration.
Inter-nation communication and trans:aortation.
Forei¢n policy deeision-maliing.
Cultural diffusion.
Inter-nation influence (power).

The formation of international attitudes, imagos
and »e-ceptions.

Third, an understanding of the international social system
appears to imply some historical understanding of the nation-state
system. This reflects the thrust of an arcument made Sy a rather
large number of educators and social scientists to the effect that
students should learn that historically the human species has besn
nolitically organized in meny vays and that nation-states are but
one of many nossibdle svstams. Students should com2 to undarstand
that the "olitical organization of the hwran s»ecias into more than
one hundred nation-states is historically of recent oriqgin. They
should come to see that th2 nation-state system has bHeen under-
coing continuous chanca since its oricin in “Jastern Zurope during
the 17th Century and will continue to chanse and very lilely will
ba superseded in time by new modas of »olitical organization.

Fourth, the davelopment of an understanding of tha alohal
social system imnlies the dev2lobnment of soma understanding oi
major international social »roblems. 3y these I do not have in
mind particular current international ro»lems such as the Isracl-
Arah» dispute, the 3erlin cuestion, the Xashmir issua, atc., Hut
rather generalized nroblems created by the structure of the system
and/or changes occuring vithin the system. Among major roblems
of continuinc salience vithin the international community are:

The control of inter-qroup, particularly inter-nation,
violence and the »Heaceful resolution of conflict.

The control of norulation growvth.

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

Limiting or reducine the social and “sychological
costs of world wide urhanization, techinological chance,
and the davelopmant of learge-scale, hichly Muceauc-
ratized social organizations, MHoth nrivate and :»Hublic.

Limiting and controlling further deterioration in the
human énvironment, in the Hiosphere -- that thin layer
of earth, tater, and air that supports all life.

e
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Problems of axoloiting the resources of the vorld's
oceans and outar-space for the valfare of mankind in
genaral.

! == The concern of this peper is the cusstion: vhat
contributions can and should tha K-12 curriculum make to childrens'
and young peonles' international education?

I have noted that traditionallv this cuestion has been an-
swered vith the assertion that the curriculum ought to develop
students' international understanding. The concept of inter-
national understanding impliass that there are objects or thincs
to bde understood, and I have attempted up to this point to outline
in summary form vhat might be considered to be major “objects"
of international understanding.

First, I have said that in its broadest sense internetional
understanding might bY@ taken to mean an understanding of the
wvorld system.

Second, I hava suacested that it micoht be useful to view the
schools as heing canable of makine three »rimary l:inds of contr-
ihutions to tha devalo-ment of studants' understanding of the
vorld systom; an understandinc of the esarth as a slanst, an under-
standing of mankind as ¢ specinas of 1if2, =nd an understanding of
the clodbal social systam &s one level of hw.en social or~an-
ization.

Third, I have attempted to s»nell out in surmary form vhat
there is ah»out the planst, the shecies, and the international
social system th=t many educators and sociezl scientists feel
should »a enphasized in teachinc about these henomena.

D I ” ~

£ the concent of international understanding points
outward tovard "objects" to he undsrstood, the concepnt also noints
invard toward cartain cuslities, chearacteristics, or cajacities
to bhe davelop2ad within individuals. These are vhat I have in
mind in speal:iing of the "dimansions" of international understandina.

Vievved from this ersnective we can think of international
understanding as a cuality &nalorous to hei¢ght or weight. That
is, ve can view international understandinc as hoth a continum
(more accurately a set of continue) and as a characteristic
(more accurately a set of characteristics) »ossessed in varying
degress by individuals. Just as one can order a population of
individuals along a continum rancing from those vho nossess the
most height (the tallest) to those vho possess the least height
(the shortaest); so in imacination, e can arrange individuals
along a continuum ranginc from those vho possess a great deal
of "international understanding" to those wvho »ossess very
little "international undarstanding".
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That is wa can do this if we can concejptualize the Gual-
ities or characteristics that define "international understanding."

I feal that the conce-~tion of international education de-
veloned praeviously oints to one (of vhat are hopefully many)
promising apnroaches to this prodler. If we can think of the world
as a glo»hal system, then via can also usafully think of individuals
as actors or particinants in this system. IZ we do this, then we
can ask the cuestion: llovr do individuals »articipate in'the world
system? Or more broadly and accurately hut, vhat are the modes
in terms of vhich individuals relate to the world system?

rerhans it may bHe useful to distinguish six pjrimary vays or
modes of ralating to the world system at least in the contextt of
elementary and secondary education. Or to use the term "rola"
in a very loose and popular sense, one might fruitfully think of
individuals as performing six major roles within the world system.

First:, individuals yosse@ss Lknowledce zhout and understanding
of varicus phenomena within the world systan.

Second, individuals mal:e analvtical judgments ahout various
phenomena within the world system. By this I mean that they make
judgments about vhat is or is not true, vhat is or is not empiri-
cally the case, vhat is or is not "reality" or "fact". To assert
that poverty is a cause of revolutions; to Helieve that a rich
world vill be a »heaceful world; to assert that alliances cause
wvars; to arque that differences in the tynes of clothes neaonle
vear can be the claim that there ara racially related differences

in human intelligence --- is to make analytic judoment about the
vorld system.

Third, individuals malie nornative judgments or evaluations
of phenomena within the world svstem. Illost of the time these
judgments are in the form of attitudes. To »helieve that it is
vrong for the French government to stir up French Canadian separ-
atist sentiment; to argue that it is not true that Viet llam is an
immoral war; to Helieve that foreioners are inferior to Americans
-=-= 15 to make normative judcments.

Four, individuals are ohservers of the current history of
the world system. The c¢reat Hulk of the system's current history,
including most "publically si~nificent" events is experientially
remote from the »ersonal lives of most indivicduals and is knowm
only indirectly. This means that the rocess of ohserving current
history in large measure is & matter of sorting out, evaluating,
and organizing the harrace of "messages" that flow throuch a comp-
lex network of elite, mass, and interhersonal communication that
makes u» the world's communication system. 2n individuel listening
to a conversation ahout recent events in Viet Nam or the redort
of a recently returnzd visitor ifrom Czechoslovakia; reading a
newspaper story of the day's events in the United Nations; watch-
ing a TV special about an international crisis; listening to a
lecture on recent developments in the chemistry of human learning

--- is functioning as an observer of the current history of the
world system.
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Fifth, individuals are »olicy analysts and critics. As an
intellectual operation tha process of analyzing and judging the
policies or actions of orcanized grouns vithin the world system
(particularly the foreign policy decisions and actions of national
governments) appears to involve a comhlex hHlending of knowledage,
analytical skill, evaluation, and ohservation combined with a
capacity for judgment in the face of normally incomplete infor-
mation and future uncertainty. To reject a proposal to intensify
air raids on the grounds that it would be unwvise for the United
States to escalate the var in Viet llem becz2use of lilely counter-
moves on the part of China; to deem impractical a vroposed increase
in forei¢n aid because such a move would not command sufficient
nublic sumort; to arcue for an extension of the nuclear test bhan
treaty on the grounds that resumption of surface testin¢ wwould bhe
detrimental to the health of the lwnan speci2s --- is to function
in the role of jwolicy anzalyst and critic.

Sixth, individuals are actors in thz international social
system. To be a soldier in a nationzl military force abroad; to
he a student studving abroad; to interact with non-iAmericans in
social or husiness situations; to travel abroad as a tourist; to
huy (or refuse to buy) consumer roducts from abroad (e.g. Polish
ham, IFrench wines, or Soviet caviar); to be a re»sresentative of
one's national covernment in internationcl transactions --- are
a few examples of the multiplicity of weys in which individuals
function as actors withing the world systam.

Each of thes? '"roles" can he performed with varving decrees
of competence. 1Individuals can be more or less sophisticated in
their understandincs; they can be more or less slzillful in making
analytical judgments, and so on. The competence vith which an
individual perforrs these roles would seem to de a function of
the capabilities or capacities he brings to the role in much the
same sense that the cuality of an actor's performance is a funct-
ion of the ahilities he brings to his role within a play or movie.

That are the defining characteristics of competency? That
is, in reshect to each of these roles what ¢ualities or charact-
eristics distinguish the internationally competent citizen from
the internationally incompetent citizen® Through an axamination
of the extent literature comhined with conversations with several
social scientists and educators I have endeavored to construct a
partial profile or model of the internationally competent citizen.
It is partial in the sense that clearly the profile does not cap-
ture all of the qualities that might e legitimately associated
with competency, but hopefully the model serves to Hoint up a sel-
ected number of qualities or characteristics that are particularly
salient in considering th2 contribution vhich the =12 curriculum

can and should make to the international education of children
and adolescents.

o
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Individuals as the Possessors of Xnovledge and
Understandinga of the World Swvstem

Looked at from the standpoint of Hzin~ the possessor of
knowledge about and understanding of the world svstem, what are

the distinguishine characteristics of the internationally competent
citizen?

First, there appears to he widespread agreement that the inte-
rnationally competent citizen »ossess a concentual understanding of
various phenomena within the world system. This is to say, his
understanding of the system is in the form of an expanding fund
of both increasingly abstract and increasingly detailed conceptual-
izations of the system and its component phenomena. This can be
contrasted to understanding in the form of a body of memorized
factual information. WNeedless to say, these two kinds of “"under-
standings" are not mutually exclusive. A person develoning an
increasingly comples: and rich hody of concentual understandings
of given phenomena will also zccuire an accurlating fund of more
or less specific factuwal information about those nhenomena. Hov-
ever, as so much ol the "new social studies" literature points
out, the converse can ha true. That is, individvals can learn
facts without a correspondine ezoansion in the ahstractness,
complexity or richness of their concentucl understandinc.

Another vay of putting this point is to say that the inter-
nationally coretent citizen possasses the capacity to think con-
centually about various sHhenomena vithin the world system. This
is to say, he jperceives or visualizes any nhenomenon in two vays.
He is capebhle of viewing it as one instance or one membder of a more
general (hence aistract) class or ropulation of analvtically cor-
parable vhenomena, and he is also canchle of distinguishing bhe-
tween jparticular nhenomenon falling within the general class.

For example, a student vho can think conceptually ahout the
American revolution can thinlk of the American revolution as one
instance of a more ¢eneral phenomena called revolution. e can,
in short, perceive the imerican revolution as one member of a
large ponulation of iravolutions. At an even more ahstract level
he can think of revolution (including the American revolution)

as a sub-class of a more general phenomena called political change.
At the same time he locates the iamerican revolution as one member
of a population of events called revolutions, the student can
discriminate the American revolution f£rom the French, 3British,
Mexican, Cuban, etc., revolutions.

Second, the internationally competent citizen nossesses a
glohal understandinge of the world system and its component phen-
omena. 3y this I mean an understanding of the vhole in contrast
to simply a discrete understanding of the narts that comprise the
vhole. The meaning of this, and its imnlications for teaching,
are easily illustrated “»y looking at the lind o understanding onc
seeks to develop in teaching ahout American society. In a2 course
in Zmerican history one micht teach about Concress, ahont courts,
about the frontier, about differances hetween various ¢eorraphical
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regions --- in a word, ahout a hundred and one thincs. IExcept in
the most extreme of "fact orientad" clzssrooms the development of

a fund of knowledce abdout particular obdjects within Zmerican
society is not tal'en as the sole end of instuction. One does not,
for examphle, have students compare the ¢eogranlky of the Creat .
Plains and the geography of the Southesst simply to generate knowl-
edge about these regions as separate entities. o teacher's object-
ive in this case may be multiple. TFor instance, he may seek to
develop an understanding of a given concept from ¢eography or a
given incuiry skill, but clearly one of the purposes behind having
students study the two regions is to develop their understanding of
the vhole of vwhich the recions are parts; in a word, to develop
their understandin¢ of American society as a society. Or, to put
the point a hit differently, the teacher is not simply seeking to
develop the students' knowledce of particular differences betuween
particular regions. Rather, he is seeking to expand students'
understanding of regional variations as one feature or character-
istic of the structure of American society. In the case of the
world, it is a comparabdle kind of understanding of the world

system perceived as & totality that characterizes the internation-
ally competent citizen.

Perhaps I can illustrate what I have in mind by a global
understanding in this way. A student vho has developed some glohal
understanding of world economics cdoes not simply »erceive the world
in terms of there being some rich nations and many »noor nations;
he can visualize the matter in terms of thz global distribdation of
the world's wealth. e can, in short, think of such a thing as the
"world's total wealth" and visualize that wealth as Heing unevenly
distributed amonc the human snecies. & student who can think
globally about the world syster does not simply think of trade
between the U.S. and Britain, or trade hetween the Soviet Union and
Italy, etc., but can visualize these as »narticular elements in
the overall glohal trading svstem. A student vho can ¢lobally
think of the world system does not simply Inowr that different groups
wvithin the world speak different languages, he can also visualize
the human species as a linguistically diverse species.

Third, the internationally competent citizen »Ossesses a
conceptually complex comwarative understanding of the world system
and its component pHhenomena. "Comparative understanding" implies
a concentual understanding in the sense diseussed above. That is,
it is a canacity to perceive, to think of, or to imagine any civen
phenomenon (he it a particular event, & particular social systen,
a particular hiological species, a particular action, a »narticular
planet, etc.) As one instance of a much larger population of
analytically comwarable events, social systems, etc., that can he
compared with one another. For instance, it means the capacity
to think of the migration of Ruropezans to America as one instance,
or one example, or one case study, of the general phenomena of
human micration. For example, a student who can think comparatively
about the Zuropean migration can (if provided the necessary in-
formation) note similarities and differences between the migration
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of Europeans to llorth and South ZAmerica and the earlier migration
of Asiatic peoples to North and South imerica. liore broadly a
capacity to think comparatively implies a capacity to think of the
world system as one of what are very likely thousands of analy-
tical comparable systems scattered about the universe; a capacity
to think of mankind as one form of life in a much larger system
of life, a capacity to think of the global social system as a
system which can be compared with human social systems at the
subplanetary level.

I use the adjective "conceptually comnlex” comparative
understanding to refer to three narticular kinds of canacities.
One, is an avareness of the fact that any two or more things are
not entirely alike or entirely different. Conceptual comnlexity
implies an ability to perceive any two or mora objects of com-
narison as being both alike and diZferent at the same time.

This point is succinctly made by Clvde Kluclhohn and Henry A.
liurray: "Ivery man is in certain respects

a. likke zl11 other ren

H. 1like some other men

c. 1like no other ran." (31)

That is true of individuzals is also true of the other units
of analysis in the social sciences - - - societies, social systems,
cultural systems, historical events, historical eras, etc. Tor-
example the American revolution is lil:@ all revolutions in some
respects, like some others Hut not all other revolutions in still
other respects, and in still other respects a unicue historical
experience. Or, american society shares some characteristics with
all human societies; other chearacteristics with some but not all

other human societies; and it possesses some attributes which are
unicuely American.

Tvo, conceptual sophistication im>lies an awareness of the
influence of sampling on one's relative »Hercention of difference
and similarities. TFor instance, in the context of a fourth ¢rade
classroom, a teacher might tend to see more difference than sim-
ilarities between the two fourth grade students. But were the
sample of observations exXpanded to include all elementary school
children, her percestion may reverse, and she would tend to see
more similarities than differences bhetveen the two fourth grade
children. Similarly, in looking at nations in the modern world
a sample that included only the United States and the Soviet Union
might lead obhservers to embhasize the differences hetween the two
societies, and to »lay dovm similarities, bhut were the sample to
ve exnanded to inclvde Chad, 3urma, Haiti, and India, an. obhserver
might conclude that the U.S3. and the U.S.S8.R. as highly cdeveloped,
industrial societies are very much alike in many respects when
compred to the less developed nations of the world.

Three, conceptual sophistication implies a capacity to view
most differences as a matter of degree rather than of kind. For
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example, the internationally comneteat citizen does not think of
political systems as being either derocratic or not democratic; of
economic systems as being either industrialized or non-industrial-
ized; of socizties bheing eithar modern or not modern, etc. Rather,
he is capable of saeeing these (and most attributes in terms of
vhich most phenomena are describded and differences noted) as com-
plex properties vhich different units can possess in varying de-
grees. Ior instance, he can think of the world's national :»ol-
itical systems as arranced along a craduated continuum £rom those
that are highly democratic to those that are highly non-democratic.

Individua as the Makars of alytical

As indicated above, by analytic judgments I have in mind
judaments alhout the nature of reality or fact; assertions about
vhat is true or not true. They are, in short, judaments about the
validity of empirical beliefs. Needless to say, all of us make
innumerable analytic judoments every dav. We do so for the simple
raason that to hHelieve is to make choices. Zvery h»elief (every
image of any phenomena) represents a choice from among alternative
beliefs. To believz that the planet's shape is round is to choose
from among alternative beliefs, e.q., it is flat, it is cube, etc.
To bhelieve that economic develonment involves cultural change is
to make & choice from among possidle alternative heliefs, e.g.,
economic development is simply = matter of imparting technological
and managerial skills into a socicty, etc.

Viewving individuals as the makers of analytical judoments,
vhat are the defining characteristics of the internationally
competent citizen? There is massivz volume of commentary dealing
with analysis or incuiry wvithin elementary and secondary schools.
An examination of this literature suggests that we mic¢ht usefully
view the schools as making two major (and related) kinds of con-
tributions to the develonment of students' copacity to make vhat
micht he termed a "realistic" attitude tovard knowvledce and the
othar is the develomment of some undaerstandinc of and skill in
the »Hrocess of social scientific incuiry.

In respect to the first of these riatters, that is attitude
tovard knowledge, it would seem that the internationally competent
citizen possesses at least three capabilities. One, he is able to
nerceive or think of human lmowledce in any area or in respect to
any phenomena as a corpus of man-created imaces or hypotheses vhich
is subject to continuous change throuch the processes of (a) ahan-
doning or discarding traditional »eliefs, (») radefining or refor-
mulating traditional beliefs, and (c) creating new heliefs. Closely
linked to the cognitive ahility to rcerceive or think of knowladge
in this way is an emotional canacity to live with tentativeness
or thie absence of finality or certainty, and a tolerance of am-
biguity about vhat constitutes warrant2d or unvarrantzcd beliefs.

Two, the internationally competent citizen is awvare of the
fact that any phenomena can hHe@ conceptualized in a multinlicity of
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vays. Tor example, a phenomena lil:e violence can »e analyzed from
several perspectives, e.g., in terms of the biology, the nsychology,
or the sociology of violence. As a rasult, surrounding any phenom-
ena there can »e many different kinds of Meliefs which provide
alternative but not necessarily conflicting images of the phenom-
ena in cuestion. In short, the internationally competent citizen
realizes that the problem of human knowledce in ¢eneral is like
the knowledge problem feced by the »lind men who soucht to describe
an elevhant from information about the shape of different »arts.
Because of his awvareness of the problem of »arspective, the inter-
nationally competent citizen is capable of entertaining alterna-
tive conceptualizations and of ev»sloring alternative frames of
reference or models of analysis in examining any phenomenon. For
example, an internationally competent citizen is able to think
ahout & »henomenon such as sacred -'cows in India from more than
one perspective. Le might, for iastancz, hde able to thinl: about
sacred cous within the context of HNindu theolory, witlilh the con-
text of the cultural historv of India, within the contanrt of the
manifest and latent functions nerformed Hy the custor in diflerent
social systems within Indian society, and within the context of
India‘'s food problen.

Third, and related to the last joint, the internationally
competent citizen has some avaraness of the socioloqy of knowledge,
an ahility to perceive that n»ercesntions and interpretations of

the world are conditioned by the culture and social situwation of
the ohserver.

The second dimension of analytical competence consists of
some conceptuzl understanding of and skill in the »rocess of social
scientific incuiry. An understanding of the jrocess of incuiry
would seem to entail the develonment of some understanding of:

1. The nature of analvtical :»rohblems or questions in
the social sciences.

2. The nature of and tynes of propositions or hyno-
thesis found in the social sciences.

3. The nature of conce)ts and variables.
4. The logic and rethodoloqy of sam»ling.

5. The locic of measurvement and the methods of
data collection in the social sciences.

6. The locic of avidence in social incuiry.
7. The nature and uses o theor: in social inquiry.

The develooment of sliills in social incuiry seem to imply
the develorment of the following kind of abhilities or capacities..

4RI
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An ability to distincuish stetemerts eypressing
descriptive beliafs, eiplanatory hHeliefs, predictive
Heliefs, and normative.heliefs.

An ability to identify and formulate in c¢uestion form
analytical problems inherent in a set of data or in an
argument chout a given phenomena and to critically
anpraise these formulations.

An ability to identifly alternative beliefs ahout a given
phenomena and to state these heliefs in the form of
exXplicit nropositions ar hypotheses.

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

An ability to identify the concenrts that must he defined
and the variables that must b2 "measured" in order to
enmpirically test propositions or hypotheses.

An ahility to concanturally define these concents znd to
think of or "invent" wmvs in vhich variables micght bhe
neasured.

An ghility to critically eramine conceptual definitions
and operational m2asures.

An ability to identify the kind and fomm of information
or data that a test of pronositions calls for; that is,
the ind and form of data implied by pronosed onerational
measures o variables.

An ability to collect, orsanize and to evaluate data
in terms of their aHmarent validity anc reliability.

An ahility to evaluate hypotheses or prorositions in
light of data and then to accordingly reject them,
modify ther, or accept them.

An ability to relate two or more »rorositions
together to form & “theory."

An ahility to recocnize or identify the locical
implications of a theory.

An ability to judce or evaluate the merits of
alternative theories.

s the Lial: S I ative Judame

llormative judcements, or evaluations, are claims about the
goodnass or hadness, the desirability or undesirahility, the
ay:ropricteness or the inappropriateness oI given phenomena.
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Hormative judcments would app2ar tc contain two major elements.

One of these can He termed valuve claims (or value judcments), and
the other perforrcnce clains (or cppirrcisals). The first of these
consists ol assertions zbout the qualities, characteristics, or
properties in terms of which & given nhenomenon is to he judcaed,
annaraised, or evalucted., The second element 1is assertions that

@ given phenomenon does or doas not nossess or exhihit the desir-d
¢ualities, characteristics, or »nroperties. or =2xample, the
assertion that "lary i would not malke a ¢good wife hecause she
cannot cook," is a normative judoment. Iy consists on the one

hand of the valuz claim that women as prospective vives are to he
judced as good or Maéd Mets in terms of the quality "zbility to
coolt," and on the other hand, it contains the ap»hraisal that Mary
X laclis this essential cuality. To take a somevhat more complex
illustration: "Nation-states are historically outmoded forms of
»olitical organization »hecause they cannot under conditions imposed
by modern tvreapons technology rovide 2 high levei of security from
violence." The wvalue claim in this judcment consists of the asser-
tion that nation-stetes no loncer ossess this valued quality, that
is, they cannot »rovide a high level of security from violence.

Viewving individucls as the makers of normative judgments,
vhat are the defininc charocteristics of the internationally competent
citizen? irst, the internationally cometent citizen is ermotionally
canable of making reletively rational normative judcments. This
seems to e & primary thrust of whot is sometimes referred to as the
"mental hygiene" approach to ecducation for internationzl under-
stendinT. The emphasis ig upon the cultivotion of mentzlly or
emotionally h=2althy individuels who are nsvchologiczlly free to
merceive and hence to evoluate the wvorld around tham with 2 modi-
cum of objectivity or ration2litv. Rationality, or more accurately
rational judcmeants, in this context trould seem to iean judcments
characterized »y emotioncl or cathetic commitments concruent with
the values that a person or group is seeking to realize. A5An eval-
uation is non-rational to the degree that it involves an emotional
commitment to a course of action, to an institution, to 2 policy,
etc., vhich is either unrelcted to tha values heino sought or is
actuclly destrructive of these values. In shoirt, rotional eval-
uations are evalnations graunded on the one hand in a clear imege
of the values & person sceks to realize, and on the other hand,
in an accurate percention of reality. In contrast, non-rational
evaluations are grounded in a false consciousnnss of the values
that arc most important to the »erson, and/or False nerceptions
of reality. Non-rationzl evaluvations tand to derive from efforts
to satisiy one's pnersonality needs, or from one's desire to comply
with the opinions dominant in important referen-e groups. In a
word, to judge something good or »ad hecause such judgment satis-
fies one or more ego needs, or to judg2 it ¢ood or had hHecausz the
judgment complies viith the opinion of imnortant reference groups,
is to evaluate non-rationally. In contrast, to judge something
good or had Hhecause there is "good reason'" to helieve that it
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is supportive or destructive of s:pecified vealues, even thoucgh
the judgment fails to comply with vhat one wishes were the case
or with what one's reference Qroups deem to He true, is to eval-
uate rationally.

Two, the internationally comphetent citizen is canable of
analvzing normative conflicts in terms of the sources of dis-
agresment that give rise to the oconflict in cuestion. This would
seer to imply an ability to distinquish semantic sources of dis-
agreement (i.2., disagreement generated dDy different usages or
meanings of words), ermpirical sources of conflict (i.e., conflict
arising from divercent »erceptions of reality), and value con-
flicts (i.e., conflict arisinc from differences in value claims
and differences in the values or c¢ualities in terms of vhich a
given phenomenon is to bde judced). For example, in the context
of international education a student who had develofilead a capacity
to analvze normetive argurencs in terms of the sources of conflict
would He ahle to discriminate hetvean the folloving lkinds of dis-

agreements.
A claims: U.53. vithdrawel from Viet Mam would sud-
stantizlly increase the »rohability of
Woirld War III.
3 counter U.3. vithdrasiral from Viet Nam would decrease
claims: e liltelihood of torld lar III.
C claims: Nation i is more democratic than liation V¥
Hecause Ilation i has had more frez elections.
D counter iTation i cannot he more derocratic than
claims ITation Y because Nation X has no socizl
welifare prograris.
E claims: It is important to increase s»nending for
snace exnloration because if we don't the
Soviet Union wil) out run us in the space
race.
' counter It is important to reduce spacz shending
claims: so as to heve more money for an attack

upon human pronlems in urban areas.

The disaqreerent between A & B reflects different perceptions
of reality. 1In the second instance C : D arec in disagreement
hecause of different definitions or conceptions of vhat "democracy
implies. In the last case, E ¢ I disacree becausz of differcnces
in the values in terms of vhich the sptce program is to be appraised
(oi at)least a difference in the priority ossicned to different
values).
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Three, the internationzlly competent citizen is canadle of
malking explicit evaluations or reflective judgments. 3Ixplicit
evaluations can be defined as evaluations:

(1) Characterized by an emplicit specification of the
values, criteria or standards in terms of vhich
specified phenomena are to h»e judged cood or MHad,
desirable or undesirable, etc.

(2) Characterized by the specification of behavioral
definitions or ohsearvahble indicatiois of these values
or criteria.

(

[£3)

) Characterized by the specifications of means hy vhich

the necessary information or datz needed for judcment
can he ohtained,

Charles McClellond illustrztes what the nrocess of ainlicit
evaluation micht look lile with a scenario that denicts & classroom
of the future in vhich teachar and students have access to a
computerized information storage and ratrieval system.

Student: "Do you think the Russians are dettar than
the Chinesce?"

Teacher: "In vhat wav? ‘hat do youv mean “then you ask,
are theyr better?!

S "Well, do the Russians ral:e more cood thints for
the people--lilke cars, movies, refrigerators?
Layhe Qussians have more good things to eat?"

=1

"Make a list of what all wou think are 'cood
things;' let me ¢o over your list and then:
vou can asl: the computer for information."

Computer: "The data recuested are as follous., . . ."
S: (Studying the »rintout) "Sez, the Russians are
bhetter."
T: , "Wes; but you still didn't check to see how ruch
/ better. VYouw.didn't think to £ind out how many

meonle there are in each country, how much income
they receive, who gets vhat of vhat vou call 'cood
things, ' and vhether or not China is maling
faster progress than {ussiza in roducinc the nHro-
ducts on vour list. JAre you sure yon think that
being able to mal:e and use things lile cars would
malie the Russiaons hetter than the Chinese® 3ut
first you should get the additional information
from the machine. Vou should vwrite your cuestions




so you can find out wvhat the averace »nerson
receives in both countries; also try the lowvest
25% and the highest 25%. Do vou knotwr how to do
that? DQemenber to convert to $ equivalents."

"Yes."

"The distribution of passencger motor vehicles
in the U3GR is . . . ete."

"I'1ll have the corputer compare all this to

the United States. Then I'm coina to try to

¢et information on two more things: are
Russians haporier than the Chinese and do
Russians have more IZreedom than the Chinese?
ihen I do that, I am going to et the facts about
happiness and freedom for the United States and
Sweden too, just to make it more interestinc."

"You can't think of anv way to show hayiness,
ccn vou? VYou can thiak shout that wvihile vou
finish the compcorison for the United Jtates on
yvour products, population, incorme, and thie dollar
and par cepitz prohlems.”

"I already lmow ot to try for happiness. I1'l)
use suicides, vacations -heonle tal:e, neovle in
hosnitals, rnurders, divorees, orphans, lhow long
neonrle live on the averace, &nd mayhe puhlic opinion
polls on vhat people say they wvorry about in cll
four countries. and, for freedom, I can check

on elections, voters, churches, newsparers, how
many neonle cast to travel to othzr countries, and
things like that."

"That's good hut vou prohably will have some
oDroblems. Just think adout your indicators:;
vyou will have to convince me that they really
stand for the thind¢s vou say thev stand for."

"The recuested data are not available as
follows. . . ."

"I have em»ty cells for vacations, churches,

and polls for the Peoples Renublic of China.

There are some funny things too in the hanpi-
ness index for Sweden and the USSE, I think

Suedes are happicr than the Russians bdut the

picture is mixzed wp., “Thhat do I do now?"

"thich are vou coing to halieve-~vour hersonal
impressions or vour findings? You should Xknov

ot
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Dy now that internreting your rintouts is the

hard pert. There are validity problems with all

sets of indicztors; you will learn in high school

how to estimate the prohable amount of error in

your aggregated d=ta and some ways to correct

for it. Do the hest you can with what you have
novw. Tthat are you going to do about your empty
cells? You didn't get anything on Chinese
vacations. How is that to He explained?”

S: "Our computer just doesn't know that. Or mayhe
they don't have vacations. Or mayhe their covern-
rent doesn't let out the informetion. That wouléd
he cood for the freedom index--if I could f£ind out
vhat information is censored »y the c¢overnrent.

I guess the Chinese don't have vacztions. 1'll
just dro» vacations."

=

"It is possible that there are sor2 data estirates
on relicion in China. If yvou want to follow that,
1'11 approve a cuestion to th=2 central networlk."

(8]
)

"I'11 £ill out the formn."

Later

S: "I have everythine completed nov to show hov
2ussia is Metter than China »hut I don't think
I can really decide. anyway, the program turned
out another way when I added the U.S5. and Sweden.”

T: "Go ahead and vwrite your summary. Keep to the

facts that you actually used and don't add a

lot of statements about matters that you did not
investigate. Show your conclusions but indicate
which ones you are sure about and vhich ones are
less reliable, no matter how much you like them.
Your choice of the original cuwestion vas a poor
one but I let vou go ahead to see if you could
correct it. You did fairly well. Next time you
vrogrem see 1f you can't make a series of more
important and interesting comparisons. laybe
you started on freedom and sneech and »hress

for mavh2, ten countries in the Atlantic area
and see vhat generalizations about lecal re-
striction can »He made for 1°C0 to the nresent.

I thin!’: the corputer has =ll the information

you need." (32)

Four, the internationally cormetznt citizen is capable of
making "humane" evaluations. I use the term "humane" to refer to
a complex set of presumahbly related ¢uantities frecuently ment-
ioned in the internationzl eduecation literature. Humane evalu-
ations are defined as evaluations charactarized hy:

™
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l, A relative freedom :from the influence of egocentric
thinkinc:., Egocentric thinking can be defin=d as thinking proceed-
ing from the assumption that others see the world in the same vay
that I see it. Thus, if I »erceive my actions (or those of some
group to which I bhelong) to e cood, peaceful, generous, henevolent,
etc., others must see the same cualities in these actions. For
example, if one sees American foreion aid as an expression o:f
American benevolence and concern, and is ecocentric in his thinkincg,
he unreflectively assumes that his perception of American aid is
the only possible perception and, hence, the recipient of the aid
will also perceive it as an exnression of benevolence and concern.
Hence, the recipient can be expected to recinrocate with express-
ions of gratitude. 'hen recipients fail to do this, they must be
judged ingrates suffering from a moral deficiency, and not de-
serving of continued solicitude.

A treedom from ethnocentric thinline. 3Ithno-
centric thinking is closely relatzd to egocentric thinking, and is
probably indistincuishahle from it in rost situations. ZEthno-
centrism is the tendency to think of the actions, customs, instit-
utions, icdeologies, etc., of the »articular c¢row»s to vhich one
Delongs as superior to tha actions, institutions, etec., of outside
crouis. Lerodotus »rovides an excellent worlking definition of
ethnocentrism in obhserving that:

« o« o« 1f one were to offer men to choose out of all
the custonis in the world such as secemed to them Hest,
they would eramine the vhole nur’er, and end by pre-
ferring their owm; so convinced are they that their
ovn usages far surpass those of all others. . . ."

3 L relative freedom:from stereotypié:-:thinking;. Stereo-
typic thinkinge can be defined as thinking which is dominated by
the use of universel and closed generalizations ahout or char-

acterizations of some groun, process, social institution, culture,
ideology, etc.

4, "Dimensionally comblex" comnarisons. Normative judcments
reflecting "dimensionally complex" comparisons are evaluations that
reflect an awvareness of the fact that any phenomenon of any com-
plexity can (and normally should he) judoed by not one Hut many
. standards, ané that a nhenomenon so judced can bde judged "good"

in some respects and "bhad" in other respects. Thus the United
States may be judged inferior to szveral other societies in some
respects ‘(e.¢., a relatively hich rate of infant mortality com-
rared with several Zuropean nztions) and be judced comparatively

suprerior to other societies in still other respects (i.e., a hich
level of agricultural productivity).

5, Emoathie thinking. EBmdathy can e generally defined as
a capacity to "step into another's shozs" and accordingly nerceive
of the world as others view it. It is an a»ility to symhathet-
ically imagine how an action, an institution, an event, etc.,
anhears to other persons 1710 looi: at the phenomena from a cultural
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or situational context different 7“rom one's ova. JIvaluations
characterized by empathy vould seem to h2 generzlly identifiable
hy the absence of ridicule zand of assumptions oI stupidity and/or
immorality on the part of the individuals or grovps vhose actions,
institutions, heliefs, etc., are being evalvated.

8. "World-minded" thinking. Bv Pworld-minded" thinking I
have in mind a generzl perception of and value orientation toward
the world that proceeds from a world view of the problems of human-
ity. It is an ability to identifyv with mankind in general rather
than simply one's ovm national, racial, relicious ¢rou»ns, etc.,
in judging internationzal phenomena.

Individuvals as Foreiqn Policy &snalvsts and Critics

In a great many respects the contemporary international
political system is substantizlly different from the classiczl
nation-state systam of the 1lCth and 19th Centuries. LHowever,
nation-states continue to He major centers of decision maling with-
in the inter-national svstem, and hence one of the major ways in
which individuals narticipate in the international system are as
analysts and critics of the forzign policy decisions of their owm
national governments. ‘hat are? the distincuishing characteristics
of the internationally competaent citizen viewed as a nolicy analyst
and critic? ‘ihile there is not a creat deal of literature found
explicitly on this matter, a cow»sle of »noints seam to stand out.

first, the internationally comnhetent citizen possesses some
knovwledge of how foreign policy cdecisions arc made. e has, in
short, some vnderstanding of the structure and »rocess of foreicn
noligy decision-maling, pacrticularly within his ovm nation.

Second, the internationclly competent citizen is adble to
analyze foreicn policy decisions in terms of the major factors
operating within the cdecisionzl »rocess, and to mcke judements
ahout particular decisions (zctual or proposed) in light to these
factors. This vould appear to imply an ahility to analyze and to
Judge decisions in terms of the following kinds of cuestions:

l. Will this decision rezlly help attain my country's
coals?

2. Will this decision vork out well, civen other nations!
goals and nossible actions?

2. Do we havz the resources to carry out this action in
wealth, var-nover, other nations' support, otec.?

4. Does this action f£it the economic situation of my
nation and its allies?

5. UHill the politicians and public susport this action??

6. "1l this action create important military risks for
us and our allies?

40




7. Will this line of action s2riously endan~er future
international cooneration or the welfare of the human
race?

€. Is this action realistic, Ziiven vhat is knovm about the
feelinas, fears, or attitudes of othar countries and
their leaders?

¢. Is this action moral or immoral in terms of anyv one of
ny country's deenest beliefs?

10. Given the situation as analvzed, is this an action
vhere benefits ovtweigh risks and costs? Does it nead
to e done at this time?

Individuals as Observers of Current Ilistorv

In an ere of mass cormunication vhen virtuwally all americans
are linked to a worldwvide anvironmentc through radio, TV, and &
massive system of news gathering, one of the major wveys in vhich an
individual relates to the world srstem is as an observer of the
systen's current historv. \Ta.euin, individvals in this role, vhat
are the defining characteristics of the internationally com etent

citizen? Thers are at least thrze cualities that wvarrant attention.

First, the internationally comhetent citizen ossess2s an
interest in current events; that is, he has the motivation to seel:
out informetion abhout the current historyr of his irorld.

Second, the internationally comnetent citizen nossesses the
vocabulsry and concentual understandincs necessary to follow
current events through the news media, TV specials, and in semi-
scholarly commentary in newsnhaisers ond ragazines.

Third, the internetionally corxhetent citizen nossesses some
knoviledge and understancing of the communication system that links
him to events, developments, decisions, etec., occurring in his
international environment. This would seem to include some under-
standing of how "the news" is collected and processed My the news
services, newspaners, and radio and TV stations; some knowledce of
howr the type of media influences the content of the "the news";

and some knouledgre of the situational, sociological, and »sychoe i i

NCN

logical factors which influence vhat "news" an individual is ex-
posed to and how he reacts to it.

Individuals as ictors

Indivicuals relate to the world system in zll the ways just
discussed. In acddition they arce 8ctors within the system. Vievinc
individuals from this »nerspactive, vhet quelities are evidenced
by or in the actions of internationally competent citizens?

If askaed of any sample of educators or socizl scientists
this question will yield a wvide variety of reswonses, I sushect,



42

hovever, th=at most of us would note in onz 1ay or another five
general noints. To hegin with, the internationclly competent
citizen evidences in his interaction and relation with others a
sensitivity to and a tolerancz if not ositive acceptance of
culturzal diversity. Minimelly, this would seem to mean that he
does not throuch icnorance or indifference act so as to dehrecate
or ridicule individuals or fgrouss culturally different from himself.
In a word he evidences a respect for the customs, bheliefs, and
life stvles of others. And heyond the level of sim-le tolerance
the internationally competeznt citizen evidences in his actions a
"cosmopolitan enjoyment" of cultural diversity.

Secondly, the actions of the internationally competent
citizen evidence a cepacity to emotionally and intellectually cone
with change. This would seem to include: (a) a nerception of
change as a natural or inevitable feature of the human condition;
(b) a capacity to think of change in terms of its systemic causes
and effacts; and (c) an onenness to or »ro-attitude toward chance
combined with a sensitivity to the social and nsychological costs
of chance and a supportive attitude toward efforts dasicned to
comvhensate the "victims" of chance.

Third, the internationally competent citizen evidences in
his actions & sensitivity to and accantance of the "foreic¢n nolicy
implications" of mankind's growing interdenendence. TFor Americans
warticularly this would sezn to imply on tih2 one hand a recosnition
of the limits of national ~ower and on the other hand an acce)tance
of an o»ligation to assist in the econoric develoment of the
develonhing two-thirds of menkiad.

Pourth, the internationally com»etent citizen evidencas Hy
his actions multiple group loyaliies. [He does not feel that any
one group within meankind (vhether it »e ¢ nation, a rece, a relicion,
a "civilization." a socio-ecconomic class, etec.) can legitimately
command a monopoly of obligation, lovalty, or identification. Ue
perceives hinself as being & morally reshonsibhle memder of many
human grouwp»s at the national, swh-national, and supra-national
levels of human socizl orcenization. Intimately linked to the
ability to »erceive oneself as a resnhonsihle member of many human
grouns is an emotional canacity to tolerate a relatively high
level of ethical or moral ambiguity and inter-role conflict.

Fifth, the internationally comhetent citizen evidences a
capacity to emotionally tolerate continued conilict and tension
within national and international cormunities. Iather than elim-
inating human tension and conflict, the increasing interdependence
of the human species is very likely to lead to increased tension
and conflict. Thus, it would seem that one of the character-
istics of the internationally compztent citizen is a carnacity to
act with restraint in the face of tension and conflict.

Summary --- In this part of the essay I have endeavored to
deal with the question of vhat are the cualities or characteristics
vhich distinguish or define the inteimationally competent citizen,
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I aphroached this question by first suggesting that individuals
occupy six major kinds of roles in reletion to the world system.
Then on the basis of a review of existing literature along with

the conversations I have had with educators and social scientists

I attempted to snecify for each "role" vhat seemed to hHe judged

to the major cualities, characteristics, or capacities that dis-
tinguish the internationally comietent citizen from the less compet-
ent citizen. In this vay I endeavored to slietch out in cursory
form a model or ideal ty-~e of the internationally comjetent

citizen. Iileedless to say, few if any human bdeings attain all the
virtues prescribed Dy the model but honefully it serves to partially
portray the range of cualities vwhich we oucht to seelk to develo::
within students in our schools and universities as well as vithin
ourselves.

IxI
A TYPOLOGY OF CURRICULUM OBJECTIVES

This essay began with the ¢uestian: What coatributions can
and should the schools mal:e to the internationcl education of
children and voung people? I havz endeavored in the »ast several
pades to sketch out one nHossible cusvrer to this cuestion. In
conclusion, I will trv to swmmarize vhat has Heen argued in the
form of 2 ty»ologv setting forth what I perceive to he the major
kinds of contrihdutions that the K-12 curriculum should seel: to

mal:z to conterirorcry students' internotional understanding,

I. The K-11 curriculum shoul? develon gtudents' knowledre and
coaqnitive understanding of the world svstem, This implies:

A. The curriculum should davelo)» students' understanding
of the earth as a planet. This implies:

1. Developinc some comprehension of the nlace
of the world system in cosmic space and time.
This im~lies:

a. Some understanding 6f the location of
the =arth in the cosmic svstem.

B, odome understanding of the cosmological
and geologiczl histories oZ the »lanet.

c. Some uvnderstandingy of the differznces
and similarities Hetween the earth oad
other plonets (actual and inmcgined).

2. Developing sorz understanding of the earth
as a sat of »hwsicol systems that both
condition and are conditioned Hy living
systems and narticularly men. This implies:

a. 8ome wderstanding of the plunet's contemporary




geography ond geology with specicl emshasis
u~on on understanding of the interactions
hetween the »nlanat's physicrl character-
isties and the evolution of life and
particularly man's hio-cultural develon-
nentc.

3. The curriculum should develo» students' understandinc
of nankind as a species of life. This implies:

wa Lo

Developing a comparative understanding of man
as one of many living systems. This implies:

a. Some understanding of similarities and
differences between living znd non-living
systens.

1. Some understending of similarities and
differences betireen man &nd other living
svsterns.

Rewveloping an understonding of Hasic human
conmmonalities. This inplies:

2. Some understanding of man's conrion Hiol-
ocrical needs.

. Sorie understoncing of rman's common :sycho-
logical neeads.

c. Sone wnderstonding of the functional
needs of human socities and their com»honernt
socicl and cultural systems.

d: Some understanding of similarities,
anologies, or parallels in the historical
therience of different crrouns.

Daveloping an understanding of th2 sources of
differences in human actions end life styles.
This implies:

a. sSome understandins of human »ehaviors as
being socially learned and culturally
conditionad.

Developing soine understandings of basic human

hehavior ancd social activities that are grounded

in the bhehavior~l sciences. This implies:

a. some Hehavioral science Hased understandinc
of particular hwian behaviors.

H. Some undarstanding of human heings as Hiol-
octical swstena, as persontlity s-retems, 28
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actors in social svstens, as " roducts" of
cultural systens, and as particinants in
systems of natural ecology.

Developing some understandine of major struct-
ural characteristics of the human s»>ecies. This
irmlies the develoo-nent of some understanding of
the pheononia suwmarized »y the folowing lzinds
of ceneralizations.

2. The human species is @ racially diverse species.

-

h. The human species is a linguistically diverse
s»hecies,

¢. The human species is a cultur2lly diverse
s»ecies.

d. The human species is an institutionally
diverse species.

e. The human species is generallv an econ-
onically denressed species dDut with vast
disnarities in the wealth, education,
health, etc. enjoved by its merbers.

Z. The himan shecies is a nolitieally un-
centralizaed (or stateless) sHecies.

¢. The human species is denogranhically
2 ranidly expanding species.

h. The human species is on increasingly
urhanized species,

i. The human species is an incressingly
violent species.

j. The human species is an inereasingly
industrialized (mechanized shecies.

1. The human species is an increasingly
interdependant species.

Developing some "species centered" or “clohally
focused" undersconding of major events, trends,
transformations, etec. in mon's bhiological
evolution and socio-cultural development.

Develoning some understanding of the »rocess
and AQvnaries of socio-cultural change wvith -

in particular societias and within the human
species in c¢eneral.
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C. The curriculum should develop students' understanding
of the internctional or glohal social system as one
level of human social organization. This impliess

1. Developing sore understandinc of the major entities
thot comprise the contemmorary internationzal
system. This implies:

a. Some comparative understanding of the
modern world's some 120 nation-states.

h., Some functionally oriented uvnderstanding
of cross-national orgznizations both govern-
nental and non-governmental.

c. Jome understnadine of the international
status of the =lanet's polar ra¢ions,
its oceans, zand outer space.

2. Developing some historical understanding o:
the:nation-state systar as one of many his-
torical and imagincble forms of politically
orcanizing the huaman s»hecies.

3, Developing som2 understandine of major social
nrocesses within the internationzl system.
this implies:

a. JSore understending of inter-nation
conflict and conflict resolution.

.  Some understanding of inter-nation var.

o, ouvne wnderstanding of inter-nation
collchoration and integration,

d. Jorne understanding of inter-nation
commuinications and transhortation.

e. some vnderstanding of inter-nation trade,
investiment, and forei¢n aid.

f£. Sone understanding of cultural dilfusion.

g. Some understanding of the mrocessaes of
inter-nation influences or :ovrer.

4. Developing some understanding of major inter-
national social problems. This implies:

a. Some understanding of the wroblems of
controlling or managing inter-crouyn,
varticulerly inter-nation, violence
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and of creating institutions for the
neaceful resolution of conflict.

b. Sowe understandin~ of the problem
of controllin~ »nomsulation ~growth.

2., Some understanding of the nroblems of
"modernizing" develoninc societies.

d. Some understandinc of the prohlems of
controlling the social and :»sychological
costs of rapid socio-cultural chance,
particulerly technoloriical change,
urhanization, and the bureauvcratiza-
tion of social orcanizations. ‘

e. Some understandinc of the problems of
controlline further detarioration in
mon's natural environments.

a

.  Somn understonding of the prohlem of
exploiting the iesources of the wrorld's
oceans =nd outer-ghace for the welfare
of manlkind in geneiral. ’

The K-12 curriculwi: should develop the copacity of students
to view tha world systam &s & whole and particular phcenomand
vithin 1t conce~tually, comnparctively, and globally.

This Implies: ~

2e  The curriculum should develop) within students a
perceptucl or cocmitive canacity to see or to
thinl” of empirically concrete or historiczally
specific shenonena (evants, institutions, actions,
etc.) =3 warticular instances or cases within a
larger class of cnalvtically comnaradle nhenomana.

3. The curriculum should davelon within students an
akility to commare two or mora phenomena in a
concantually sonhisticated way. This implies:

1. An ability to »erceive of tvo or nore
ohjects eing commwared in terms ol both
similarities and differences.

2. An 'ility to racocmize that one's relative
pa: antion of similarities and differences

i «nfluenced “v the size and nature of the
nple of ohjects Haing corvwored, '

3. An ability to +hinl: of differencaes as
mattars of dagrena raclar than simply lkind.

A7
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The curriculum should develo» within students
a capacity to thinlz of or ima¢gine the world as
a totality and to parceive particular phenomena
vholistically or within a globel frame of
referznce. This implies:

1. Develoring a comprehension of the inter-
relatednass of the human species qua species.

2. Developing a comarzhension of the inter-
relatedness of man as a system of life and
the planet earth as a set of interrelated
Physical systems.

3. Develoning a comprehension of the world
- system as one swi-system within the larger
cosmric system.

III. The K-12 curriculum should develop thz canacity of students
to _malke logically valid and empirically crounced analvtical

This implies:

The curriculuni should develo: writhin students
a “"realistic" attitude toward Inovledce=,
This impli=s:

1. Developing within students an understandinc
of Inowladge as a set of men-created hyho-
theses or images.

2. Developing within students the capacity to
conceptualize vhenomena in alternative ways.

2., Develoning within students avareness of
the inflvence of culturzl setting and
social situvation on huran knowlaedce, =nd
particularly their own perception and
interpratation of the world.

The curriculum shouléd cdevelop writhin students
an understanding of and some slkill in the »Hro-
cess of social scientific inguiry., This impblies:

1. Develonincg within students some uné@rstanding
of the ~rocess of incuirv. This implies
developing students' uwnderstanding of:

a. The nature of analytical prohlems or
questions in the social sciences.

. The nature of and tvnes of pronositions

andé hypotheses found in the social
sciences.

a8
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The nature o conecepts and variables.

The locic of meosurensnt and the method-
olocies of datc or information accuisition
in the social sciences.

The locic and rethodology of sampling.

The logic of evidence in social incuiry.

The nature and uses of theory in social
incuiry.

2. Developring students' inquiry shkills.
Included are:

S,

e

d.

.
LX ]

An ability to distinquish statements
expressine descriptive Heliefs, ex-
planatory heliefs, predictive bheliefs,
and norrative heliefs.

An 2hility to identify and formulate
in question forr =@nalytical jprohlems
inherent in a set of data or in an
arrument about a given phenomena and
to criticallv appraise these formu-
lations.

An abhility to identify alternative
heliefs about & given phenomena and
to state these heliefs in the form of

olicit projositions or hypotheses.

An ability to recocnize and to =xplicate
the logical implication of hypotheses.

An abhility to identify the concejpts that
must be defined ancd the variables that
must be "measured" in order to empiri-
celly test propositions or hypotheses.

An ability to conceptually define these
concepts and to think of or "invent" ways
in which variables might b2 measured.

An abhility to critically examine con-
centual definitions and operational
measuras.

An ability to identify the kind and form
of inforration or data that a test of
nronositions calls for; that is, the kind
and forr of data implied by :~roposed
orerational measures of variahles.
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i. An ability to identify and to evaluate
- possidle sources of date.

j. An ahbility to collezct, or~anize and to
evaluate data in terms of their apparent
validity and reliahility.

k. &An abilitv to evaluate hynotheses or
propositions in licht of clata and then
to accordinglyv reject them, accent
them, or modify thein.

l. An ahility to relate two or more
propositions together to form
a “theory".

m. An abilitv to rescocnize or identify the
logiczl implications of a theory.

n. An ahility to judce or evaluate the
rmerits of alternative theories.

IV. The X-12 curriculum should develon the calacitv of students
to make rational, sn=alytical, explicit and humane normative
judcoments or evaluations.

T
g

Tha development of a2 capacity to make rational
evaluations implies:

l. The curriculum should seel to develon indivi-
duals wiho are relatively frez psychologically
to hold attitudes indejendent of personality
needs and group norus.

The development of a capacity to melke analytical
evaluctions impliess

l. The curriculur shouvld develo» the caracity
or students to analyze normative disacree-
ments in terms of semantie, perceptual, and
veluational sources of conflict.

The develoment of a capacity to malie explicit
evaluations implies:s

l. The curriculum should develon the capacity
of students to explicitly articulate values
in terms of vhich they believe ¢iven phenom-
ena should he judced.

2. The curriculum should develo» the ability
of students to explicitly consider onera-
tional or hzhavioral meaninc of values in
terms of which judoments are to »2 made.
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2. The curriculum should cdevelop the canacity
of students to exnlicitly consider the
informetion that is needed to reach sound
judarents abhout whathar a2 given object
does or does not possess the desired value
gualities.

D. The develoyment of a capacity to malke humane
evatuations implies:

1. The curriculum should develop within
students modes of thinking that are
relatively free from the influcnce of
ecocentric »Hercentions.

2. The curriculum should develon trithin
students modes of thinlking¢ that are relatively
free from the influence of ethnocentric
percention.

3. The curriculum should develo)» within
students modes of thinling that are rela-
tively frez from the influence of stereo-
tynie perceptions.

4. The curricvlum should develop within
students modes of thinking characterized
hy moral or ethical complexity.

5. The curriculum should develo» within students
modes of thinlinc characterizezd by a capacity
for empethetic understanding.

6. The curriculum should develop within students
modes of thinkincg characterized by a “"world-
rminded" value orientation.

V. K curriculum should cevelop the capacity of students to

understand and to eritically analvze and judre for=2icn policy

.decisions. This implies:

A, The curriculum should develop students' knoirledce
abhout and concz:tual understznding of how foreign
policy decisions are made particularly within the
American systam.

3. The curriculuan should develon students' abhility
to analyze Tforeign decisions in terms of the major
factors operating within the decisional »rocess
and to melie judcments about particular decisions
(actual or proposed) in light of these factors.
This imdlies an ahility to analvze and judce
decisions in terms of the following kinds of
cuastions:
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1. Will this decision really help attain
my country's goals? | ‘

2. TWill this decision work out well, given |
other nations' coals and nossible actions? '

\

3. Do e lmve the resources to carry out

this action in wealth, war-pover, other\
nations' supnort, etec.?

4, Does this action £it the economic
situation of my nation and its allies?

5. Will the politicians and public support \
this action?

6. Will this action creete important military \
risl:s for us and our allias? .

7. Will this lin2 of action seriously
endancer fuvture inter-national coopera-

-

tion or the welfarz of the human race?

. Is this action r=alistic, given vhat
is lmo'm ahout the fe=lings, fears or
attitudas of other countries and
their lzaders?

Is this action moral or immoral in
terms of any one of my countrv's deepnest
h2liafs?

(G
[

10. Given the situction as &nalyzed is this an
action vhere henefits outweigh risks and
costs? Doas it nezd to »e done at this
tine?

VI. The K-12 curriculum should develon students' canacity to
intellicently and criticallv observe current history of

the world svstew. This implies:

B A. The curriculum should develor within students an
' interest in current affairs, that is, & motiva-
tion to szelz out informztion =hout world atffairs.

3. The curriculum should develop trithin students the
vocabulary and conceptual understanding needed to
followr current events throuch the mass media, in
TV s»wecials, and in semi-scholarly magezines, etc.

C. The curriculum should develop within students an
understanding of the structura and functioning of
the international communication system that links'

Q [ g =~
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citizens to events, davelopments, actions, etc.
vrvithin their international environment.

ViI. The K-12 curriculum should develon the canacity of students
to constructivelvy adapt to ths'rezlities of the human con-
dition". This immnlias.

A. The curriculum shouid develo» students
sensitivity to ané emotional accentance of
diversity in human actions, n»narcentions,
cormitions, valuations, and social institutions.

B. The curriculum should davelon students' acceptance
of and a set of socially reshonsible attitudes
toward technological and soucio-cultural changes.

C. The curriculum shouvld devalop students' sensi-
tivity to and accentance of the olitical and
ethical implications of menkind's increasinc
interdenendenca.

D, The curriculum should develop students' canacity
'\th exnerisnce multinle lovalties, to nerceive

a d\fael themselves to bhe responsible memders of

sub-national, national and cross-national groujps.

E. The curriculum should developn students' capacity
to emotionally tolerate the tensions of continued
inter-grou» conflict and hostility.
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