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The Promise and Perplexity of
Globalism

Wilma S. Longstreet

A few short months ago. Ronald Reagan and Mikhail Gorbachev
met in Moscow to sign the historic’ INF agreement. 1 was there
with them nearly every inch of the way as I sat @ home in Shidell,
Lousiana and watched the satellite trunsmussion of the event. Ad-
mittedly. I didn’t get behind closed doors. but [ did watch the two
first ladies go on a walking tour. I witnessed several newspaper
correspondents interviewing average Russian citizens, and I had
an excellent view of the Kremlin and the broad square that sur-
rounds 1t. I was thousands of nules away. but I was there. What
1s more, I shared my expericnce with nullions of others around
the globe.

The potential for sharing our expericnces globally 15 essentially
a new hind of phenomenon n the history of humamty I witness
famine in Ethiopia on a Iittle screen in my living room and [ share
the hunger of children that could be my children. The workers ot
Poland go on strike and I become one of their fervent supporters.
Third-world countries threaten not to repay the billions borrowed
fro 1 American banks and I feel a personal threat to my own
savings.

More and more. I'sense a hind of inevitability 1 my becoming
a citizen of the world, but I haidly understand what that really
means to my own way of living Iy 1t viable to hold allegiance to
a nation and to the world as well? The immediate response 1s a
positive one In our nuclear world, we must learn to live together
if we are to go on living at all In the broadest of senses, we all
agree.

What specificaily does it mean to be a global citizen? If a world
court finds my nation at fault and my nation refuses to accept the
court’s decision, where would my obligation lie? If U.S. factories
pollute the rains that will ultimately fall in Canada hill:ng thousands
of acres of that country’s forests. what ought [ do as a citizen of

Aruitoxt provided by Eic:

the world?

There has been so much talk about global citizenship that we
hardly realize how unclear the concept 1s for most of us. Global
cducation 1y already a part of many of our schools™ curricula. but
what 15 1t that needs to be studied? Shall we study cultural dif-
ferenees among the peoples of the world — a kind of worldwide.
multicultural education? Do we need to know about international
law and its relationship to national low? Are studies about world
peace and respect for the ecology essential to global education?

This 1ssue of the Lowstana Social Studies Journal 1s dedicated
to exploring the meaning of global education for today’s schools.
The very first article by James M. Bedker 1 an effort to clarify
the structure of the field. Professo. Fain views multicultural educa-
tion from a global perspective and Professor Metzger explores the
adoption of global studies 1n America’s schools In addition. several
articles present istructional units and methods for teaching giobal
cducation Katherine London discusses pea.c education as a grobal
stadies topic. giving practical suggestions for classroom instruc-
tion. Joe Regenbogen shares a mock United Nations game that he
uses to teach global awareness to his high school students, and Ann
Angell presents a lesson plan for the elementary and nuddle grades.

Many of the gquestions T have, remain. The meaning of global
citizenship is still in the mahing. It 15, nevertheless. worthwhile
to focus the attention of our young on the increasingly global nature
of our Lives. Tt wall fall to them to forge a new conception of citizen-
ship. It 1, a task that will need iifelong reflection.

Wilma S. Longstreet 15 a professor ' the Department of Cur-
riculum and Instruction at the University of New Orleans. She also
serves as Editor for the Lowsiana Social Studies Journal.
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Global Education: An Overview

James M. Becker*

What is global education? How can 1t be conceptualized for pur-
poses of curriculum planning, teacher education, and basic
resear.h? What challenges and issues are inherent in current defini-
tions? This paper touches on the first two qucstions. but 1s mainly

.concemed with the third, that is, the issues surrounding current

conceptions of global education. What issues are raised by efforts
to implement the goals and objectives stated or implied in current
conceptions?

The Search for a Definition

Finding a universally accepied definition of global education 1s
probably impossible. In a sense, global education is like the U S
Constitution — it is what the judges say it is. In this case the judges
are educators, social scientists, accrediting agencies, school boards,
state departments of education, parents, publishers, citizen groups,
students — all those groups that play a part in setting the agenda
for the schools. Each brings to the problem of definition their own
images of the world and notions of the mission of the schools in
educating children and youth.

In a sense, global education can be defined as any pattern of
instruction that school districts use to satisfy the guidelines, stan-
dards, or requirements which their adininistration or department
of public instruction have adopted concerning global education.
Such definitions are not likely to convey the changing nature of
guidelines. The world keeps changing and our conceptions as well
as our perceptions and interpretations of the world and the way

*Editor’s Note: In this article James M. Becker, one of this na-
tion’s leaders in global education, responds to my remark that
global education is a very fuzzy concept.
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it works keep c}{aﬁg}"ﬁ'g. This makes the matter of defining and
conceptualizing global education a never-ending task.

A widely accepted concept of global education views the Earth
and 1ts inhabitants as interacting and interdependent. It recognizes
that nations and peoples are clos2ly linked 1n a variety of ways,
including through religion, scicace, ethme hentage. trade, com-
munication systems, and transnational organizations. According
to this definition, the destinies of all nations and peoples are being
intertwined at an accelerating rate. It 1s concerned with global
dynamics — the relationshtps between individ als, humankind, and
the planet, and how these dy namics are changing our lives. Rooted
in and motivated by a compelling blend of altruism and enlightenea
self-interest, global education is concerned with the survival of the
human species, with the prospect of the fulfillment of each in-
dividual, and the enhancement of the quality of hife for all. This
statement tahen from a longer statement by Robert Leestma 1s pro-
bably acceptable to most global educators.

Among the small group of earthly inhabitants who advocate pro-
moting global perspectives, ideas about definitions, directions, and
focus are plentiful. Alger, the Andersons, Hanvey, Hoopes,
Leestma, Muller, Reischauer, and Richardson are among those
who have advanced the thinking in this arca and offered approaches
designed to improve and expand global education. Much of the
discussion about global education is remindful of Mark Twain’s
comment about education and reality. He said: *‘Tis noble to be
£0od. Tis nobler to teacher others to be good,” and, he added,
*‘easier.”” As educators we take responsibility for helping others
learn how best to understand and to participate in global affairs
which places us among the ‘‘noblest.’” Mark Twain’s comment
parallels another educational maxim that suggest another failing

6
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among those of us who advocate changes 1n schools. It states that
reformers are intense and focused when citing education’s failures,
but are expansive and general when proposing solutions.

Despite the contributions by .nesc eminent scholars as well as
by other lesser-known writers, a coherent and unified view of global
education has not emerged. It is still difficult to ind:cate clearly
how global education relates to the more traditional fields of study.
or what changes will or should occur 1n a classroom or school that
adopts a global perspective, or what changes would occur 1n a.com-
munity or nation that took global perspectives to heart. A good
start has been made, however, by Lee and Charlotte Anderson in
a very compelling scenario depicting soine of the characteristics
of a world-centered school.

A Personal View
In my view, preparing today’s students for participation 1n an
interrelated world involves much of what has traditionally been
included in interpational studies — the study of nations, geographic
areas, cultures, international organizations and processes, and
diplomacy. More, however, is required to understand and deal with
the connections and ties that today link individuals 1nto global
systems. What 1s needed is not so niuch to broaden knowledg2 as
to reinterpret 1t. For example, we cannot simply add women's
studies or Asian studies to international studies, we need to nter-
pret human interactions in terms of all human beings and cultures
and not just men or western civilization. A major problem 1n 1m-
plementing new ideas or programs is what to do with the existing
ones. We are hike the Austrahan aborigine who wanted a new
boomerang but couldn’t find a way to throw away the old one.
Also nceded 1s awareness. understanding, and shills for par-
ticipating in an interrelated world.
Such interrclatedness 1s illustrated by a quote from Jude
Waniski's book, The Way the World Works:
Someone buys a bottle of Coca-Cola in a shop in New
Delhi. The transaction not only adds to the revenue
of the shopkeeper, but to the revenues of Coca-Cola
at its Atlanta headquarters. There is also an in-
fimtesimal impact on the world sugar market, as well
as the markets for all other ingredients of Coca-Cola.
Coca-Cola’s shareholders and Jamaican sugar farmers
trade the receipts from the sale of that one bottl> in
further transactions that ripple again and again through
the world until every human being but the most remote
hermit has been touched in some microscopic way.
Ordinary acts of citizenship today need a global perspective. The
United States obviously requires the training of experts on global
issues such as arms control, population, food, environmental health,
or energy; it is equally (if not more) important to have a globally
literate population that understands how policy decisions relating
to these issues are made and how such decisions affect them —
how decisions made in other countries affect them, and how their
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choices of food, hfestyles, energy use, family size, etc. can affect
national policies as well as the lives of people who may remain
forever unknown to them. The consequences of Iiving 1n a global
society arc only beginning to dawn on many citizens, and it is dif-
ficult to turn loose of old, comfortable 1deas.

The traditional, nationalistic perception of the world exemiplified
on such slogans as **buy American,” and ‘‘American is always
best” are being challenged by the popularity of Japanese
automobiles, by increasing foreign investment, the increasing sale
of agricultural preducts abroad, and the large number of students,
business exccutives, and tourists from other countrics who visit
our communities. These same developments are increasing the
number of issues that state and local governments must deal with
that are inseparably Jdomestic and international. These
developments offer hope for the continued expansion of global
education, if we can but develop a framework that helps shed light
on the interactive nature of local, national, and global affairs.

International/Global Studies Objectives

Accelerating global interdependence places additional demands
on our citizens. For example, the subtle connections and linkages
which tie every individual's daily life into global systems provides
ncw opportunities to learn about and participate in world affairs
and requires new kncwledge, new skiils, and new sensitivities, in-
cluding an ability to:

1. wdentify . analyze, and understand maror historical events that
have influenced the globahization of human culture,

. comprehend long-term global trends such as population growth,
cconomic developnient. the patterns or resource use, the disper-
sion of nuclear weapons, and the possible consequences of these
trends for themselves and others:

3 identify in different societies and historical settings common,

human problems:

4 recognize 1n other cultures the needs, behaviors, hife ex-

periences, and existential concerns common to all;

t9

5. identify technologies, institutions, languages, and behiefs that
link people in many regions of the world:

6. idenufy the ways in which community and state are involved
in the transnational flows of goods. services, information, and
people.

7. reflect i the possible conseguences for sclf and others of dif-
ferent world views;

8. percerve that different ifestyles have different impacts on the
earth’s biosphere;

9. identify alternative choices facing public policy-makers, to
reflect upon the possible consequer... of alternative choices,
and to lend support to policy alternatives that seem most
appropnae.

Increasingly, 1t is necessary for U.S. citizens to embrace
simultaneously a local, national, and global perspective. The ability
of the United States to provide leadership 1n our rapidly changing
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world depends upon the attitudes and behavior of the general

citizenry. The values and perceptions of the public place hant and

help define the actions of political leaders. Thus, it makes a dif-
ference when the public believes:

B that r_sources are unlimited and we can continue to consume
as in the past or that we must develop new lifesty les that place
less demand on non-renewable resnurces,

B that the world is divided into warring camps of “*good guys™
and ""bad guys™ or that nations can differ without trying to
destroy one another;

B that foreigners are peculiar or that cultural diversity is the norm
and enriches human cxperience:

i that the United States can survive on its military and economic
strength alone or that few problems of consequence can be
resolved without the cooperation of many nations working
together.

The need for more public understanding and discussion of these
issues is apparent. The schools, the one institution which reaches
most citizens, plays a crucial role in such efforts.

Some Considerations in Conceptualizing Global Education

For purposes of curriculum planning and teacher education our
definition or concept must suggest a basis for learning that includes
or suggests concepts, shills, values. and awarcness. To some ex-
tent it must reflect reality. but it also involves a selection and
idealization of reality. It suggests what a mature. cducated person
should be as well as what a socicty wishes to become - or at least.
what those creating the concept wish society would become.

The task is to develop or select defimtions, goals. and objec -
tives that will help curriculum planners orgamize content and
teaching strategies within the Limits of time. resources. teaching
interest and capabilitics, and the limitations and supports prosided
by the institution. It requires simplifying the complex. ghiding over
nuances and ignoring an.biguities and incongruties The problem
lies not so much in accepting the concept 1 principle. but in mah-
ing it operational or living with 1t m practice

In practice, operationalizing a concept usually requires recon-
ciling the often-conflicting claims of society such as the traditional
academic disciplines or curriculum patterns. the mterests and con-
cerns of students, and the existing institutional arrangements These
influences rest on more basic assumptions, perceptions, understand-
ings. and values related to the meaning of reality, concepts of
human nature, and the nature of truth and knowledge.

In essence, the process of developing a concept of global educa-
tion is both intellectual and ethical. It involves an analysiy of -
dividual and social needs, including the student, the teacher, soute-
ty. the resources, including the materials and expericnces available
and the structures — the institutional setting. T process i also
an ethical one, involving implicit or explicit value assumptions
about the nature of the learner and his or her capacity to learn,
the role of individuals in socicty, 4 notion of “*what knowledge

Q
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15 of most worth,”” and assumptions about what will work 1n the
educational system.

Since what 1 taught 1n schools 1dcalizes the past, 15 selective
about the present, and projects an image of the future, there is plen-
ty of opportumty for differences of opimon regarding how the past,
present, and future should be conceptualized.

Global education challenges some of the basic assumptions and
influences which undergird the dominant models of education that
have prevailed in the United States and much of the industrialized
world for the last few centuries. Is it any wonder that a number
of troublesome issues confront us? Among these assumptions are.
1. The world 1s essentially rational and we know it through the

hard sciences;

. We can control our physical environment through technology;

[

3. Burcaucratic orgamzation and the technology of human behavior
enables us to control our human environment:

4 Change is growth and growth 15 progress, stability results 1n
stagnation and decline means decay:

5. Materialism is a major operating valuc. It emphasizes the con-
sumption of goods, services, and experiences;

6. Individualism 1s a crucial value stressing competition for scarce
resources and status;

7. Pragmatism, stressing how more than why, 15 desirable,

8. The schools” functions are mainly to socialize children and youth
1n these principles and to sort student chienteles 1nto various
academic and vocational slots.

Soutety 15 viewed 1 terms of nation-states that seek economic
growth in terms of gross national products, certain patterns of pro-
duction and consumption, and provides protection for their citizens
by mobilizing for the common defense. Courses of subsects are
spectalized bodies of hnowledge that students ““take’ and are
“graded 0. Students are largely consumers of education, to be
trained. sorted. and socialized for spectalized tasks of society. The

school system reflects the industrial system, using similar manage-
ment techniques, the same vocabulary regarding achievement, and
the sanie criteria for efficiency. These assumptions and influences
undergird a concept of education that 1y coherent and consistent
with the expectations of a modern, industriai society.

Increasingly, the sources in which many of these assumptions
and influences are rooted are undergoing transformation. Notions
of individualism, nationality, confidence in suence, technology
grow.h, and progress are bemg called into question. The process
of reflection and questioming 15 found not only among youth, in
the women’s movement, and 1n nunority groups but also among
futurists, scholars, and some government leaders.

On the glubal scale a new sense of interdependence seems to
be emerging, new scarcities and general social and economic n-
stability scems to be underniming the social consensus on which
the exnting models of educat®on are based. Global cducation with
its emphasis on the mterrelated nature of the modern world and
the global nature of many of today’s probiems offers a4 contrasting

&




LOUISIANA SoCI1A

L

STUDTIES J OURNA AL

model.

It is against this backdrop that the issues stemming from the con-
cept of global education need to be considered.

Conceptualization alone will not solve such problems or eliminate
disagreements. Agreement on the nature of human nature or the
purpose of society or of the schools is not likely to be rcached in
any foresccable future. Conceptualization is a never-ending pro-
cess, taking into account present conditions, future needs, and the
process of change. Appropriate or adequate conceptualization, hke
policies, cannot be determined purely through rational analysis.
Those responsible for education depend upon the support of varicus
groups — taxpayers. unions, professional associations, publishers,
accrediting agencies. Program decisions are more often outcomes
of struggles for control or support rather than dispassionate 1n-
tellectual inquirics about the ideal form of education. We must learn
to use our windows of opportunity — the moon landing, oil crises,
trade deficits, etc. to create safety nets for global education.

Questions and Issues
As global cducators have proposed various ways of improving

and expanding what is taught in schools about tt2 world and how

it worhs, a variety of issues have emerged. Among the real and
imagined issues raised by current coneeptions of global education
are:

1. Wil placing human affairs in a global context undermine na-
tional loyalties? Wiil study of our role as members of the human
species and as inhabitants of planct Earth undernune our com-
mitments to humanity more generally. lessen our resolve as
citizens of a particular country, and leave us vulnerable to
manipulation by other nations and people?

. Is global education basic and nceded by everyone or s it main-
ly for the clites in our and other socictics?

3. What values are implicd by the vanous conceptions of global
education? Are these values in keeping with traditional American
values as operationalized in the schools?

4. Is the term global education a misnomer given the fact that 1t
is largely a product of U.S. educator’s efforts?

5. Can global education be conceptualized in such a fashion as to
satisfy those whose major interest 1s multicultural, bilingual.
ethnic heritage, economic, law-related, citizenship, or other
special focus?

One especially troublesome set of 1ssues centers around the ques-
tion, “*Is global education basic for everyone or 1s it only for the
elite?"” Can it be conceptualized 1n a way that makes 1t different
from the traditional elitists study of foreign policy or national
security issues? Is global education another special culture or
language or can it become a common culture or a common
language? Are the values and dialogue associated with global educa-
tion such that every interested person regardless of his or her
knowledge and expenence can participate in the discussion?

How we understand what is going on aronnd us is largely a matter

to
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of the images or the perception of reality we hold. The basic orien-
tations provided by such images do not really change readtly. Those
individuals who share sinular images tend to flock together. Due
to this sharing they give the wnpression that the whole world 1s
a reliable und reasonably understandable place where everybody
appreciates and understands the same thing. A comnion culture.

A common culture has been the pnmary guide to conduct for
the majority of ' > members of every organized human society.
Possessors of special culturcs and knowledge have enjoyed extraor-
dinary status and privileges. Pricsthoods, intelligentsia Iving close
to the powerful have pursucd the specialized arts of learming.
Luterary . philosophical, and scientific traditions had their origins
in the strongholds of special cultures.

How far removed these tmages cultiy ated in the speial cultures
are from images shared in the common culture 15 illustrated by
an observation Goethe made over a century und a half ago.

Mathematicians are like Frenchmen;

Whatever you say to them.

They translate into their own language:

And forthwith 1t is something

Entirely different.
Since Gocthe's time, a revolution has oceurred 1 the spread of
special cultures requiring special learming and claborating special
perspectives. Modern socicties are replete with special images and
special cultures so much so that commion culture scems less viable.

Common agreement on what 15 real. true. or important 1s
threatened by growth of many specialized perspectives. Is global
education just one more special perspective? Are we doomed to
translate what 1s happemng around the world into our own com-
fortable culture perspective? Those who have traveled or studied
the world from hohstic perspective through religion, philosophy,
or other means and have comic to see the world as one, may be
seen as fuzzy-nunded. dangerous, or unpatriotic by others wno
have a much more traditiondl view of the world. Cultuial na-
tionalism or protectionism may seem an anachronism to many in-
ternattonlists whose image of the world 1s donumnated by the no-
tion of a global village. but the practice is sull widespread.

This issuc mamfests itself 1n many forms. none more explosive
than 1n the context of national loyaltics versus commitments to
humanity morc generally. Harold Lasswell, 1n a speech given at
the 1908 NCSS convention, highlighted this issue. **All men are
by birth human. They belong potentially to the nation of man. But
at birth all men are ab orbed into territonial and plurahistic groups
whose members may deny the claim of the whole commumty to
have the final word in conflicts among lesser entities.”” Identity,
loyalty, obligations. responsibility, privileges, rights, and duties
have long been associated with individual menibership in various
soctal groups — none of these affiliations are more demanding and
more pervasive than those associated with nation. The terms global
village, global scuiety. and global perspective are widely used by
internationalists today . Reststence to this view 1s widespread, many
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people fear that the inculcation of **global™* values — of a world
view — will weaken us as a nation and expose us to manipulation
by other nations whose perceived self-interests are different from
ours.

This issue can, of course be put in the context of the controver-
sy surrounding the teaching of values In presenting a broad
perspective from which we seek to understand the present and
visualize the future, global education challenges many of the values
and assumptions which undergird dominant educational patterns
in the United States and the industrialized world. The question then
includes not only what values should we teach (for those who favor
the teaching of values) but the question of to what extent should
values be dealt with at all.

Even among those who are favorably disposed toward a
humankind perspective this issue poses a classical dilemma, If
I restrain myself in the nterest of the common good. how do 1
know others will do so as well”™" But neither innocence nor g
norance is likely to protect us from manipulation. winch suggests
we must sech out the mternational facts of hte.

Another related question is. can we globalhize our thinking wathout
including people and perspectives from other areas of the world
in the planning and implementing of proposed programs’ 1s the
term meaningless if we linit our discussion to global education
in our own national context? Can there be a truly global cducation
movement of the magnitude required to meet the challenges of our
global age without the involvement of mullions ot people the world
over?

There is no universal language. no single global institution
suitable to promote the global dimensions of education How can
the necessary networks. communication. and jomt cfforts be
developed? Creating such institutions involves much more than
merely extending existing national mstitutions. Wheire agreed-upon
areas of international action cxist i such ficlds as health, air traf-
fic. or weather observation they have been negotiated specifically
in absence of general policy.

In the Untted States, traditionally, learnig about others who see

the world differently has not been given the attention 1n our schools
that American ideas and values have received. Many Americans’
natural heritage 15 outside the Umted States. This seems to have
ereated a situation in which we feel obligated to constantly repeat,
recite. and reaffirm our U.S. heritage. This tradition may be
weahening. Increasing emphasis on ethnicity 1s occurning, and 1t
15 upsetting to many who value cultural homogeneity . Increasing
recognition of the importance of cultural diversity and differing
personal roots 1s occurring. Ethmaty may . of course. merely pro-
duce **dual ethnocentrism,”” but 1n a broader context it makes diver-
sity possible. Can global education offer 4 context within which
peoples living in the 160-plus nations are seen as members of a
single species with similar motives and feelings? Can such a con-
cept help individuals see other nations not only as abstractions but
as people very much hike themselves? The proposed increase n
the study of other languages may also help. Children who grow
up hearing a second language and learning that there 1s always more
than one way to say something or to interpret anything may bc_
less likely as adults to think that any one way 1s necessarily superior,
The importance of language, of the study of culture. of the sy stems
approach which seems a natural i global education raises another
question. Is 1t possible to conceptuahize global education in a way
that satisfies those whose major interest 1» multicultural. bilingual,
or ¢thnic hentage education? How much unity . how much diver-
sity . wan and should global education promote?

‘The problems or 1ssues that surround the global education move-
ment are reflections of the conditions of our society. For in periods
of transition educational planners must deal with competing im-
ages. Insuch circumstances a single dominant pattern 1s unhb.cely
to emerge or be widely accepted. What coherence there 1s must
comie from approaches to the transformation of the present and
the posaibilities of the future,

James M. Becker s Director of Internationag! Studics in Schools
at Indiana Universaty
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Toward a Coherent Curriculum for
Global Education

James M. Becker

A growing recognition that their lives and hopes for the future
arc increasingly hnked to cvents and developments around the
world has created a variety of responses from political lcaders.
educators, and ordinary citizens. The National Governors Associd
tion meeting in New York in December, 1987 called a global
perspective a “'hey to prosperity. ™" A report released in 1987 by
a study commission made up of nationally known eddeators
cluding Clark Kerr. President Ementus. Umversity of Calitornia,
Harlan Cleveland, Dean. Hubert H. Humphrey Institute of Public
Affairs, and John 1. Goodlad. Director, Center for Educational
Renewal. University of Washmgton, recommends ¢ nationwide,
intensive effort to improve and expand globa! cducation in the na-
tion’s schools.

The Stiie of the World 1987, perhaps the most complete, up-te
date, readily avarlable reference to the World's resources provides
further cvidence that effective atizenship today requires ¢ global
perspective.

The authors of this report note that hopes for mecting the needs
of our soctety without dininishing the prospects of future genera
tions can only be accomphished if o sutficient number of citizens
understand and are concerned about global ssues. They te a
dramatic increase 1n the scale of human activities and the resultant
pressures on the Earth’s resources as a challenge that can only be
met by a well-informed citizenry with a global perspective.

In this article the author mahes a case for improving and expand-
ing the global dimensions of cducation, ating evidence presented
in The State of the World along with the grester intermixing of
peoples and cultures, and the changing role of the United States
in world affairs. as conditions requiring new cducational responses.

The author provides a context and a rationale and suggests some
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arcdas that need emphasis 1if U.S. atizens are to play effective roles
in an increasingly interrelated world.

Increasing Population, Industrial Production, and Pressures
on the Earth’s Resources

The scale of human activities on planct Earth has changed
drastically since 1950 Between 1950 and 1986 the number of
human beings doubled. Per capita income aiso doubled. Within
a single genceration the global output of goods and services
quadrupled. A great variety of technological developments con-
tributed to the cxpansion. none more so than the growth of fossil
fucl use. Between 1930 and 1986 world fossil fuel consumption
tncreased four-fold parallehng the growth in the global economy.

The dramatic rise i human activity has increased pressures on
the Earth’s resources. To date. advanaire technology and cheap
energy seem to have overcome a growing coneern about these
developments  Nonetheless the negative side effects of this cen-
tury s twenty fold expansion of cconomie activity ere beginping
to surface Chernobyl. acid rain. the energy crises, Bhopal, and
uther industrial disasters serve to renind us that the pursuit of
ceonomic growth without adequate protection of the environment
exacts a high price. The question of how much global economie
cxpansion the Earth's natural systems can sustain remainy
unanswered.,

Lester Brown i State of the World 1987, aotes that “*a sus-
tatnable society satisfies its needs without dinimishing the prospects
of the next generation. ™ Contemporary society may well fail to
meet this criterion. Meeting the needs of today *s inhabitants of
planct Earth wathout diminishing the prospects of the next genera-
tion 1s unlthely to oceur without considerable change worldwaide
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in the political and cconomic environment. Increasing the number
of people who see clearly the relationship between ndustrial
development, population growth. and environmental health is an
csszntial clement in hopes for creating a sustainable socicty

Government policies regarding these issues are likely to change
only when informed and active citizens make known their con-
cerns. Since there are global issues remedial efforts must be
worldwide in scope.

Increasing Transnational and Intercultural Interactions
Advances in mass communications and transportation together
with increases in population and wealth have brought about a
greater intermixing of peoples and cultures than ever before To
duy people. goods. information, and resources move freely aoross
national boundarics. National economics have become so internag
tional that a leading Japanese industrialist comments. **The world
has entered the age of . . the borderless economy . The con
tinuation of these developments
nections — guarantees even more widespread and increasing cross

cxpanding transnational con
cultural and cross-national contact . . fow indivaduals will escape
being toached in some way by intercultural expericnce. Eduea
tion designed to help children and youth participate in today s world
must have an intercultural dimension. The importance of inter
cultural sensitivities among citizens of Western nations is apparent
in the changing demographic patterns. In 1900 more than 30 per-
cent of the world's population was i western nations, today 1t 1y
14 percent. It iy estimated it will shnink to 9 percent by the year
2010. The current 5 billion world population is 18 porcent white
and declining.

Given the diversity of human espertence. the challenges of 1n
ternational understanding are monuriental. As yet. no universal
history of human development has heen wnitten. There are many
contlicting accounts of events from differing nationalistic and
geographic perspectives Reconaling these differing views has only
begun to attract « sizeable number of historians. 10 apparent that
the type of history tanght todey will have to be drastieally changed
to prepare people for a world where all cultural groups are i con
tact. Newer broader more inclusi ¢ perspectives will be required
New myths and new sy mbuols to help extend our loyaltics 1o the
entire human race and to planct Earth as our common honie are
needed.

The Changing Role of the U.S, in World Affairs

The decades following Worltd War 11 are often wited as the
“golden age™ of American power and infliuence in the world By
1950 the United States produced one-third of the world's exports
Until the late 1960s the U.S. nuclear superiortty was seen as the
free world's uitimate security guarantee. The United States had
a network of political and military alliances encircling the Sovict
Union and China. The United States dided and abetted an ceononne
order featuring free trade and fixed exchange rates. Large scale
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ceononue and malitary asd was used to strengthen underdeveloped
countries against leftst ideologies. It also provided ar outlet for
United Stutes manufacturers and surplus food. The Peace Corp. the
Fulbright Exchange Programs. the United States Information Agen-
«yoand the U S, Foreign Service helped o create a positive -
age abroad.

United States imvolvement in the Victaam War ended the post
World War I1 consensus on foreign policy. Congressional involve-
ment i foreign policy challenged the president’s role. Lobby and
pressure groups burgeoned. At the same time distinctions between
domestic and foreign issues became blurred.

Changes in the making of U.S. toreign policy weie accompanied
by several developments abroad that added to o relative dechine
of U.S. power an the world. The anternational pohitical and
ceonomie environment changed drastically between 1950 and 1980,
The rumber of nations in the world more than doubled. The Soviet
Union engaged ina massive military buildup and the bipolar world
of the two superpowers was replaced by a multpolar one with
Japan, Ching. and Western Europe as important actors. In fact by
the late 19805 Japan’s gromang ceononue strength seems to be
dislodging the Umited States as the donnnant economie power m
the free world, The transiion from U.S. post-war donians.e to
sonie new alignment creates unusual challenges to ¢ nation ac-

customed to constdering atself number one,

New Challenges for U.S. Citizens

Governments are unlihely to change present polices without
pressare from the people. For people to respond to these chang-
mg conditions — to today *s global challenges such as cross-cultural
tenstons, ceononue and  envtronmental threats, and changing
yohtical power relationslips  they must cross what Harvard
LUnisversity Professor Harvey Brooke calls “perceptual thresholds.™”
That 1s. cnough peaple must see the situation or threat for 4 cogent
respunse to oceur. Informiation, know ledge. and understanding are
the hevs to crossmg such thresholds. Unul public concern s
mantfest 1t s unlihely any action will vccur. The mformation and
concern that undergirds change may come in dramatic torm such
as the aucdear power acadents at Three Mile Island or Chernoby|
or the caergy crises of the 1970s. But such events are Iikely to
result in effective, desirable action only when our aitizens are
prepared to see them m a global context. Even more cruc.al is the
nced for political leaders to see our predicament in a broad historical
contest. The ery today for more emphasts on the traditional, nar-
row . natwonalistic U.S. and western oriented history secims especial-
ly nusplaced. Paul Kennedy Dilworth, Yale University Professor
u History nhes wadely prodammed. The Rise and Fall of the Great
Poone Bconomue Change and Miditary, Conflict from 1500 1o 2000
states. U You only properly anderstand yonr tv.n country ahen
you remove the cthnocentrie spectacles, examine the history of
uther countries, and put y our own nation wathin the larger context
of global developments.” Studying U.S. history as part of the
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world’s history requires a global perspective.

Today worldwide interdependencies affect the quality of the air
we breathe and the water we drink, the price of gasoline, sugar.
coffee, and many other products we buy, our tax level, the size
of our armed forces, the level of employment and inflation. to say
nothing of our hopes for the future. Internationalization 1s occur-
ring in all dimensions of culture n technologies. nstitutions.,
languages. and beliefs.

We can no longer 1solate ourselves from the world — to act
unilaterally — without suffering what Harvard pohitical economist
Robert Reich calls the boomerang effect. Our way of life 15 shaped
by and dependent upon a $50 tnillion annual flow of global capital,
a $2 trillion current of trade and investment in goods and services,
a vast sea of information and technology . and a swirl of political
forces emanating from every region on earth.

Uniwaterally getting our way 15 no long *r possible There are
now several other nations who are as pro luctive as we are. as com-
petitive in world markets, and potentially as deadly Enmeshed
in a global system that has no clear boundaries our actions
reverberate through this system and to our consternation bounce
back. The boomerang principle takes effect when one actor in an
interdependent system attempts to act umlaterally . in ignorance or
defiance of other actors in the * vstem.

The transition from a posiu a of dominance to one of sharing
with other nations much of t~ power and influence we once as-
sumed was ours creates a critical need to reassess what we, the
citizens of the warld’s oldest republic, need to know about the
world and our role 1n it

Citizen Fducation in a Global Age

The ncreasing internationalization of society and n-
terdependence among peoples and nations makes 1t imperative that
citizenship education — a traditional and essential component of
education in the United States — have a global dimension. Ac-
celerating global interdependence places additional demands on our
citizens. For example, the subtle connections which Link an 1n-
dividual’s daily life with global systems provide new opportunitics
to learn about and participate 1n world affairs and renew hno ledge.
new skills, and new sensitivitics.

Increasingly, 1t is necessary for U.S. citizens to embrace
simultancously a local, national. and global perspective. The ability
of the United States to provide leadership in our rapidly changing
world depends upon the attitudes and behavior of the general
citizenry. The public’s values and perceptions place limits on and
help define the actions of political leaders. Thus, 1t makes a dif-
ference whether the public believes.

W that resources arc unlimited and we can continue to consume
at an increasing rate or that we must develop new hifestyles that
place less demand on ran-rencwable resources.

W that is world is divided into warring camps of **good guys™
and *‘bad guys™* or that nations can differ without trying to
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destroy one another.

B that foreigners are peculiar or that cultural disersity 1s the norm
and enriches human experience The need for more public
understanding end discussion of these 1ssues 15 apparent.

The schools, the one mstitution which reaches most citizens, play
a cruaial role in such efforts. Teaching for a global perspective
imvolves much of what has traditionally been taught in the social
studies: the study of fanuhies around the world. world geography,
world history and cultures, and international organizations, pro-
cesses, and developments. More, however, is required if students
are to understand how the world works. The implications of the
increased scope of human interaction on planet Earth must be ginen
more attention. We cannot merely add to 4 aitional social stulies.
Astan studies. women’s studies, or environmental concerns. Rather
we need to rethink, to interpret human interactions in a larger con-
text including a wader range of human experience. The history and
conditions of all human beings and cultures — not just male heroes.
wars, and western cnvilization — must become the focus of our
attention.

What images of the w orld and the way the world works are rein-
forced or challenged by what happens in classrooms across the
country today > We all have images of other nations and peoples
as well as of international events and processes. In some cases these
are based on experience. study . and empathetic understanding. Im-
ages can also be sumplistic, inaccurate. and unkind.

The danger of simplistic notions of peoples and cultures 1y
recogmzed in the preainble to the constitution of UNESCO which
states. “*Since wars begin 1n the minds of men. it is in the minds
of men that defenses of peace must be constructed ™ Judging by
the violence and tension in today s world one can only conclude
that the number uf people with 4 rich, positive, hopeful image of
the world 15 far too small.

Some Suggested Areas of Emphasis
Harlan Cleveland suggests today s children are part of g new
manifest destiny . less assertive and pretentious, y ot worldwide in
its seope of action He argucs that 4 feel for world aftairs is a re-
S. aitizenship Noting that the facts that children
unhhely to be true for as long as it takes them

yguirement to

learn in sche

to grow up. nie . lieves they are better off to develop 4 durable

feel for:

B Their ov n basic huinan needs. and theretore the needs and
aspirations of people everywhere,

B The interrelated global Changes that will provide most of the
context for their 50-plus years of adult hife.

B The limited uscfulness of violence and the wideming dimensions
of “"national security

B The rolling global readjustment in what people produce and con-
sume and do for a Iiving, which will affect the jobs and careers
of cach grown-up child

M The lesson front history that it is often possible for people., and
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peoples, to resolve conflicts and work together.

B The cultural diversity and mandatory pluralism of a world with
nobody in charge — and therefore everybody partly in charge.

B The nature of leadership in such a world — since whatever the
issue, the United States is bound to be elected to the global ex-
ecutive committee that must deal with it.

In the United States Prepares For Its Future: Global Perspec-
tives in Education, four themes are identified as basic to the
development of a global perspective. They are:

1. Understanding the interdependent nature of the world in terms
of its physical, biological, economic, political, and communica-
tion systems. Drawing largely on the work of Kenneth Boulding,
the Commission suggests that relationships such as the impact
of the burgeoning human population and increased industrializa-
tion on the Earth’s non-renewable resources and on political
and economic choices and consequences is at the heart of global
education.

2. Knowledge of the development of the world’s major civiliza-
tions. A historical perspective that enables students to place
themselves in a temporal sequence that has a future as well as
a past is seen by the Commission as an important element of
a global perspective.

3. Understanding one’s own and other cultures. The Commission
advocates that students study their own and other cultures in
order to better understand and appreciate the diversity of values
and cultural systems found around the world.

4. Preparation for public policy decision-making. High priority

is given to preparation for citizenship — *‘students should ac-
tively engage in analytical and creative thinking . . . sharpea-
Q
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ing their ability to recognize concepts, problems, and issues,
to define them, to identify information needs, to analyze alter-
native solutions, to calculate costs and benefits and to make
responsible public choices. The Commission makes a clear
-.dnction between priblic judgement and public opinion. They
maintain that opinions often suggest lack of information,
forethought, or serious consideration, while public judgement
arises only after people have been exposed to the arguments
for and against various positions and have thought deeply enough
about the issues to accept the consequences of their beliefs. A
major purpose of global education is to create a context and
provide information needed to help citizens niake intelligent
choices about public policy issues in an increasingly iaterdepen-
dent world.

Though a coherent conceptual framework has not yet been de-
vised, some possible models have been proposed and some exciting
teaching materials and strategies have been developed. The increas-
ing number of statements, programs and instructional materials
promoting global education attest to its growing importance 1n our
professional priorit.es.*

*Sec Global Resources: Teaching about global educativn. ERIC,
SSDC, 2805 Easr 10th Street Indiuna University, Bloonungton, In-
diana 47405, for an up-1o-date li.t of orgamizations, repor:s, and
materials.

James M. Becker 1s Director of International Studies in Schools.
{ndiana University.
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The Challenges Facing Global
Education

Devon J. Metzger

It is well known that our school-age children are globally il- lack of knowledge and training can result in educational malprac-
literate. Surveys consistently find that our youth know littie about tice; that is, the teach.eg of inaccuracies. myths, and distortions
their world — and what they do know is often distorted. ‘‘What detrimental to international understanding and perpetuating the cy-
the United States does best is to understand itself. What is does cle of global ignorance. Even if teacher education programs were
worst is to understand others.” (Lubeck 1988). Sadly, this self- to make the necessary changes in their curricula to correct this
centered perspective contradicts reality. We are a nation existing oversight, the challenge of educatirng currently practicing teachers
in an interdependent world, and a nation uninformed about its part- would remain. In other words, in addition to needed changes in
ners. Nevertheless, it seems a safe assumption that most of the teachier preparation programs. staff development ard in-service
readers of this article prefer that our youth approach full-fledged training is needed for educators who are presently teaching.
citizenship with an international and/or global perspective. Fur- Another barrier to including global education in tire social studies
thermore, it seems likely that a very large majority of social studies classroom is the quality of teacher instruction. The very nature

educators in this country equally subscribe to this preference. Why, of global education mandates that conflicting 1deas and concerns
then, does international understanding and global awareness, widely be introduced. investigated, and debated within the context of
accepted as an important and valued social education goal, have higher-level learning. According to Goodiad (1986}, this approach

such a difficult entry into the social studies classrcom? The reasons to tnstruction is unlikely to happen: ‘‘the dominant methods of
are many and varied. The following discussion will offer some classrooms — lecturing. telling, questioning by teachers, and
insight into the expected challenges facing global education in our passive listening and perfunctory performance by students — sim-
social studies classroom? ply do not provide for student involvement in either 2n intellec-

Perhaps one of the more obvious barriers to including global tual dialogue or other activities requiring high-level cognitive func-
education in our sicial studies classrooms are the teachers tioning.”” Dealing with conflict and confronting opposing positions
themselves. Teacher:, like American citizens in general, are not in the social studies classroom is more easily avoided than con-
well-informed about world issues and cultures and the realities of scientiously planned for and pursued. It is simply easier to pre-
global interdependence. Furthermore, although social studies sent an unopposed viewpoint, especially if it is a safe position
teachers have 'iad at least one world history course (usually a and, or a position espoused by the teacher. The larger community
history of the Western world}, it is unlikely that their teacher may also hold values that discourage the teaching of controversial
preparation program offered any courses or experiences that would 1ssues, and teaching a global perspective can present issues and
assist them in developing an authentic global perspective. Conse- ideas that confhict with the parochial views of the local community.
quently, teachers who are knowledgeable, aware, and open to a For teachers of younger students, controversial issues are
global view do not often have the skills and training to systematical- sometimes avoided because there are often no simple solutions and
ly teach a global perspective. For less enlightened teachers. the children may oe required to confront grim or disturbing realities

Q 13
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(Snow, March, and Burt 1985). There are clearly ways to avoid
unnccessary student fear o1 worry, but ed'icators and parents may
prove uncomfortable with upsetting youthful idealism. Never-
theless, teachers often do not have uie training to properly teach
controversial issues and viewpoints. Expanding instructional ap-
proaches to include the process of open discussion and free inquiry
requires a teacher who is comfortable with tentativeness and who
has learned the importar:t attributes and appropriate structure that
is integral to active student investigation and learning.

A third barrier discouraging the inclusion of global education
in the social studies classroom is curricilum rigidity. Whether more
real or imagined. most teachers feel tightly bound by a state,
district. schooi. and/or department curriculum. There is no ques-
tioning th * the school programs are crowded, and it is equally
certain that niandated curricula exist and are imposing. Attempt-
ing to make room for global education in the curriculum schedule
is a difficult, sometimes impossible task. An alternative approach.
and an approach recommended by mest global educators. is to 1n-
tegrate global ideas and concepts into the prescribed curriculum.
Teachers who are aware and knowledgeable about the complex-
itics of the global system (un integrate a global perspective into
the social studies curriculum. It is discouraging to know , however,
that “studics of schocls reveal relatively little attention to the
political. econumic, ard belicf systens of other countries. to say
nothing of world systems.™ (Goodlad 1986). The responsibility
fcr change. therefore, reverts back to properly educated and trained
teachers. teachers who are prepared to integrate a global perspec -
tive into the school curriculum.

A fourth barrier to pursuing global education is considered by
some to be the most insidious barrier. For many teachers, the om-
niscient textbook dictates what will or will not be taught. Unfor-
tunately . teacher textbook addiction can translate into student learn-
ing that mitigates the importance and distorts the reality of glotal
inte dependence. Although some textbooks consciously avoid
cthnocentricism and give systematic attention to international
awarencss and understanding, man; textbooks do not get passing
marhs. Twenty years ago, as a begi ining teacher. I was given my
first history textbook. While I cannot remember the text, I have
not forgotten the titles of two chapters. One was entitled, **Canada.
Understanding Our Friendly Neighbors to the North.™" A second
chapter was called, “*Mexico. Helping Our Poor Neighbors to the
South.”* Most textbooks are no longer as overt with the  bias. but
they may be no less harmful. Subtle messages that reflect cultural
stereotypes and narrow political perspectives can escape 2ven the
most globally aware teachers. For example, a recent study (Ander-
son and Beck 1983) investigating children’s books and textbooks
and their view of Central America, concluded that, **. . . children’s
bouk. and learning materials included in this study have students
poorly prepared to understand events in Central America. confused
about the countries and governments there. and alienated from Cen-
tral American people and their culture.”
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To perpetuate a global perspective. it will be necessary for
teachers to become acutely aware of textbook bias (perhaps even
usc textbooks bias to investigate attitudes alicn to international
understanding), and to broaden curriculum and instruction materials
to include readings and expericnces that foster global awareness
and understanding. **Until recently, textbook publishers were un-
willing to produce texts or supplementary matenials which included
global topics.”” (Smith 1988). Now . more and more global educa-
tion materials are becoming available to our schools, but nade
quate material resources, due to underfunded project centers, con-
tinue to provide a level of frustration tc educators ready to incor-
porate global education in their social studies classrooms. As the
global education network 1s expanded, and as more matcrials are
developed and shared. the opportunity to teach a global perspec-
tive should become a more manageable challenge.

A fifth barrier has less to do with the school and more to do
with the individual student. Both the individual attitudes that are
brought to school and the developmental learning process can pro-
vide barriers to successfully teaching global awareness if they are
not properly understood and considered. Torney (1979) identifies
four types of “‘within-individual " obstacles that can frustrate ef-
forts toward developing a global perspective. cognitive, attitudinal,
personal. and communication barriers. Although Torney discusses
each of the four obstacles at length. a brief discassion will follow
here.

It seems the period of middle childhood. usually around the age
of 11, offers the optimum time for students to more willingly learn
about and accept people who are different than themselves. Before
this relative age. comprehension is more difficult, and after this
age — around age 14 — adolescent attitudes become less pliable.
Consequently. when students have not been given the formal op-
portumty to develop a global perspective by the time they enter
high scheol. the challenge obviously becomes more difficult.

Another obstacle concerns the students” international socializa-
tion. Students at a young age develop a strong sense of nationalism.
Certainly a positive national attachment 1s desirable, yet a very
strong attachment can interfere with understanding and appreciating
diversity and can contribute to a good/bad view of the world’s na-
tions and people. Elementary students especially need careful
assistance in comprehending our pluralistic and global system.

Personal and motivational obstacles include three simiar con-
cerns. The first concern is with self-esteem. It is widely known
that a positive self-esteem 1s important to an ndividual’s growth
and development. However. individuals ith a very hLigh self-
estcem may tend to look upon others as infertor. Likewise, the
same individual may hold his or her nation at an unrealistically
high chauvimstic level, and therefore see other peoples and na-
tions as inferior. Rogers (1980) has suggested that teachers en-
courage students to perceive their country as “*most dear™” to them,
rather than their country as *‘number one.”” This change in perspec-
tive helps to climinate the unnecessary ranking of nations and
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Another concern is the need of some students for saraeness, and
the need of others for novelty and diversity. It 1s suggested that
determining the different needs of students can be important to how
a teacher approaches pianned intercultural lessons and experiences.
A similar diagnostic process involves a third concern. Deciding
whether a student is basically active or passive can help a teacher
select appropriate global education activities and experiences.
Understandably, active students scein more easily involved in
global education activities and experiences.

Still another concern is the spoken language. Cinldren. more
than adolescents, stress language as the major reason fur national
differences. Language awareness can easily foster ethnocentrism
if the perception 1s that the way a child speaks 1s the “*normal’’
way to speak. It is critical that the early years of education include
integrated cultural and language study. If this does not happen,
language, as a sociahization mode, can become an obstacle to global
understanding.

A sixth barrier to the acceptance of global studies in the cur-
riculum involves the mass media. which are major socialization
factors in the lives of stucdents outside of school. The media,
especially television. too often present glaring and distorted
stereoty pes of nations and peaple different from our own. Movies
also contribute to misperceptions and negative stercotypes. and
newspapers and magazines can cause students to simplify other-
wise complex international issues. Furthermore. given the sensa-
tiona! approach of the news media. students often percen ¢ the in-
ternational society as hostile. explosive. and full of catastrc phe.
If social studies educators are serious about teaching a global
perspective, 1t is imperative that attention be given to helping
students become intelligent and critical media consumers

A seventh ““potential ™ barrier 15 represented by the sertously
debated controversies surrour aing the existence of global educa-
tion as a now maturing subject of study . Global education has come
under the expected scrutiny due a subject of study that has gained
a very small, but firm foothold in American education over the
last 20 years. Not unlike the recent emergence of women's studies.
there comes a time when even the foundei s and friends of an emerg-
ing field of study are required to take a hard look at what they
have become, carefully crtiquing their purpose and direction, iden-
tifying misguided intentions and questionable materials, and con-
fronting serious criticism and public opinion. There are essential-
ly four issues of controversy that descrve both our attention and
eventual resolution if they are to avoid becoming real barriers to
including global education in the social studies classroom.

The first criticism clains that global education has the potential
to compete with and therefore weaken the fundamental or tradi-
tional social studies curriculum. The critcs contend that introduc-
ing global education into the social studies classroom will ultimately
serve to keep Americans ignorant about their own history, culture,
and traditions. A second criticism charges that global education
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cannot be considered a serious subject of study The critics judge
global education as formless and without substance. an interest that
1s more process and attitude than content or defined discipline. A
third criticism 1s the most popular among global education critics.
Conservatives. primarily. claim that global education endangers
our national security. By mtroducing the concepts of spaceship
Earth. global village. and world citizensiup. we are alse introduc-
ing concepts damaging to nationalism, and thus eroding our shared
national identity and comnmon culture. A fourth criticism points
to moral relatissnt as a concomitant ally of global education. The
critics pereeive the teaching and developient of a global perspec-
tive as also blurring the boundaries between nations and ideologies.
boundaries that offer dramatic and distinctise differences, dif-
ferences that have everything to do with decisions about human
dignity, ocial justice. freedoni. and repression. To reiterate, these
four criticisms must be carefully weighed and considered, and
ultimately resolved to avoid becoming barriers to global education.

In conclusion. it is important to restate the essential purpose of
this article. understanding the ba. riers to teaching global educa-
tIor. 15 to increase the opportunity for overcoming the barriers.
Although the challenges can sometimes be difficult and frustrating,
they need not be insurmountable. The social studies teacher who
believes in and 1y committed to the purpose and goals of global
cducation cun present an international perspective in the social
studies classroom and sy stematically integrate global education con-
cepts into the formal social studies curriculum. Teachers must also
of their become
knowledgeable about complex global reaiitics. and broaden their

become more aware own world view.
nstructional approaches to include more challenging levels of lear-
ming. Equally important 15 the critical task of soliciting textbooks
and curriculum materials that reflect an accurate and unbiased
global view. Fu.thermore. global education can become a part of
the cveryday social studies classroom by integrating important
global education concepts into the curriculum rather than competing
with an already overcrowded and established curricula. Teachers
can also enhance the chances of students being more receptive to
global education by diagnosing individual learning needs. learn-
ing styles. and developmental stages. In addition. teachers must
be sensitive to influential forces outside of the school. and offer
counter-soctiahzation experiences that help students balance opi-
nion and become intelligently aware of media simplicity and bias.
Lastly, educators 1n gencral must rationally consider and solve the
criticisms that face global ecucation

The importance of helping students learn about their interdepen-
dent world cannot be underestimated. Each new generation of
youths becomes mexorably more involved in a shrinking world
and a more complex international socicty. It 1s imperative that our
student.. devclop and achieve some sense of their global crtizen-
ship. There 15 simply no other chotee if global survival is the

deciston.
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Is It A System?: Building a Global
Perspective in the Elementary and
Middle Grades

Ann V. Angell

Helping students think about their world as a system may be an
inportant key to the development of global understanding. Systems
thinking uses the concepts of interaction and interdependence to
explain how the componerts of a complex situation funcuon
together, producing effects which none could produce alone.
Because the structures and functions of a system are interdepen-
dent, change in any part of a system affects all of the other parts.
as well as the whole. Recognizing that the componerits of a system
are systems in themselves. and that each system is part of a larger
system. increases an awareness of the complexity of the world.
Systems thinking helps students conceptuaiiz¢ the intricatc web of
cause/effect relationships which exists on our planet. As a result.
they are better equipped to understand the global consequences of
changes in natural phenomena and human activity.

I 1979. Robert G. Hanvey proposed five dimensions of an at-
tainable global perspective. Three of them suggest the ap-
propriateness of instructional strategies which encourage systems
thinking. Both state-of-the-planet awarencss and knowledge of
global dynamics require a notion of how the world works: a model
of the complexity and interdependence which charaterize the rela-
tionships operating on the planet. An awareness of human choices
depends on understanding the complexity of cause/effect relation-
ships as well as recognizing the role that people play in the global
system.

At a recent workshop on global education. D:. Bill Foege. a
distinguished world health professional and -xccutive director of
the Canier Center of Emory University, implied the need for
systems thinking when he urged icachers to:

**Teach children that they arc global citizens and how

they fit into the world. We live in a world where
Q
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cverything affects everything else. Teach children it
is possible to plan a rational future. They need curiosity
s0 they will continue to learn. and knowledge that this
is a causc-and-cffect world . . .""

The following lesson, Is it a system?. is an adaptation of a
systems lesson designed for 7th to 12th graders by Dr. Cheryl
Pagan at Heifer Project International. In an effort to make systems
thinking accessible to clementary students. the current adaptation
begins by considering two systems which are familiar to this age
group: the sterec system and the human body system. These ex-
amples serve as models which are explored to identify
characteristics of systems. Finally. Pagan®s forced-choice word
association gamies sets the stage for co~ idering global phenomena
from a systems perspective. The teacher’s script for Is it a system?
targets 3rd to 6th graders. but the activities lend themselves to fus-
ther adaptation for other groups.

Is it a System?
Suggested Grade Level: 3-6
Purpose:  To help students develop a model for understanding
systems and an awareness of their world as a global
system.
Objectives:
1. Students will describe characteristics of systems.
2. Students will practice fluent and flexible thinking to create forced
associaiions between given words.
3. Students will generalize that a change in any part of 4 system
affects all of the other pants. as well as the whole.
4. Students will describe relationships between various global
phenomena.
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S. Students will hypothesize about the consequences of change in

the global system.

Materials:

L.
2.

Several large index cards and a marker.
Set of rectangular signs, each one labeled with the name of one
component of the human body system: heart and blood vessels,
skeleton, brain and nerves, muscles, digestion organs, the
senses, lungs. To encourage recognition of sub-systems, write
the name of the sub-system which each component represents
on the reverse side of the sign, i.¢., circulatory system, skeletal
system, nervous system, muscle system, digestive system, sen-
sory system, and respiratory system. (Signs should be made out
of poster board or other fairly rigid cardstock and should
measure 4'* by 14'°. Yarn or twine can be attached so that they
can be wom around the neck.)

. Set of similar signs (withdut neck loops) labeled with the follow-
ing words: land, livestock, people, food, air, water, transpor-
tation, money, government, culture. Strips of construction paper
(a different color for each sign), glued to both ends of each sign.
will help students remember the relationships that ase established
in each exercise.

. A few additional signs naming global phenomena (¢.g., famine,

ozone depletion, war) which are selevant to current events or

osher class a< 'ivities, to focus the discussion of change in the
global system. (These can be simple folded sheets of paper
which fit easily over the more rigid poster board signs.)

Prerequisite Leaming: Students should already have been introduc-
ed to the concepts of transportation, government, and culture; they
should also be familiar with the vocabulary words that are used
to describe the human body system.

S

uggested Procedure (Teacher’s script printed in bold):

The Stereo System

1.

4,

Teacher solicits names for components of a stereo system from
the class: How many of you are familiar with a stereo system?
What are the components of a steceo system?

. As students give answers (speakers, turntable, receiver,
amplifier, compact disk player, tape player, headphones), the
teacher writes the component name on a large index card and
gives it to the student.

. When five or six components have been mentioned, invite the

students with cards to demonstrate how the components of the

sterco system are connected, by forming a human sculpture:

Let's see if we can form a human sculpture (picturej to show

how the components of a stereo system are connected. Which

component should we start with? Which component is attached
to it? (Students come forward onc at a time and connect
themselves with those components to which they are related.)

Terzher asks: When all of the components are hooked up and

Q
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working properly, what do they do together?

S. Teacher asks onc component to step out of the sculpture, i.e.,
“‘the speakers,’* and asks: What would happen if we took the
speakers out of the system? What if we took the tape deck out?

The Human Body System

1. Teacher introduced the placards that name the components of
the human body system: Here are some components of another
system — the human body. Can you guess what they are? Who
will volunteer to siio'w us how the components of this system
connect?

2. Teacher invites volunteers to wear a sign and come forward
to illustrate the system as a circle: Let’s show this system as
a circle by hooking arms with components that are related te
you. What do these components do when they are all connected
and working together?

3. Teacher asks; Are there other ways this circle could be con-
nected? Who would be affected if we climinated the lung?, etc.

4. Teachei solicits definition of a system from studerits: What have
we learned about a system from looking at these two examples?
How can we describe a system? (A systems has many pans that
work together. All the parts, or components, of a system are
related to each other. Removing or changing any part of a systen
affects all the other parts.)

S. Teacher directs attention to the words on reverse side of signs:
What do these words tell us about the components of systems?
(Components of a system are also systems in themselves). These
are called sub-systems.

Another System

1. Teacher asks for 10 volunteers to assemble in a circle to
demonstrate another system. After students have formed a cir-
cle, teacher passes out second set of signs which they hold in
front of them: These words are components of another system
which we can represent as a circle.

2. Teacher asks students to describe how their word is rclated to
the word next to them (clockwise in the circle), by saying:
*_______is connected to because . . ."

3. When all students have taken turns around the circle explais-
ing their relationship to their neighbor, have one student step
out of the circle and ask: When *‘air’’ is removed from the
system, how many of you are affected?

4. Help students compare this circle to the previous systems: How
does this set of components fit our definition of a system? What
could we call this system?

5. Ask the group: Is this the only way that the components in our
system could be connected? Assemble a second group of
students in a circle and redistribute the same signs in a differem
order. Ask a different component to drop out this time and
discuss the effects.

At another time, redistribute the signs for *‘Another System®’
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and repeat the forced word association game. Replace one of the
signs with a related global phenomenon sign (e.g., famine could
replace food, ozone depletion could replace air, and war could
replace transportation. Discuss the effects.

As a follow-up activity, the list of words for *‘Another System”’
can be printed on strips of colored paper corresponding to the col-
ors on the lesson signs. Stadents can represent the relationships
by assembling the strips as a paper chain. As an alte:native, pro-
vide blank-colored paper strips so that students can create their
own systems.
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A Mock U.N. Game: Teaching
Global Awareness

Joe Regenbogen

As the bell rang. students ambled into the spacious library . Some
were cager to begin, but most were still bleary eyed fron: the two
hours of lecture given by the three professors of polical science
at the local umversity At the start of the day . the 120 sophomores
at the suburban high school had been told that the lectures were
necessary to provide the background information on three resolu
tions that would form the nucleus of today™s simulation From this
point en, the Iibrary would become the United Nations and the
students would represent 20 nations that nad recently been re-
searched. Thus began another attempt on my part to 1aise the level
of the students™ glotal awareness

It is no secret that students around the nation are practically il-
literate in the arca of international studies Numerous surveys
demonstrate this tragic fact. Out of curiosity. I gave my own qu..
to 40 senicrs. The results were as expected  Like their peers around
the nation, my students are not learning enough to adequately
become global citizens in the 21st century. While they recogmyze
that the United States is being overtaken on the economie front
(78 pereent picked the United States as the world's largest debtor
nation). 85 percent felt that there should be tighter restrictions
placed on the number of immigrants allowed 1nto the United States
each year. Since my world history classes clearly needed a major
activity that would combat their ignorance on international affars.
a mock United Nations appcared a promising way to achieve several
objectives simultancously.

I had first called the United Nations for a copy of the **Resolu-
tions and Decisions Adopted by the General Asseritly During the
First Part of Its Forty Second Session. " Then [ devised a simula-
tion game in which points were to be assigned to 20 natio. teams
according to the success that each tcam had in putting together ma-
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jonty coalitions ana how closely cach could match the vote ac-
tually cast by the nation represented. Three resolutions were
welected so that 10 of the nattons had voted in tavor and 10 ag.nst
their adoptions - As students began to research thesr nation 1n the
days leading up to the simulation. a few of the students had become
almost obssessed with finding out how cach natton had voted.
Scverai students actually called the Umited Nattwons and several other
students contacted their nation’s embassy 1 Washington B.C. As
the gamie day approached. it was rewarding to see students taking
charge of their own education.

For the world history teacher. a major obstacle 10 pursuing the
U.N. mock simulation lies in the typical requirement of “cover-
ng”" the textn only nine months. When the state curriculum guide
requires units that stretch from pre-lustoric times to the present.
global awareness 1s often 1gnored to the point of nonexistence. It
is. however. possible to utilize global awareness as a vehicle for
the curniculum, one mvolving a variety of “*hands on™" activitics.
The essential content is still studied and tested each week. but the
remainder of the tume ts given to semunar discussions. research
projects. debaies. role playtng. small group work. mock trials.
speakers. field trips. and films. For example. @ unit on the Mesop-
tamia could include rescarch on the Iran-Iraq conflict culminating
in a debate on the American mvolvement in the Persian Gult. It
“imperialism™ were the topic of study. the film Ghandi could be
used as a conduit to a variety of discussions and essays on cultural
relativism. Most of the activities can be arranged to reinforce the
traditional content, but they can also help break down ethnocen-
tric attitudes. raisc the level of motivation, and provide experiences
that will be remembered long after the dates memorized have been
forgotten.
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The studeni who was clected as the U.N."s Secrctary General
began round one with a short explanantion of the proposed resolu-
tion under consideration. After the tvpes of sanctions that were
to be directed at South Africa’s system of Apartheid were reviewed,
five minutes were allocated for general discussion A couple of
students tentatively stood up, idemified their nations, and made
some general statements. The Secretary General then explained
that one student from cach nation would have four minutes to move
about and negotiate. Students were more lively during this period.
but in two subsequent rounds. it became increasingly evident that
every nation was going to vole yes on the resolution. When the
written ballots were turned in and counted, the vote was a
unanimous verdict How could this happen? And why had the
general discussion been so dead” Fortunately. the funch period fol-
fowed and some immediate changes could be made.

While world history may be the most likely course for the in
tegration of global studies. it does not and should not have the global
educaticn monopoly Indeed, uther subjects of the socal studies,
not as loaded with the enormcus content burden found 1in world
history, integrate quite smoothyy with global studies U.S. history,
for example. could casily accommodate umits companing the
American Revalution to the French, Russian. Chinese, and Cuban
Revolutions. Government courses could include units on com-
paratine  politwes and nternational relations.  Subjects  like
geography . suiology, economics, and anthropology are loaded
with obvious possibilitics for interesting global 1ssues and concerns.
The actual development of units involving globul studies requires
considerable personal and protesstonal commutment, as well as a
willingness to mahe the appropriate tradeofts in the coverage of
traditional content. The arms race can be hinhed with the causes
« World War 1, and the Soviet uecupation of Afghamistan can be
compared to the Vietnam War, buz this does require o great deal
of additional effort on the part of teachers whao are often already
overworked.

During lunch, it was decided *hat the General Assembly's open
discusston should follow several rounds of negotiations rather than
precede them. More importantly . the focus of the sconing needed
an immediate change. Instead of rewarding a team with six points
for voting with the majority and deducting two points for voting
on the losing side. these numbers were reduced to four and one
respectively. However, if a team could match the actual vote of
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therr nation, which was to be announced immediately after the
tcam’s vote was recorded. the points received would be increased
from four to s1x (and from one to two for a mismatch). These
changes contributed to the improved functioning of the simulagion
game. Being flexible 1s an important ingredient 1n the successful
implementation of a s»'mulati a1 or any other activity dependent on
students taking an active, deciston-making role.

In the past couple of years, I have been fortunate to work in
a socidl studies department that includes teachers who are as deter-
mined as 1 to enhance the global studies component of the school s
curriculum. Together we have beer able to develop schoolwide
programs cach year that substantiagJly enhance the study of
globalism 1n general. These programs have included internationdl
fairs, global 1ssues forums, and mock Umited Nations. While the
cooneration of the school s administration is essential, most of the
orgamzation and planning has been carried out by student com-
mittees. These committees have inyited guest lecturers, led discus
ston groups, rescarched and written background matenals, and
created the necessary materials. While *extra credit™ 1s an effec
tive motivator, the more time the students invest in the develop-
aient of thewr own program, the more satisfaction they derive.

During the final «wwo periods allocated to the simulation game,
resolutions on support for the Palestinians and a nuclear freeszc were
negotiated. debated. and voted on. By the second round, the volume
of debate had reacined a level where students had to be quicted 1n
order not to disturb nerghboring classes. The distribution of votes
had become more even. In the third round the debate reached that
1 but magical moment when the students became so passionately
ivolved in what they were say ing and hearing that they never even
saw the broad smiles on the faces of their teachers. By the end,
the "*General Assembly ™ ballotted to support a nucle ar freeze by
a vote of cleven to nine. Scores were later tabulated and three teams
had tied for the win, but by that point, everyone seemed to
recognize that what had happened went far beyond the scope of
an ordinary, competitive game.

I you would like copies of the handouts used for the United Na-
tions Game send a self addressed, stamped envelope to. 1722
Featherwood Dr., St. Lows, MO. 6314,

Joe Regenbogen 15 a teacher in the St. Lows Public Schools.




LOUISIANA SO C1A

L

STUDTIES J 0O URNAL

Global Peace Begins in Our
Classrooms

Katherine London

“Establishing a lasting peace 15 the work of education.
all politics can do is keep us out of war.™
Maria Montessorr. 1932

Introduction

Establishing a lasting pedce is a global tash that must begin on
the level of each individual. The people and nations of the world
hare become so interdependent that war in one pait of the world
will inevitably have impact on peace in another part of the world.
Only by completely changing the way in which we think about war.
peace. and onc another — by waging peace instead of war among
individuals and among nations — may we learn to cooperate and
to survive. Peace, to be lasting. must be worldwide.

The effort to build a lasting peace will require thinking about
the world and its prople in a way very different from that of our
predecessors We and our children must reach a clear understand-
ing of what it means to have peace. botb individually and collec-
tively We need to internalize the interconnectedness « £ all life on
carth and work toward cooperation for our common good. We need
to learn to recognize the characteristics of a peacemaher and to
discover how we can be peacemakers every day. We need @ men-
tal picture of a peaceful world in the future along with the belicf
that our actions can help to achieve the goal of making that vision
a reality.

While many educators recognize the usefulness of studying about
peace, they are perplexed about how to actually teach it. Not only
is it unlikely that they have studied **peace,™ but for many peo-
ple, the subject is immediately associated with nu.lzar weapons
and nuclear war, which can be very confusing issues to discuss
wiu:out proper introduction. Our school studies tend to be caught
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up 1 1ssues of defense and environmental protection, while peace
is hardly given any attention.

It is useful to make a distinction between a curniculum that
teaches. say. about nuclear issues and the devastations of nuclear
war, and one that secks to teach students positive attitudes and
Methods for building peace. The latter can volve students ac-
tinely at the personal. local. and even repuonal levels. while the
former must necessanly be passive and negative. Once students
have developed a mieamngful understanding of peace and
pracemaking on an individual and community level, they are bet-
ter prepared to deal with the impact of nuclear issues on peace
i the global commumity . The study of peacemahing at & tocal and
mdividual level is a first stage for the study of peace as a global
concepi

Many teachers may feel that there is sumply no time 1n therr
crowded curniculum to present yet another topie of study. It 1s possi-
ble. however. to superimpose the study of peace over the es-
tablished curniculum by including it in the study of various aspects
of language. literature, and social studies. This article will sug-
gust a4 coneeptudl frameworh and give some examples of activitics
around which a teacher may devise a plan for including instruc-
tion 1n hus ur her own classroom which will promote an understand-
g of what it takes to build peace.

The Concepts of Building for Peace

One may think of teaching for peace as nvolving 4 hierarchy
of instructional methods in which students move from thinking
peace 1n distant, abstract terms to reahzing that they have impor-
tant roles in building a more peaceful world. Engaging students
in the definition of such concepts as **peace’” and **peacemaker,””
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having them deal with the nature and potental benefits of coopera-
tion and conflict resolution. and finding opportunitics for them to
take actions that achieve changes toward a more peaceful existence
within their own sphere of influence comprise an mitial approach
to the study of peace. The primary objective would be to devclop
in students confidence in their own abilities to contribute to the
establishment of a lasiing peace.

The initial level in teaching about concepts of peace involves
helping students to develop their own definition of **peace.* For
most people. the image that first comes to mind in responsc to the

word *'peace’” is simply “*an absence of war ** An extenston of

this may be peace and quict. inner peace. or even peaceful sleep
This is essentially a passive coneeption, and when compared to
the exciting images of action in tales of daring herorsm, courage,
and glory associated with war, peace may even seem rather boring,

This simplistic, passive connotation is not cnough, we need to
help students develop a coneept of peace as a dynamic foree, They
must learn to recognize times when they are experiencing peace
in cooperative activity with others as well as within themselves
Their definition of peace has to be able to include the activitics
they personally engage in to achieve and mamtain peace in their
own lives. Once they have @ personal understanding of what action-
basced peace is in their own lives, they can begin to eaplore what
it means to have peace in the commanty and on 1 global scale
between people and between nations In doing so. it 18 appropriate
for them to also acknowledge the relationship betw cen humans and
the natural cnvironment as an important component of peace.

Beyond revising their definition of the abstract concept of peace,
we cannot really expect young students to castly envision what
peace between rations means when they experience intimndation
and violence daily in their own cittes and nesghborhoods and on
the playground at school. Action for peace must begin at the level
of individuals trying to seitle differences and work cooperatively
with other individuals before we can hope to expand their view
to a global perspective, thus, the second step i our hicrarchy s
to cncourage individual cooperation.

Children can be spontancously cooperative, in our society,
however, reinforcement of individual competition often over-
shadows this tendency There certamty are tmes when compen
tion is appropriate. but it becomes a problem when it interferes
with cooperative efforts that are essential for accomplishing a given
task Tcachers must provide students with opportun.tics to prac
tice cooperation and to actively build a posttive way of thinking
about their relationships with others.

Even as we seck to teach cooperation and to encourage students
to work together, we recognize that any endeavor involving more
than one person will eventually encounter some measure of con-
flict. Therefore. as we maintain order in the classroom, we must
also develop ways to help students reach the next level in their
study of peace and to actively become peacemakers among
themselves. To this end, teachers need to demonstraiz effective
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and fair techniques for the resolution of conflicts.

By emphasizing the importance of finding commuon ground be-
tween antagomists and the necessity of respecting the nights and
upimons of uthers, teachers help students to better understand the
nature of confhict and to recogmze that there are not always right
and wrong answers to disagreements antong persons, groups, or
nations. Children who are learning to understand contlict resolu-
tion and peacemaking need to recogmize that these do not mear,
simply the chnination of conthet, bet often indlude new rules and
responsibilitics to satisly the parties involved.

Thraugh observations of peacemaking and participation n try-
Ing to maintain a4 pedectul atmosphere n the dassroom, students
will also develop a new understanding of what 1t means to be a
peacemdker, incuding attempts to overtly scttle disputes as well
as the cefforts of anyone who works 1 any actine way. large or
sidll, to build a sense of commumity, harmony, cooperation, and

Justice to make the world a better place. Once students think of

pedcemaking in this way, they are able to identity these quahities
in themsches and i the people around them. Partiapation in
discussions about this helps them to understand how  therr
peacemahing ctforts are important to then community and to the
world,

Finally . perhaps the greatest challenge for educators who ac-
tively iy o teach for peace s the task of encouraging students
to envision a positive world of peace m the future and to tahe ac-
tions toward making that vision a reality . As adults, we often un-
comsaously ignore events and forees which would intertere wath
sucl g vision. We have deseloped the ability to samply choose not
to thisik about negative possibilities becaase Challenges to our plans
often mdhe us feel anvious and  helpless. This sense of
poserlessncss can be assilated by our students and translated
into g sense of future lessness when they watness our frustration
in the tace of events over which we seem to have hittle control,

Through activities designed o help them act on re ponses they
suggest to probleins, both within and bey ond the confines of their
schoolyards, students can learn to recogmye the importance of their
own actions an cffectmg changes and bringing about a hopefut
tuturc. The philusophy behind teaching 1or peace also requires the
teacher to have such a belief i hes or her own actions,

This participatory step may not come casily, there are often
butcaucratic obstacles to student actis mies that involve mteracting
with the commumity outside the schoot Nevertheless, .ommumty
action 1s essential for truly teaching students to wage peace, becom-
ing involved 1n an active effort to soive a problem gives children.
as well as adults, a real sense of power in making a4 contribution
to d more peaceful world. This peser will enable them to envy-
ston themselves as viable Gtizens, not only of their Tocal com-
mumities, but of a larger global community in which their action
or inaction does have an impact.
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Instructional Methods for Teaching About Peace

Although we may be integrating the study of peace and
peacemaking into instruction in traditional disciplines. we must
also spend some time directly developing understanding of con-
cepts related to peace before the students can use them for work-
ing on skills required in the regular curriculum, such as writing
or critical thinking about events in history. The activities mentioned
here are examples of ways to present these ¢uacepts usiag some
methods already familiar to many educators and some which may
be a little tess conventional. For more suggestions. teachers may
refer to Perspectives: A Teaching Guide to Concepts of Peace, a
resource book compiled by Educators for Social Responsibility .

One method for ‘nitiating the process of defining “peace’” is
brainstorming. This exercise is useful in helping students go beyond
their initial, often simplistic responses to develop a broader. action-
based definition of **peace. " To assist the students in moving from
the disjointed jumble of responses offered in brainstorming to the
careful analysis nceded for the development of a definition. the
teacher creates a semantic web on the board as the students sug-
gest words that they associate with peace Subsequently. semantic
webs based on war and violence should also be developed. As the
students examine the lists of responses. they should consider therr
emotiona] reactions to the words. What types of words do they
associate with cach concept” Are all the words represeating o
citement linked to violence? Or can therc be any overlap between
the action words in the two webs?

Some youngsters will need more than a study of language to be
able to understand how an active definition of peace car be ap

plicd: they will need to experience active peace as the result of

a cooperative effort. such as & simple activity invoivang musical
instruments The teacher assembles at least seven or eight rhythm
instruments and asks five students to eazls choose one to play 0
this exercise. Without speaking. touching one another, or harm
ing the instruments, they are first to play so that then music -
lustrates the opposite of peace. Then the teacher signals them to
pay together in a way that illustrates peace. It may take a while
for them to reach a degree of harmony. so they should be given
time to try before being silenced In the cluss discussion whach
follows the msic, the performers and the audience can talk about
how well they think they were doing and what they were domg
to *7y to achieve a “"peac ful” sound. After several groups of
students have tried this activity, it may be casier for the Class to
generate a definition of pe=ce that extends beyond “peace and
quict’” to inciude coopsrative action.

Another cooperative activity that students usually cnjoy mvolves
groups of feur or five students working together to create original
drawings from big squiggles provided by the teacher. Although
each of the groups has the same foundation frm which to begin,
by discussing the possibilitics among themselves and working
cooperatively within their g they produce very different final
products. Becausc the goal « s activity is to practice cooperi-
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tion. the students within a group must first share their idcas. draw-
1ng out quict members of the group and making constructive com-
meits about one another's ideas, and cach member must draw a
portion of the group’s final product

When all the groups have finished. the teacher leads a discus-
ston of the cooperative strategies used by cach to produce their
drawings. encouraging the students to be speaific in reporting
behaviors that were particularly helpful in their cooperative efforts.
When such an activity 1s introduced to the students. the teacher
should muke it clear that the cooperative effort. not the product
of that effort. is the goal of the exercise. The students are evaluated
on their fairmess to all group members, un their wallingniess to listen
to and to include the ideas of all members. and on ther efforts
to give positive feedback as deas are presented. They snould also
cvaluate themselves in their efforts to settle disputes and differences
within the group.

In learning v settle conflicts i an appropriate. nonviclent
fashion. students may need to practice effecisve communmcation
techniques. such as active listeming. which requires the histener to
paraphrase what a speaher has said before reacting to it 1n order
to clarify his understanding of the message. Although role-playing
activitics provide useful practice 1n commumication, children often
lach the matunity to disassociate themselves from the roles they
play . therefore. frequent breaks i the action with mput and feed-
back from the teacher and classmates may be needed to reduce
the tension. Discussing the role play when it is finished allows the
participants and the audience to address how the situation might
have been prevented and how the characters felt 1n the siuation,
These hypothetical situations for resolution of conthicts will give
students non-threatemng experiences in dealing wath problems and
seching imaginative solutions without the pressure of being emo-
tionally involved 1n actual contlict. Student: will gain more con-
tidence n therr abilities to face sinular situations n ther every-
day relationships and grow to aceept the notion that their peacemah-
g cfforts are important and workable.

As they begin to expericnee peacemahmg. we again need to help
them broaden their coneepts of peace by discussing what peace
mahers arc like, what they do. peerle we think of as peace makers
in our fanulics and i our commumties, and how we may be peace
mahers and fer whom. This 1s an excellent topse for a writing ac-
tvity. such as keeping a journal or writing a local newsletter. The
students could also conduct a **peacewatch™ 1o dentify and for-
mally achnowledge classmates or other persons 1n their school or
cummunity who are acting as peacemakers.

To expand their study of peacemaking beyond their own ex-
perience. children can study about well-known people who have
played impoitant roles as peacemakers 1n this country and the rest
of the world. This is a typical part of today's curriculum even
without the intent to study about peace, however, much of the 1n-
formation students receive 1s simphified and glonfied. Choosing
to focus on various famous historical figures and events, they might
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enjoy conducting research that would allow theni to form educated
opinions about the real and supposed contributions of individuals
and nations to building a world of peace. Interesung examples for
study include Martin Luther King, Jr. and his involvement 1n the
civil rights movement and the role of United Nations peaceheep-
ing forces in areas of conflict throughout the world.

Literature, both for children and adults, can also provide
countless examples of all types of peacemakers. Through discus-
sion and analysis of books and stories containing such characters
as Johnny Appleseed and Dr. Scuss’ Lorax, students can gain a
better understanding of the roles they can play 1n building a peaceful
world. Discussion should be focused on peacemakers as nisktahers,
individuals who actively scek to change things that they know are
not good or could be better. The concept of bravery in peacemak-
ing should not be left out, and children should be encouraged to
recognize that even the smallest character can be an effective
peacemaker.

Moving from this active understanding of peacemaking to the
development of a real vision of a world of peace 1 the future re-
quires the students to develop confidence that they can make
changes in the world. A first step toward this is to help them think
of things that are changing in their lives and recognize ways in
which they have already caused changes to occur. Such a discus-
sion may include changes 1n the way they look or the way they
dress or the colors of their bedrooms, things which change quick-
ly or slowly, and even things which never change.

From this they can move on to brainstorming suggestions of other
things they would like to sce change. Although they will probably
begin with statements of things they think are unfair in their per-
sonal experience, the teacher should encourage them to eventual-
ly look beyond their own circle to the broader environment and
social world around them. Not only must they voice the problems
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they sce, but they must also suggest possibil.tics for solving them
and describe the way they would like things to be if the problems
no longer existed. These suggestions need not be practical, the goal
is not for the students to solve all the social 1lls of the world in
one afternoon, but rather for them to become aware of situations
that are 1n need of solutions and to think freely and imaginatively
about how they think the world could be a better place.

As the students become accustomed to the idea of seching solu-
tions to problems, they will only gamn a real sense of power and
purpose by putting some of their ideas 1nto immediate action. They
should examine the lists of problems and solutions they have out-
lincd, searching this time for situations for which they can take
practical action. This may develop nto a project to pich up the
trash 1n the neighborhood around the school, to collect food and
asstst at a shelter for the homeless, or to begin a tutoring program
for younger students who are having trouble with their schoolwork.
They may want to take their concerns into the public arena and
write letters to local, state, or national leaders to seck further sup-
port for therr efforts and the issues they feel are important. They
may wish to join with national or international organizations, such
as UNICEF, that are working on similar issues.

The value in such activities lies 1n helping students to sce
themselves as agents with important contributions to make to the
world of the futurc, they will begin to see their individual actions
as important 1n bulding a world of peace. Contributing to changes
with global impact must begin with actions on an individual level
msprred by a dynamue concept of peace, a desire for cooperation
with others, a scnse of worth as 4 peacemaker, and confidence in
one’s vision for a better world.

Katherine London 15 a teacher 1n the Orleans Parish School
System
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Revising the American Character:
Perspectives on Global Education
and Multicultural Education

Stephan M. Fain

Introduction

When the play The Melnng Por opened in New York City m
1908. 1t was a great success for it gave hte to an ideological post-
tion widely accepted within the Umited States. This ideology was
fundamental to the development of American education. Literally
millions of non-English speaking southern and castern Europeans
came to the United States between the 1880s and 1921 when the
U S. Congress severcly hmited imnmgratcc — Terms such as
assimilation™ and “"amalgamation” were closely related to this
period and are to this day deeply rooted 1n the *"American
Character,”” or, if you prefer. the Amerncan cultur . Most
Americans belicved that these milhions of newcomers needed to
be **Americanized"" for their sake as well as that of the nation.
Typical of the educational scholars of the day. Ellwood P. Cub-
berley observed in 1934:

*The problem: which faced and utill faces the United States 1s
that of assimilating these thousands of foreigners 1nto our national
life and citizenship.™ Cubberley goes on to point out that. **The
world war finally opened the eyes of our people to the danger of
having groups of non-assimilated peoples living among us. and
a determined cffort was made. after the close of the war. to
Americanize those who were here.""

What is also important to keep in mind is that these immigrants
..ad known abject poverty in their countrics of origin and were.
for the most part, without the benefits of education. By and large,
they were willing to forget their homelands and to make therr
children **good American children,”” They gave sigmficant im-
petus not only to their own assimilation, but to the 1solationism
ffom world affairs that dominated American policies after World
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War [

The processes of “*Amencamizing ™ these mnmugrants became.
1 great measure. the purpose of the modern Amencan school. This
15 the school deseribed so well by Callahan in Education and the

ult of Efficiency. Modeled after the tactory and driven by a
comnutment to efficiency . this school reflected the donunant socie-
ty s infatuation with business and business practice. Additionally .
this school was rich 1n rhetoric: Through the use of literature and
history . schools took up the task of character education The
“Amernican Way ™ became a nundset that served to direct the
development of the school. Whether it was a story in McGuttey s
Reader or one by Horatio Alger. doing the **right thing " and *win-
mng™" represented the "American Way. Heroes such as
Washington. Jefferson, and Lincoln represented honesty. integri-
ty. and fairness and these were characteristics which were integral
to the concept of the **American Way. ™

For many there was a sense of p~oplehood which was central
to the ~*American Character™ and a sense of hope that gave per-
sonal and collective meaming to the development of this character
1n the immigrant. The “*melting pot™ may not have accurately
reflected what was happening in American society, but its populari-
ty as a concept reflected the potential of the American experience
for the immigrant and *‘the American ™'

There were those who resisted the moves to ** Americanize'” the
immigrants and there were those whoe sought to redefine the mis-
sion of the schools n relation to the advancement of the State In
the first case we have examples of groups of individuals who saw
themselves as being both American and someihing else at the same
time. These groups included Irish Americans, Itatian Americans,
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Polish Americans. German Americans. Jewish Americans and people of Anierica. espectally the poor. bemng used and abused.
»0 on. Lawrence Cremun notes the ettorts of Israel Fricdlander Through all ot this there was. by most measures. continual
of the Jewish Theological Scninary who. 1n 1907, advocated that cconomic advancement.
the Jews adapt to America in ways which would “*sacrifice nothing Fhe metaphors of assimmlation functioned inadequately  tor
that is essentral to Judaism _ . . (and] preserse and foster . Jewish populations such as the Blacks and the American Indians who could
distinctiveness and onigmality *° The desire to preserye disting- not or would not become Americanized. Even when they shared
tiveness and origiality was shared by others who organized in ceonomic nuprovement — and there is much evidence that most
themselves 1 assoctations Tihe the Polish National Alliance and of them did not - they expernienced prejudice that could not be
the Order of Sons of Italy or those who maintamed the language mitigated by Amencanization because ther differences were
of their native lands 1 “semi-private™  conversation. phy stological and imnurtable
newspapers. and i churches And there were those who asserted Between asstmilation and international isolationism, the United
thenselves at the ballot box. For cxample. in 1916 Woundrow States became o nation singularly ignorant of other cultures. This
Wilson did not carry a single state in which Catholics were a aignifi was d rather odd situation for a nation that owed its settlement to
cant force because there was general dissatisfaction with his Mex so many disparate cthnie groups. The impact ot rapid technological
ican and Irssh policies.” development. especiilly in miss communications atter World War
Looking back. one v forced to conclude that the melting puot 1. the Marshall Plan cttorts to restore devastated nations to a
metaphor was o romantic. sentimental reaction to g soaal reasonable fevel of cconomic viability . and the growing activism
phenomena. not fully understood by those who were strengthened of Ainerica’s Tnon-meltable”” mmorities made for anew coltural
by its appeal Yet. it scems that something was going on which consciousness that emphasized diversity rather than simlarity . It
gave a level of validity to this social sllusion Cubberley (1909) was redlly o tundamental redefimtion of the American character
spoke o the United States as representing the most cosmopolitan to pluralism and globalism - Amernican education has had to respond
mixture of peoples and races to be found anywhere on the tace o a reconceptualized Amertean character.
of the Earth. He suggested that bis pomnt would be made it we “take The ourpose of this papet 1s to exanune two contemporary cur-
stock of our nerghbory™ — which he proceeds to do ricular tesponses to the need tor change and social adjustment
We buy our groceries of Knudsen and Laisen. our which s evident in contemporary education In particular. this
meats of Klicber and Engelmeier. our bread of Rudolt papet will Took at multicuttural education and global education.
Krause. Peter Petarovich delisers our nulk. Giuseppe These curnicular responses have been selected as cach represents
Battali removes our garbage. Swen swensen delivers a popular contemporary retorin movement hinked directly to a
our rwe. Takahira Matsur s our cook redefining of the American society both internally and nternational-
Then in a tootnote Cubberley mahes the point which for so many Iy Hopetully. this cxamination will open opportunities for
ts the proot of the success of America * The way these newer Tonticism” see Ensneny so o we may better understand what we
peoples have sought educational advantages and tound thenr way ate about as we engage i the processes of carriculum making
through our colleges i well revealed by an election of 30 sentors
to Phi Beta Kappa in January . 1930 at Columbia College. New Definitions and Descriptions
York City.”” Ot the 30 senmors. 15 pames were cthiie.”™™ non Multicultural education can be seen as a curriculum devise otten
Anglo Teutonie. assockted with the entire school curriculum even though it has
The victories over the depression and the enemy forees and the a special relationship with the social studies It recognizes -
dropping ot the wonie bomb enhanced the dynanie American dividudls and thewr cultures as separate trom, yet interactive with,
spirit. The spiritual binding ot a people who fose thar sons i war the greater (donunant) socety - Multicultural education can also
and the shared pride ot a people resulting trom victories in wars, be viewed as a logieal reaction to attempts at assmilating in-
have historically unificd nations So it was with America atter dividuals and groups who wish to be recognized as ditferent from
World War Il The passage of the Servicemen’s Readjustment Act others while sharing n the collective. Finally . multicultural educa-
of 1944 (the G.1. Bill) contnbuted to 4 popular advancement of tion can be detined as a curniculum deviee designed to heighten
American saciety  The movies made during and atter the war pro e aw areness of others about people or groups different trom their
vided popular proof that Cubberley 's neighborhood was a true pic- own.  The concept of multiadtural education can be accurately
ture of Amenica. extended to parallel. it not fully embrace, a commitment to the
The schools of modern America developed as the nation concept of cultural pluralism. Edwina Hotfman describes this con-
developed. There were scores of individuals and groups which of ception as follows . Argumng that certain groups have never
fered crittcsm. advice. and warning. There were business oriented been adequately assinulated under the ““melting pot™” philosophy .
claims that the schools were neglecting the needs of society by not the pluralists wish to preserye the cultural and hinguistic integrity
doing more vocational training. and there were those who saw the of the nunority groups through the fegitimacy bestowed by the
F lillc 27
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presence in the curriculum of public schools.”™" In this sense,
multicultural education differs from what one might call
multiculturalism. The emphasis on **legitimation’" is significant;
it speaks to the intent of the educative process.

James Banks offers 10 paradigms for muiticultural education.
These run the gamut from a traditional academic rationalists posi-
tion of content in the form of ethnic studies units, through conser-
vative programs stressing acquisition of a second language, prej-
udice reduction, and the integration of ethnic content, to prograns
which advocate self-actualization for the purpose of increasing **the
self-concept and academic achievement of ethnic minority groups,”
and finally to a set of paradigms which are intended to radically
change the schools.” In each case the paradigm represents an at-
tempt to legitimize a people (in the broadest cultural sense of the
term) through placement in the curriculum. Looked at this way,
multicultural education is ‘‘power seeking™ rather than power
sharing.

The conviction that multicultural education is power seeking
grows from the realization that in general, designated minority
cultures are included in the proposed curriculum for social interven-
tion in which the dominant culture is taken for granted (to the ex-
tent of almost total omission). Further, an analysis of the 10
paradigms offered by Banks reveals that only four scek *in-
tergrative goals'’ (my term) and only two of the four sech this **in-
tergrative goal’’ as primary. It happens that these two paradignis
are labeled ‘*Racism’” and **Assimilationism.™”

Global education is a movement within the socal studics ficld
of long standing. The post-World War II concern with global cduca-
tion can be traced te the 1968 Yearbook of the National Counil
for the Social Studies: International Dimensions in the Social
Studies, which focused on the theme of teaching world affairs for
all social studies." Ten years later, John Goodlad clanfied global
education by explaining that traditional curricula intended to teach
appreciation of others had forced a kind of thinking, best described
as *‘we-they:” *“These programs premote nationalism and, to some
degree, inter-nationalism but rarely global awareness.™ A con-
temporary definition of global education 1s offered by Willard
Kniep in a recent issue of Social Education. He explains that global
education is an extension of the mission of the curriculum by
*‘enlarging the vision and meaning of citizenship to include not
only the lecal community, the state, and the nation, but also the
global community.”" In this definition two clements are umited
and in unity they give form to a theme. There 15 the clement of
citizenship which speaks to an ethic of responsibility and the ele-
ment of mission which defines the scope of the movement.

Working from this construct, global education can be seen as
a movement intended to stimulate responsible citizens to take up
the cause of maintaining a free and open society — a democracy.,
if you will. The interests of this society will transcend national
boundaries and internal problems. The traditional social studies
was intended to heighten awareness of the social problems facing

a modern industrial society." Global education appears to be a
restatement of tbe traditional social studies adapted to the vision
of a global society.

Ina very real and positive sense, global education 15 progressive
tn nature and orientation. In a direct way it seeks to progress by
advancing an ethic of **mutualism’” (my termy). In schools of Dade
County . Florida, global education advances such concepts as in-
ternational trade, international tourism, international banking, in-
ternational agriculture, immigration to the United States, the poten-
tial of global war, and a concern for ous global environment human
rights, poverty and the poor, and **Being a World Citizen in Dade
County.’""” The needs and concerns of the business establishment
are stressed in this curriculum. In Dade County. it 1s an established
fact that the international business community represents the
cconomic future. In a lesson titled **The Many Faces of Dade
County: Blacks, Hispanics, Anglo . . . What's In a Label?"" a
stated objective is: **Students will discover how little the labels
*Black,"" *'Hispanic,™* and **Anglo™" tell us about the true ethnic
and cultural composition of Dade County.™ The lesson appears to
be stressing that individual differences <+ - *1d be appreciated but
that it is important to understanc tha. many identifying
characteristics of ethate groups are both unique and shared. "

These examiples demonstrate that global education is traditional
in orientation. The modern American school has always nurtured
the rzlationship between schoohing and national economic develop-
ment and individual differences and unifying similarities. This spirit
of global ¢ducation 1s captured 1n the following response to the
question. **Shouldn't clementary schools be concentrating on
patriotism instead of global concerns?™*™

Global education 1s not a thinly disguised attempt to
sell some vague form of **one-worldism™* or **world
citizenship™* to American schools. On the contrary, 1ts
purpose is to assure that our citizens are adequately
prepared to function intelligently as decision-makers
1n the marketplace of ideas and at the ballot box m their
local communitizs, 1n their own states, and as citizens
of the United States of America . . Adding a global
dimension to a sohd background of local, state, and
national citizenship can only enhance, not detract 1n
any way from, a major mission of our schools.”

And what 1s this *“mission”” which global education 1s intended
to enhance? Obviously 1t 1s the development of responsible
American citizens. In this sense, global education 1s truly conser-
vative. However, global education shifts the concept of citizen-
ship from isolationist to ‘*cosmopolitan’ — people who *'care
about what happens to their fellow human beings'* and who **par
ticipate actively in efforts to improve the world. ™™

Analysis
What is the relationship between these two current movements
in American education and what 15 the best way to consider each
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one independently and 1n relation to the other? For the purpose
of this paper, each movement will be considered in the light of
what has becn referred to thus far a< *“the American character.™
In order to do this, a set of four cultural ethics are proposed, cach
represents a component of the American mindset and, as such, each
reveals a significant dimension of the '*American character.”™
Each cultural ethic represents a set of cultural **oughts’ which
direct the behavior of those who are members of the culture, 1n
this case the generalizations apply to the culture of mainstream
America. Each cuitural ethic will serve as a lens, if you will,
through which global education and multicultural education can
be examined. These cultural cthics are. democracy . equal oppor
tunity, fraternity. and consent.

Democracy

If there is one value that the schools of the United State espouse
it is democracy. Democracy 1s the key concept 1n the formation
of the American character. **. . . democracy makes a particular
claim. 1t defined the aim of the state. not as the welfare of a race.
nation. or class, but as the happiness of 1ts individual citizens. ™™
This 15 an 1dea that 15 basic to the American character . . . we all
have the opportunity to pursuc happiness . . . what we argue about
is the means of actualizing the opportunity. In this clarification
of democracy a standard ts identified which can be applied i an
analysts of both multicultural education and global education. The
question 15 put, where is the concern for the i~dividual citizen?
Is the citizen’s happiness the **cause’ " advanced. or 1s the “*cause ™
bigger than the citizen? Application of this value to the develop-
ment of modern American education (1890-1950) reveals that
business and industry did not see the happiness of the indiv idual
as the cause to be advanced. Rather. the individual was to be tramned
in ways that would advance the cause of business and industry
The citizen’s pursuit of happiness was. at best, neglected and often
intentionally ignored. The result was the development of curricula
that did not correspond with a basic social value — the cultural
ethic of democracy.

Both multicultural education and global education seck to em-
power individuals with tools and attitudes necessary for the pur-
suit of happiness. The language each uses hinks specific goals with
special meamngs and ties up the curriculum package with a nib-
bon woven of democracy. Each accepts and uses the cultural ethic
of democracy as a structural element, but neither defines 1t beyond
the spiritual level. This ethic 15 a part of the culwure, and, as such,
definitions seem superfluous and acceptance seems assured.

Equal Opportunity

A basic expectation held by contemporary Americans is that each
person shall have his/her *‘chance™ without regard to economic
class, ethnicity, or sex. This is the cultural ethic of equal oppor-
tunity. This value speaks to suffrage and careers as well as educa-
tion and domicile. This value is reflected 1n the hiberal movements
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of our recent past — Social Security, the **New Deal,’” the **Great
Society, * and the Civil Rights movement.™ Indeed, the very no-
tion of the common school speaks to the fundamental character
of this value n the development of American society. Serving as
a standard, placement of this ethic agamnst each curriculum under
consideration reveals the nature of the ‘‘match™ between cur-
riculum and ethic.

Multicultural education has been shown to be power seeking.
According to James Banks. multcultural education is a reform
movement and 1ts *'most important goal . . . 15 to reform the ma-
jor variables 1 the school environment so that students from all
cthme and racial groups will experience educational equity. ™
This movement ts committed to the value 0. equal opportunity in
the society in general and most particularly in the curriculum. Here
we find a match as the cultural ethic and the curriculum strategy
are politically fused 1nto a rationale. It is now argued that learning
a language 15 learning a culture and that learming about one’s owr.
culture is an opportunity of which no person should be deprived.
Further. 1t 1s argued that learning about one’s own culture builds
a power base of self-eoteem necessary for access to the democratic
ethic. Thus. a bond is created between the cultural ethics of
denmocracy and equal opportinity and bilingual/bicultural educa-
tion 1s mcorporated nto the multicultural educat:un movement.

Giobal education offers a somewhat different match when com-
pared to the cultural ethic of equal opportunity. Justice. @ moral
sense of equity . that 1s how global education addresses equal op-
portumty. This sense of equity does not force confrontations, rather
it leads toward compromise and conflict resolution. Thus curriculum
model stresses coexistence and not revolution. Enriched oy a strong
sense of carmg. mutuality, and appreciation. the movement ap-
pears mature and sophisticated rather than explosive and radical.
It 15 clear that equal opportunity should be extended to all. but 1t
15 not clear 1f this ethic 1s to be applied 1n the sume way to all peo-
ple. For instance. no evidence 1s available to assist an nterested
educator 1n knowing whether the global view advocates differen-
tiation when applying the ethic of equal opportunity to, let’s say,
the people of Mamila. Manchester, or Miami. In other words, the
commitment to the ethic 1s clear. Philosophically, there 15 a bond
between the ethics of democracy and equality. but the lessons to
be taught and learned are not as clear as 15 the commitment. In
the case of the cultural ethic of equal opportumty the advocates
of multcultural education are more clear about what ought to be
done 1n school than ' -¢ the advocates of global education. **Sim-
ple’” and “*direct™ are descriptors which apply to the arguments
advanccd by the multiculturalists: *‘interrelated’” and °‘multi-
faceted™” capture the flavor of the arguments advanced by the
globalist.

Fraternity

The third cultural ethic is fratermiry  This ethic requires more
than a commitment to desegregation, it requires a commitment to

31




LOUISIANA A

SOCTIA AL

S TUDTIESS J OURNAL

the creation and maintenance of an integrated community. This
ethic is seen in the development of urban neighborhoods and small
rural towns . . . places where one feels known and at home.

In general, Americans tend to support ba!l teams connected to
their home town or practice rituals which reinforce connections
to their community; for instance, kids going from house to house
collecting candy on Halloween, or the family attending a
Thanksgiving or Memorial Day parade, or going to a picnic and
tireworks on July Fourth, and/or attending the annual ‘‘big games™”
between local high schools. For many civic-minded folks the com-
munity is where you serve as a volunteer in order to advance the
*‘common good."’ The fraternity is as broad or as narrow as a per-
son’s mindset. In the spirit of democracy and equality opportunity
it opens, but it is special and valued because the community is also
closed.

On the one hand, the ‘‘fraternity’” could describe a narrowly
defined group of fellows who stick together as loyal friends. On
the other hand the ethic of fraternity opens the community to all
who seek admission.” The key is in ‘‘belonging’” — belonging
to the American Legion, the Diemocratic or Republican party, the
country club or the gang, the scouts, the ski club, the book club,
or the bridge club . . . the power of the ethic is in believing that
membership counts and that being a member counts. The way one
ought to act is clear — loyaity is required, so is caring and *‘pay-
ing dues.”’

There is a significant difference between the way in which global
education and multicultural education react to the ethic of frater-
nity and it is easily seen in their respective definitions of communi-
ty. Global education defines community in terms of the world and
problems such as trade, peace, economic development, hunger,
and the advancement of mankind in general. Multicultural educa-
tion defines the community in terms of designated groups of peo-
ple and problems in terms of matters of ‘‘equity’” (usually
numerical), position (usually symbolic), and legitimacy (usually
power-seeking).”

Consent

Each one of the three cultural ethics presented thus far stimulate
actions; in turn, these actions give meaning to the ethics. As the
cycle develops into a natural blend of ethics and actions, the
character of a people is formed. The bonding agent in this process
of formation shall be identified as the ethic of consent.”

The people’s acceptance of a point of view is what ultimately
gives meaning to a democratic society. Acceptance of the cultural
ethics of democracy, equal opportunity, and fraternity provides
the foundation upon v hich rests the American character. The social
struggle is related to the interpretation of these ethics as people
move to incorporate them into their lives. When an ethic is
understood and accepted in the context of a moment it now becomes
an ethic of consent. That is, actions must be taken to set right that
which the people do not want. The actions to set the wrong right
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will be strengthened by the support generated by any or all of the
ethics noted above.

For example, the Vietnam War was undertaken to advance ‘‘the
cause of a democratic society”” — a just cause. Initially, many
Americans assumed that the citizens of Vietnam were seeking to
be free of oppression — and there was support for this military
effort. However, the attitude of the people changed . . . the cause
was no longer just. Violations of the ethics of democracy (e.g.,
the people of Vietnam were not the ‘‘cause being advanced'”), equal
opportunity (e.g., returning veterans were not welcomed into all
American Legion posts) forced a new mindset among the people.
There was little popular support for the war, the ethic had shifted,
and the now-powerful ethic was expressed in the support of leav-
ing the war. Some said ‘‘leave now,”” some said, ‘‘leave with
honor,’” but most said leave. The ethic of consent gave meaning
and power to the people who, strengthened by the power, forced
action leading to the end of the war.

In matters of education there is consensus that the schools of
this country ought to teach responsible citizenship. Ultimately, for
all proponents this means that the schools should be about deveiop-
ing thought patterns or mindset in young people which will Yielp
them in making the ‘‘right’’ choices as participating citizens.

That these young people accept the cultural ethics of democracy,
equal opportunity, and fraternity is not the most significant issue.
The critical issue seems to be how they are being “‘trained,”’ if
you will, to build the right mindset . . . what form will the cultural
ethic of consent take as the future unfolds.

The formation of the mindset which will guide citizens was on
the mind of William J. Bennett when he argued that:

. . . Our children should know first about themselves
. . . And then they should know about totalitarian
regimes . . . And of course our students should know
about the gradations of social, political, and economic
arrangements in today's world between the few islands
of the free and democratic and the vast encroaching
ocean of the unfree and the despotic.”
The formation of this mindset is also a significant dimension of
both of the curriculum strategies being discussed in this paper.

What is it that represents what we are calling the cultural ethic
of consent in multicultural education? First, it is clear that power
and legitimacy are central. Multicultural education represents an
attempt to radically change the mission of the schools and the nature
of society through the advocacy of a curriculum revision. It is the
combination of the cultural ethics of democracy, equal opportuni-
ty, and fraternity which provide the energy for this movement. This
energy takes the form of cultural consent and this provides the con-
text for the curriculum reform. This combination of cultural ethics
cannot be denied and multicultural education is firmly established
as an expected curriculum reality. Each group selected tor study
becomes a ‘‘cause’’ in and of itself. Once established, this cause
provides the flint to be rubbed against the stone of our cultural
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ethics. The result is the spark and fire of consent, and in the flames
thie power and legitimacy sought are gained. The *‘cause’” becomes,
what Michael Apple refers to as *‘cultural capital.”””" The group
is now in the game.

Global education is not advanced with the same radical spirit
as is multicultural education. In the Dade County curriculum men-
tioned earlier, students are continually directed to discover things
that logically demonstrate that the world is small and inter-related.
This insight represents an important level of critical awareness for
a citizen of the contemporary world. However, students are not
guided as to how this knowledge ought ro affect their actions as
citizens.

The Dade County curriculum calls attention to ‘‘Eco-
Catastrophe!”’, nuclear war, poverty, cultural difference, and
crime.” It is as though the advocates of this curriculum have seen
the horrors of a potentially terrible future and they seek to prevent
it from happening. This view is taken from the recurring themes
noted above. The ethic of consent advocated by this curriculum
seems to be something like “‘think about it carefully and then make
up your mind.”’

This open-ended approach to teaching represents a valid instruc-
tional strategy. However, it lacks the ‘‘ought’” which an ethic re-
quires. Since no ethic of consent 1s advanced, an ethic of consent
must be arrived at by the students and teacher. If the cultural ethics
of democracy, equal opportunity, and fraternity are espoused —
and it has been shown that they are — and if these ethics are 1n
use then a dilemma results when the 1ssue of multicultural educa-
tion is raised.

The *“cultural capital,” central to the multiculturalists position
forces inclusion of “*his 1ssues’" into the curriculum. The globalist
is not against these issues and is forced to do one of several things.
Global education can be replaced by multicultural education. In
this case the needs of selected groups will be advanced over others
and the *‘world view’’ theme will be restricted to generalizations
drawn from the specific cases studied.” Or, students can be asked
to identify a languaye spoken in their community and then be asked
what is the second language they ought to learn.” This ‘‘ought’’
goes back to the ethics advanced by the multiculturalist and the
local communities are advanced over global issues.

Secretary Bennett is troubled by the lack of an ethic of consent
in global education. He asks:

What do human rights mean? In 1982, the National
Council for Social Studies published a booklet entitled
“‘international Human Rights, Society, and the
Schools.”” It was designed to help social studies
teachers teach about human rights, as they should. But
the booklet was written as a “‘small cosmic spaceship”’
called global education — a place, as we have seen,
where judgment is suspended. It said there was more
than one human rights tradition: ‘‘In Western Europe
and the United States” — I am quoting — “‘civil and

political rights such as freedom of speech, voting, and
due process are of prime concern.”” You bet; that’s
right. But *‘in Eastern European countries, economic
rights such as the right to work, to form trade unions,
to strike, and to take vacations are considered essen-
tial. .. .The rights which are deemed most impor-
tant depend upon the social, economic, ‘egal, and
political traditions of the people.’” That’s wrong. Ask
Lane Kirkland about workers’ rights in Eastern
Europe. Ask Lech Walesa.”
The secretary senses a danger that may result from the absence
of cultural consent — it ought to be there somewhere. The secretary
is correct; in global education *‘judgment is suspended.”

Multicultural Education from a Global Perspective

It is appropriate that schools take on a global view in this age
of electronic communication and universal vulnerability. The fact
15 that we are, in many ways, interdependent. Global education
is a response to its time.

Earlier in this paper global education was described as pro-
gressive in nature and orientation. This description was not intended
to suggest that global education is stuck in the past. Rather, the
term ‘‘progressive’” is used to describe global education as seek-
ing to advance the cultural ethics underpinning of the American
character in a changing time.

The contemporary globalists are very much like the Progressives
George Counts spoke of 1n **Dare the School Build A New Social
Order?’ The spirit of reform was in them, but the power to cause
action eluded them. Both movements had suppor* from individuals
and corporations which had/have what can be called a *‘worldly
view"" — Counts thought that most of these people were *‘roman-
tic sentimentalists.”” This comparnson can be shown to be mean-
ingful 1f the words of George Counts are modified just a bit.

. . . If (global education) is to be genuinely (global) it
must emancipate itself from the influence of this
(worldly class), face squarely and courageously every
social 1ssue, come to grips with life in all of its stark
reality, estahlish an organic relation with the communi-
ty . . . be less frightened . . . of imposition and in-
doctrination. In a word, (global education) cannot place
its trust (in an undefined paradigm of global
awareness).”’"

From this perspective the action lies not in global education but
1n multicultural education. The rationale for this movement is both
rich and tangible. The multicultural movement faces the challenges
outlined by Counts: it faces social issues squarely and ccurageously,
it comes to grips with the realities of life, and it has an organic
relationship with its constituents. But most of all, this movement
is politically active ard it is not sustained by individuals who are
‘‘romantic sentimentalists.”” It is sustained by individuals who share
a *“clarity of purpose’’ — they have a vision of what is right . . .
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an ethic of consent to unify themselves. Further, the
multiculturalists are not victims of objectivity. They are afraid of
neither imposition nor indoctrination.

From a global perspective, multicultural education is politically
strong. It has a “‘grass roots”’ flavor as it tends to be of the people
and it is relevant for the same reason. It also holds the promise
of the American character as it builds upon the cultural ethics of
democracy, equal opportunity, and fraternity. Finally, few are op-
posed to this movement and it is strengthened by the social
phenomena resulting from the cultural ethic of consent.

Conclusion

Within our culture, global education will have to provide a
clearer insight into political, economic, and social problems through
a process which will require that judgments are made and not
withheld. If the movement fails to meet this challenge, global
educati.,n will be co-opted entirely by interests such as the World
Bank on one hand or the multiculturalists on the other. The bias
for action resulting from consent gives global education its open
and accepting agenda. However, its lack of clear boundaries of
acceptability make it vulnerable. It cannot advocate everything.
It must reject the right things for the right reasons. It cannot escape
this character-building responsibility. If global education is open
to the closed mind, then the movement must recognize that once
the closed-minded are entrenched in the movement there will be
no place in the curriculum for the open-ininuea world view.
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