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				Introduction

				Challenges from a New World

				International education grew up during the 20th century, partly to support the increasing global mobility of professional families and partly as a response to the appalling bloodshed and destruction of two world wars. By the end of the century it had come of age, no longer needing explanation or justification as it began to spread its influence into the mainstream public systems of education.

				Perhaps ‘getting to know you’ best sums up the achievements of its first period of development. A deeper understanding of the lifestyles, the languages and the aspirations of people living in distant lands would lead to more effective trade, to more productive diplomacy and, some argued, to a more peaceful world. International education has always displayed both pragmatic and visionary dimensions.

				When I retired from the International Baccalaureate (IB) in 2006 it was clear that the 21st century was presenting new challenges. For example, modern transportation and communication had rendered largely meaningless the phrase ‘living in distant lands’ and whatever conflict lay ahead it was rather unlikely to fit the term ‘world war’. ‘Effective trade’ now seemed to have only a tenuous relationship with ‘productive diplomacy’ as new and sometimes unmanageable forces started to drive the world’s economies, rather like the jet stream drives our weather. 

				Perhaps the appropriate motto for early 21st century international education will be ‘getting to live with you’ as the growing diversity caused by mass immigration challenges the cultural cohesion of many nation states. Some are divided internally by ethnic conflicts, which have violent knock-on effects far from the country of origin.

				Indeed, the very concept of a nation state (and without a nation what is our understanding of the term ‘international’?) is being slowly eroded by the phenomenon that we call ‘globalization’. A nation’s capacity to act independently in the realms of politics, economics and social affairs has been greatly compromised as countries across the globe become linked together in a partially completed and often poorly fitting jigsaw puzzle of inter-related demography, economy and culture. 

				In apparent contrast, it seems that education has remained one of the few levers still under the control of individual national governments, which are still very sensitive to comparative international league tables of educational achievement. But what kind of education, what knowledge, skills and values, do young people need in the 21st century to live active, fulfilled lives in this New World?

				Surprisingly little has been written about the impact of globalization on education, perhaps because it is still too early to see with any clarity just what the effect might be. Since my retirement from the IB I have seized every opportunity in speeches, articles and book reviews to examine some of the issues that will face international educators in the 21st century, including:

				
						students’ understanding of the concept of globalization; 

						the multicultural nature of most contemporary societies;

						rapid, unmediated access to complex information; 

						unethical behaviour that puts free-market democracies at risk;

						the threat to the planet of global warming; and 

						the growing world influence of non-western countries with different cultural priorities.

				

				None of these would have found a place in a list of top ten concerns much before the final decade of the 20th century. Now, they have become the most demanding issues that education must address at the start of the 21st century.

				George Walker

			

		

	
		
			
				International Education: Response to a Previous World

				International education put down its first enduring roots in 1924, with the opening of the International School of Geneva (École Internationale de Genève). Ecolint, as it became known, fulfilled the practical need of providing an education for the multinational children of the new breed of international civil servants working at the League of Nations. But its founders had more complex ambitions, namely to instil into these young people the same values of international understanding and tolerance that were enshrined in the League’s own Covenant. In this way, perhaps, there would be no repetition of the carnage of the First World War. International education could help the process of nation speaking to nation. 

				The school’s style of education was far ahead of its time and a radical suggestion, made by the chairman of its governing board in 1925, proposing an international school leaving certificate, fell on deaf ears. But the most telling blow to its visionary ambitions came with the outbreak of the Second World War. Nonetheless, it survived and, when the war was over, Ecolint helped to found a sister school with similar aspirations in New York, the United Nations International School (UNIS). This postwar period saw a rapid growth of international schools, matching the expansion of world trade, the associated support of diplomatic missions and the steady growth of international agencies, many of them linked to the United Nations. Some of these so-called ‘international schools’ maintained an unashamedly national (particularly American and British) education set down in the midst of foreign, sometimes even hostile, countries far from home. But others were inspired by the example of Ecolint and UNIS to develop something new, something more visionary, something that would perhaps ensure the world would never again see horrors such as those of the Second World War. International education could help to foster a new spirit of international tolerance. 

				These mushrooming international schools were soon given practical support in their mission by their own organization, the International Schools Association (ISA), established in 1951 in close association with the recently founded United Nations Educational, Scientific and Cultural Organization (UNESCO), by parents who were international civil servants working in Geneva, New York and Paris. Predictably, the ISA reinforced the visionary aspect of international education and the first aim in its current mission statement remains ‘To further world peace and international understanding through education’.1 

				Ten years later another event had a profound effect on the developing international school movement: the opening, in 1962, of Atlantic College in Wales. By now memories of the Second World War were fading, but only to be replaced by the superpower tensions of the Cold War, with its ever-present threat of wholesale nuclear destruction. Surely, it was argued, a residential experience, founded on the experiential philosophy of Kurt Hahn – ‘an enterprising curiosity, an undefeatable spirit, tenacity in pursuit, readiness for sensible self denial, and above all, compassion’2 – an experience that offered the world’s brightest and best teenagers the opportunity to live and study for two years, amongst a complete mix of different cultures and backgrounds and to make lifelong friendships across sometimes forbidden national frontiers, surely this would somehow reduce the chances of another world war. Thus, with the creation of the first United World College, the visionary dimension of international education that had been promoted 40 years earlier in Geneva was further reinforced. Schools, and the young people in them, could transcend the barriers of even the Cold War’s frontiers.

				International education in a changing social environment 

				To be a realistic alternative to national, or state, education, international education must coexist with existing social, economic and political structures. It must fulfil a practical need; institutions offering it must become established and attract suitable staff; governments must at least accept, if not welcome it, and its curriculum and qualifications must be widely recognized. All these conditions were satisfied during the rapid development of international education taking place in the last century. Moreover, international education went further, seeming to offer at least a response, if not a solution, to some of the most pressing moral challenges of a century ravaged by war.

				However, at the beginning of the 21st century, the social environment of education is changing in response to the accelerating processes of globalization and to the ever widening participation of new educational stakeholders. Hitherto, international education has been largely concerned with the relationships between groups contained within different geographical boundaries; indeed, as we have seen, its origins lay in the initiatives taken by international schools to encourage mutual understanding between different nation-states. However, as immigration between nations has increased, making the classrooms of national schools more and more culturally diverse, and as the conflicts between nations give way to culturally-based conflicts within nations, national and international education are beginning to merge, weakening the earlier link between international education and international schools and making international education more of a national responsibility.

				A society’s formal system of learning – the education that it provides for its citizens – looks both within the society and, at the same time, outside it. On the one hand, it is the means to maintain, develop and transmit to the next generation elements of the distinctive culture that provides the group’s particular source of identification and belonging. On the other hand, education is also the means to an understanding of the culture of others and to building a bridge between the two, between ‘them’ and ‘us’.

				It is a rare group that has no contact with the outside world, though there are closed orders of different religious persuasions that seek such a condition, promoting an education for their students that avoids distraction or adulteration, and therefore sometimes encouraging forms of extremism. It is also a rare group that puts a concern for the whole world before a more selfish interest, though the United World Colleges might offer such an example. If these define the two limits of an axis, then most systems of education fall somewhere in between, seeking to strike an appropriate point of balance between what might be described as the internal and the external.

				There have been many different reasons for a group of people of one culture wanting to associate with, and therefore better to understand, those of a different culture. Trade and the desire to minimize harmful conflict are two obvious examples; less obvious, but no less important, is the need to refresh the culture through immigration and interbreeding. Education has always provided the instruments and the experiences to enable that association to take place. Do they speak my language? Do we have a common history? Are their gods also our gods? There has always been an international, a ‘them’, element to education.

				Nonetheless, education policy has hitherto been primarily perceived as a national priority and has remained rather firmly contained within national frontiers, even today seeming to resist the pressures of globalization that have reshaped so many other areas of national life. Although there is international interest in the educational performance of other countries, and in tracking down the magic ingredients of other nations’ successes, there is little evidence of a globally shared framework for school based education, still less a globally acknowledged curriculum, that would allow students to transfer with minimal disruption between different countries. State education has been guarded jealously as one of the few remaining levers of national social policy and in recent years the governments of several countries with previously widely devolved education systems – for example, Australia, the United Kingdom and the USA – have all intervened to impose national policy above local.

				We need to bear in mind, however, that government-funded education is itself a rather recent phenomenon, historically trailing far behind the provision for schooling made by philanthropic individuals, charitable institutions and religious groups. The intervention of the state represented a significant shift along the internal-external axis, moving education away from the more limited self-interests of particular groups in society (seeking, for example, a better standard of religious instruction) to the priorities of the nation as a whole: national heroes and myths, an articulate electorate, an administrative elite and, most recently, a competitive workforce. During the past century, although particular educational initiatives may have had more exotic origins, their lasting development, their incorporation into an enduring education system, has taken place through state education. To choose a very recent example, the United Nations millennium goal of universal elementary education by the year 2015 had its origins in UNESCO but it will only be achieved, if it is to be achieved at all, through the cooperation of individual national governments.

				Nonetheless, at the start of the new century a number of influences are beginning to erode the monolithic position of state education, in some countries even encouraged by the governments themselves. Legislation in China and India has permitted the development of private education, while charter schools in the USA and city academies and trust schools in the UK have engaged new stakeholders. The reasons behind this widening base of engagement are several: huge government administrative superstructures have clogged up the existing system, stifling any chance of reform; the rapid increase in the middle-class demand for education in many developing countries is too great to fund through a single route of direct taxation; the capacities of more sophisticated technologies have stimulated the search for new partners both to fund and to influence the nature of education.

				We are therefore witnessing a discernible move from ‘state education’ to a more widely based ‘public education’ that engages the active participation of different stakeholders in society. This development is once more shifting the position of education along the internal-external axis as groups (for example the business community) that have stronger international sympathies and experience, assume a degree of responsibility for the provision of education.

				Internal education is merging with external education and all this is taking place against the trends of increasing migration and ease of communication. This, in turn, implies that an education to understand different cultures living in other countries will, in future, have to be modified to take into account different cultures living just down the road, often using new technology in ways that make it unimportant where they are living.

				The new global challenges

				International education aimed to bring about the meeting of nations: rubbing shoulders, building tolerance and lifting the barriers of national frontiers. All this has a 20th century ring to it, but it is less relevant in the 21st century where nations already rub shoulders daily in a thousand different ways, international forums (albeit far from perfect) exist to resolve disputes causing international tension and very few countries remain off limits to the committed traveller. The challenge of the new century is not to bring people of different cultures together, but to address some of the issues that arise when this happens on a daily, hourly, minute-by-minute basis, thanks to the impact of globalization. 

				What are the particular global challenges for the century that lies ahead and how can international education help to meet them? Suárez-Orozco suggests that working with difference and complexity will be particularly important keys to understanding the future. On the former, he emphasizes not just meeting together, but living together, often in the closest proximity: 

				Children growing up today are more likely than in any previous generation to face a life of working, networking, loving, and living with others from different national, linguistic, religious and racial backgrounds… The friction that meaningful cultural contact and incommensurable difference generate can be a threat if mismanaged – as intergroup violence and anomie in multicultural cities suggest. But friction can also generate constructive energy … When intercultural difference interrupts ‘thinking as usual’ – the taken for granted understandings and world views that shape cognitive and metacognitive styles and practices – it can do most for youths growing up today.3

				On complexity, Suárez-Orozco writes: 

				Globalization engenders complexity. It is generating more intricate demographies, economies, politics, environmental choices, scientific realities, technology and media, cultural facts and artefacts, and identities… An intellectually curious, cognitively autonomous, socially responsible, democratically engaged, productive, and globally conscious member of the human family in the 21st century cannot be educated in the 20th-century factory model of education.4

				Gardner expresses similar sentiments and reflects on the implications for the school curriculum:

				Many – perhaps most – of the most vexing issues facing the world today (including the issue of globalization!) do not respect disciplinary boundaries. AIDS, large-scale immigration, and global warming are examples of problems in need of interdisciplinary thinking. How best to begin to introduce rigorous multi-perspective thinking into our classrooms is a challenge that we have only begun to confront.5

				And his first priority for the future is an understanding of the new realities of the global system itself:

				The trends of globalization – the unprecedented and unpredictable movement of human beings, capital, information, and cultural life forms – need to be understood by the young persons who are and will always inhabit a global community. Some of the system will become manifest through the media; but many other facets – for example, the operation of worldwide markets – will need to be taught in a more formal manner.6

				Friedman7 makes a similar point in his analysis of the forces that have ‘flattened’ the worlds of business, commerce and education. His conclusions make equally uncomfortable reading for the Old World and the New World as he predicts the steady erosion of their current competitive advantages as countries like India, China and Russia seize the new opportunities offered by what he calls a triple convergence: the power of the internet, changes in practices that reflect new and more efficient ways of doing business and the consequent addition of some three billion new people to competitive markets. For Friedman, the reconciliation of widening capitalism with the fate of its seemingly inevitable victims, lies in a form of ‘compassionate flatism’ in which education will play an essential part.

				Friedman’s argument that the balance of global power is shifting away from the West (as he points out, to be ‘one in a million’ in China is to be part of a group numbering 1300) is derived from an essentially economic perspective: ‘The jobs are going to go where the best educated workforce is with the most competitive infrastructure and environment for creativity and supportive government. It is inevitable.’8

				Jacques agrees:

				We are moving into a world in which the West will no longer be able to call the tune as it once did. China and India will becomes major global players alongside the US, the EU and Japan. For the first time in modern history the West will no longer be overwhelmingly dominant.9

				But he adds a moral dimension to the argument:

				It is no longer possible for Europe to ignore the sensibilities of peoples with very different values, cultures and religions. First, Western Europe now has sizeable minorities whose origins are very different from the host population and who are connected with their former homelands in diverse ways. If European societies want to live in some kind of domestic peace and harmony … then they must find ways of integrating these minorities on rather more equal terms than, for the most part, they have so far achieved.10

				The shock generated by the London bombings in July 2005 and the destructive rioting in the suburbs of many French cities that occurred later in the year, was due not only to their happening but also to the uncomfortable fact that they were caused by national citizens rather than malevolent outsiders.

				Rischard11 lists no fewer than 20 global issues that, in his opinion, must be resolved in the next 20 years. They are grouped into three categories: those that have to do with sharing the global living space (eg global warming), social and economic issues (eg world poverty), whose solution requires ‘a critical mass that only global coalitions can achieve’, and legal and regulatory issues (eg intellectual property rights) that demand a common rule book. Rischard argues that the world lacks effective mechanisms for dealing with these issues and, indeed, his main thesis is that current institutions have not kept pace with either world demographic or world economic changes.

				In summary, then, these are what experts perceive to be the new challenges of the 21st century:

				
						Living and working with difference – kinship, gender, language, race, ethnicity and inequality; therefore interrupting the process of ‘thinking as usual’.

						Enjoying the challenge of complexity, which means assessing problems from a variety of different perspectives and accepting the absence of a single solution.

						Acquiring a better understanding of the driving forces behind globalization and its impact on different groups; understanding, for example, the interconnectivity of buying habits.

						Recognizing that the balance of economic power in the world is shifting to different parts of the world and that, increasingly, education will be the determinant of economic success.

						Coping with cultural differences, not as a visitor or expatriate in another country, but on a daily, and sometimes potentially confrontational, basis at one’s own back door.

						Seeking new styles of working that do not depend upon outdated and inefficient institutions that were designed for a previous era.

				

				To what extent, then, does international education, as currently practised, prepare young people for these new challenges?

				International education in practice: the International Baccalaureate 

				The curriculum and the associated values of international education were formalized, institutionalized and made available worldwide with the creation of the International Baccalaureate Organization (IBO) in 1968. This initiative, which was supervised by the ISA and funded by UNESCO and a number of American foundations, was largely driven by teachers in schools like Ecolint, UNIS and Atlantic College, working together to solve that frustrating problem anticipated some 40 years earlier – the creation of an international pre-university programme that could be studied anywhere in the world and providing access to any of the world’s best universities. The result was the IB Diploma Programme, a values-inspired response to a practical problem.12

				Nearly two generations later, that programme has achieved its early, ambitious goal to a remarkable degree yet still retains much of the overall shape with which it was launched.13 Three influences largely determined its design: the idealism represented by ISA and UNESCO, the classroom experience of subject specialist teachers and the requirements of university admissions tutors. The result was a compromise: an intellectually demanding liberal arts programme with a strong international dimension, an emphasis on critical thinking skills, the encouragement of foreign languages and an insistence on community service. Several of its constituent parts, notably the Theory of Knowledge course, the compulsory element of Creativity, Action, Service (CAS) and the extended essay, continue to attract widespread interest, but it is the diploma’s overall shape, carefully designed to be more than just the sum of those constituent parts, that remains so distinctive, even today.

				For more than a generation, its Diploma Programme maintained the IBO in a small but increasingly influential niche position, winning recognition by offering a welcomed passport to the world’s most sought-after universities. Surprisingly, and for some international purists, somewhat annoyingly, the greatest rate of growth was in the USA, where public schools, not especially interested in its international nature, were attracted to a high-quality programme with internationally benchmarked assessment. But the capacity to infiltrate state systems has been crucial to its development and many different governments have taken an interest in the IB Diploma Programme, incorporating elements of it within their own national programmes.14

				During the 1990s, in the most significant developments since its founding, the IBO added a Middle Years Programme and then a Primary Years Programme, thereby greatly widening the organization’s role and responsibilities. From that moment the IBO has made the running in the development of international education: indeed, it has been suggested15 that the IB programmes might even be regarded as the educational global equivalent of Nike or Coca-Cola. In practice, for many schools across the world, participation in international education has meant authorization to offer one or more of the IB programmes – for them international education has become synonymous with the IB. It is therefore not unreasonable to rephrase the earlier question, so as to ask how relevant the IB programmes will be in preparing young people for the globalized world of the 21st century.

				According to Suárez-Orozco and Qin-Hilliard: ‘Education systems tied to the formation of nation-state citizens and consumers bonded to local systems to the neglect of larger global forces are likely to become obsolete, while those that proactively engage globalization’s new challenges are likely to survive.’16 Clearly, the IBO was itself a direct response to a global force – increasing international trade – and the programmes’ different international dimensions, including the study of modern languages and world literature as well as its international teams of curriculum developers and examiners, mean that it is not bonded to any local system. However, to what extent do the programmes: ‘proactively engage globalization’s new challenges?’

				Gardner specifically commends the Theory of Knowledge course as an appropriate basis for an introduction to interdisciplinary work, and the so-called ‘areas of interaction’, which form an important interdisciplinary focus in the IB Middle Years Programme, offer a similar opportunity to examine a particular issue from a variety of disciplinary standpoints. Developing cultural understanding also plays an essential part in all three IB programmes but this is usually in an international context where engagement is often temporary and optional, rather than the local context of an immigrant group that constitutes a growing minority on the other side of the same city. IB students in the Midlands or North of England are more likely to choose French, Spanish or ab initio Japanese as their foreign language than Urdu or Gujarati.

				One of the strengths of the 20th century model of the IB has been its close association with schools. Teachers and administrators have contributed to every aspect and at every level of the organization: developing the curriculum, training new teachers, lobbying governments, examining students and participating in its governance. In the future, however, this strength could become a serious weakness if IB programmes remain exclusively bound to particular institutions. The successful spread of educational opportunity to match the new distribution of economic wealth does not imply the death of schools, but it does mean that they will become just one part of a much wider and varied network of education providers, all making use of the latest technology.

				Acquiring responsibility for three programmes of international education – kindergarten to grade 12 – has encouraged the IBO to engage in an extensive study of the key factors that underpin them, in a search for a more generic description of what the IB represents: what are the common threads that are progressively developed from elementary schooling through to pre-university graduation, the essential ingredients of this version of an international education? They have been expressed in the so-called ‘IB learner profile’,17 which, perhaps unsurprisingly, restates many of the qualities that were in the minds of the early pioneers: for example, critical thinking, communication, caring and reflecting. The list of ten chosen qualities divides roughly into two categories, which could be said to reflect the nature of the IB experience itself and thus of much of the current practice of international education: a critical mind linked to a compassionate heart.

				Perhaps this is the description of the social entrepreneur; indeed Friedman himself writes:

				I have come to know several social entrepreneurs in recent years and most combine a business school brain with a social worker’s heart.18

				Bornstein,19 noting that during the 1990s the number of registered international citizen organizations (not-for-profit organizations with a global influence) increased from 6000 to 26,000, suggests that several factors are encouraging the worldwide mobilization of citizens: the replacement of many authoritarian governments, surplus wealth in many economies (albeit very unevenly distributed), greater longevity and better education, more extensive participation of women and new forms of technology.

				It seems likely that the IB graduates will have a particular contribution to make to what could become a really significant movement of the new century: 

				Across the world, social entrepreneurs are demonstrating new approaches to many social ills and new models to create wealth, promote social wellbeing, and restore the environment. The citizen sector is conspicuously leading the push to reform the free market and political systems.20 

				Because unarguably there is deep disillusion concerning the capacity of governments to address and solve the growing list of serious global problems, and private enterprise is widely perceived as making a bad situation worse.

				However, a final word of caution is needed because ‘business school brains’ and ‘social worker hearts’ are both very western phrases. They describe concepts that fit comfortably with the IB and its model of international education, which is founded upon a western humanist philosophy that encourages freedom of speech, challenges authority and rewards individual initiative: 

				The configuration of learning presumed in international academic curricula is a Western configuration based on conceptual learning as the dominant form of learning.21 

				Those from different cultural backgrounds may reason differently and attach different priorities to what they value in their society. Unable to match business school brains to social worker hearts, and fearing social and economic marginalization as the global economy further reinforces the power of western capitalism, their difference is being expressed with increasing emphasis, sometimes with increasing violence, around the world.

				The final sentence of the IBO’s mission statement insists that: 

				These [IB] programmes encourage students across the world to become active, compassionate and lifelong learners who understand that other people, with their differences, can also be right.22

				Just how right ‘other people, with their differences’ will be allowed to be, and just how right these other people will insist on being, are issues that will surely pose the biggest future challenge to international education. If international education is really preparing young people to face the new rather than the past century, then it will start by recognizing that in the West: 

				[T]oo many young people have a sense of entitlement, are complacent and even condescending towards the rest of the world and this could be our downfall.23
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