WORLD HISTORY LITERATURE REVIEW EXCERPTS
By Mary McFarland, Ph.D. 
History’s Role: Why Study History?
The study of history is crucial in our increasingly diverse and globally interdependent world.  Yet, the study of history is, as Sam Wineburg asserts, an unnatural act.  He writes:


Coming to know others, whether they live on the other side of the tracks


or the other side of the millennium, requires the education of our sensibilities…


to go beyond the fleeting moment in human history into which we have been


born.  History educates (“leads outward” in Latin) in the deepest sense.  Of the


subjects in the secular curriculum, it is the best at teaching those virtues once

reserved for theology—humility in the face of our limited ability to know, and 

awe in the face of the expanse of human history (2001, pp. 23-24). 

Patrick Manning defines world history as the story of connections within the global human community.  He continues:

The world historian’s work is to portray the crossing of boundaries and


the linking of systems in the human past.  The source material ranges


in scale from individual family tales to migrations of peoples to


narratives encompassing all humanity… It adds to our accumulated


knowledge of the past through its focus on connections among


historical localities, time periods, and themes of study (2003, p. 3).

World history is a foundation for understanding how humanity has arrived at the present.  It provides the foundation needed to move into the future.
The Nature of World History:  How Has the Field Developed?

A Western focus has dominated world history courses until more recent times. Not surprising, a great impetus for a more global perspective came during the dawn of the space age, Cold War period, and spread of multinational institutions and organizations (Merryfield & Wilson, 2005, p. 15). Manning points out that two predominant paths of study, one focused on the rise of great empires (more recently enriched as historians look for global connections across empires) and another focusing on great quantities of information about change over time outside the traditional bounds of history (2003, p. 4).  Teachers began to broaden the view of world history as early as the 1960’s, a non-western emphasis grew in the ‘70s and ‘80s with additional impetus from the founding of the World History Association in 1982, Earnest Boyer’s Carnegie Report recommending the inclusion of non-western history, and a college board booklet using the study of world civilizations (p. 69).  

Since 1900, organizing the field of world history has been influenced by the growth of organizations, institutions, and publications relevant to world history (e.g., the World History Association, the Bradly Commission on History, the National Council for the Social Studies involvement in the National Commission on Social Studies in the Schools, the American History Association), expanding area-studies approaches, the development of thematic approaches, studies of broad conceptual scope—moving away from any single area of historical specialization, and the examination of narratives in United States and world history courses for more wide-ranging interpretations that place the United States and Europe in a global context—addressing more global issues and connections (2003, pp. 79-105).  Global studies became a framework for analysis during the 1990s and received impetus in the late twentieth century by the increasing intensity of global connections (p. 163). Scholarly advances in political and economic history, social history, and cultural history continue to influence the field of world history. Manning describes global studies as interactive studies of wide scope—extending the scope of study to “large geographical regions, wide slices of time, and a broad range of human and natural phenomena” (p. 170).   


World History in School:  What are Patterns and Influences on World History as it is Taught in Schools?

As one example of this expanded view of world history, the Advance Placement course in world history was developed in 2002 and states as its purpose:  “to develop greater understanding of the evolution of global processes and contacts, in interaction with different types of human societies” (College Board, Advance Placement, World History at http://www.collegeboard.com/student/testing/ap/sub_worldhist.html?worldhist).  

World History is found within social studies departments in the nation’s schools. Standards and position statements from the National Council for the Social Studies have played a key role in providing guidance for curriculum developers across the United States who are interested in large-view, cross-cutting themes which derive from many interrelated disciplines.

Challenges:  What Are Examples of Challenges and Controversies in World History?

Organizing and teaching about the world is not without its challenges and controversies.  Some critics see introducing content about world history and the historic roots of issues today as crowding an already strained curriculum.  Some attack world studies as promoting one-world government or as unpatriotic—especially critics who believe that students should learn a single, mainstream American point of view.  In some communities “teaching multiple perspectives is seen as subverting unity and nationalism while in others this pedagogy is taken for granted as part of students’ development of critical inquiry skills” (Merryfield, 2009). Educators are also influenced by their own experiences, preparation, knowledge, comfort level, cultural diversity, tolerance for ambiguity, and skill at critical thought.

Dunn points to two contrasting world history arenas regarding world history as a school subject.  He describes in Arena A those scholars and educators who view the primary field of world history investigation must be about change at large, the planet as a whole.  Areas of focus include the human species in its changing physical and natural environment, interactions among human societies, patterns of change in world-scale context that cut across and transcend countries, civilizations, and societies, and connections among peoples and societies as long-term historical processes.  The organization of the curriculum is around large scales of change and issues related to human and cultural development.  Arena B, which has had the most influence on state standards, and is advocated by those who favor curriculum centered on American and European history as a way to promote national cohesion and multiculturalists who favor addressing cultural diversity, social justice, and international-mindedness.   The curriculum generally includes content on Africa, Asia, and Latin America, but organized region by region (Dunn, 2010, pp. 183-195).

Bain and Shreiner developed a chart of the type of world history present in state documents (Bain & Shreiner, 2005, pp. 266-267; See A: Type of World History in State Standards;  See also Appendix B: World History Required and Tested by State. These appendices are included in this review with permission from author, Robert Bain). 

Varied Patterns and Frameworks for World History Curriculum: What Are Ways to Organize World History Curriculum?

Consensus exists that world history is an important part of the curriculum and that it is a growing emphasis within schools across the nation (Bain & Shreiner, 2005, p. 248).   However, one of the major challenges faced by teachers is how to organize the world history curriculum--possibly the most complex of all curriculum areas.  Should the approach be based on chronology, themes, periods, case studies, cultural comparisons, patterns of change, important events, people, civilizations? Should its foundations be inter-regional patterns, relationships and connections across time and space, local and national connections to global, questions that cut across time and space, patterns of similarity and difference, big ideas, connections to other disciplines.  Should the structure and organization of the curriculum be some defensible combination of these approaches?   

From state to state the standards related to world history differ, textbooks vary (although most world history textbooks are large, dense, and filled with details), and are viewed by students as authoritative.  What criteria should serve to help educators decide the framework for their world history course?

Clearly, national standards are not the only way to describe disciplines as represented in school subjects within the social studies.  However, they do represent a broad K-12 view, since in every case, the processes of developing standards documents included input from scholars and, in most cases, hundreds of educators, professional disciplinarians, teachers, and representatives of national professional organizations.

Even though standards seek to provide focus and represent a broad, consensus view of fields, standards alone are not sufficient to improve teaching and learning.  Other factors include the extent to which standards are incorporated into state standards; whether the sometimes segregated content and skills within standards are reconfigured into district scope and sequence curriculum for meaningful planning--with suggestions for new kinds of instruction and assessments, K-12; whether standards receive the kinds of support in materials and ongoing professional development that enable educators to implement them; whether accountability measures are based on standards; whether the assessments are high-stakes tests that are linked to promotion or graduation; whether standards-based assessments are designed to move beyond measures of factual recall;  whether the most important learning is only that which is individualistic and quantifiable; whether costs are justifiable; whether time is devoted to teaching what standards recommend, etc. 

In 1994, the National Standards for History were developed to highlight both content and historical thinking standards (National Center for History in the Schools, Revised in 1996).  The National Standards for History contains the national voluntary history standards for grades K-4 and for United States history, grades 5-12 and world history, grades 5-12.  Even though they are voluntary, the standards provide guidance in planning history curriculum and assessments.  The result of a four-year process involving broad participation by historians, educators, parents, members of professional organizations, and others, the history standards document was originally published in 1994.   The document was revised in 1996 to address critiques.
   The standards provide several purposes for the study of history in the curriculum, K-12:

Without history, a society shares no common memory of where it has been, of what its core values are, or of what decisions of the past account for present circumstances.  Without history, one cannot undertake any sensible inquiry into the political, social, or moral issues in society. And without historical knowledge and the inquiry it supports, one cannot move to the informed, discriminating citizenship essential to effective participation in the democratic process of governance and the fulfillment for all our citizens of the nation’s democratic ideals. … These learnings directly contribute to the education of the public citizen, but they uniquely contribute to nurturing the private individual as well (National Center for History in the Schools, 1996, p. 1). 

The history standards address what historical knowledge and historical methods are important for students to learn.  Instruction is based on standards that define what students should know about the history of families, their communities, states, nation and the world, as well as thinking skills that enable students to:

differentiate past, present, and future time; raise questions; seek and evaluate evidence; compare and analyze historical stories, illustrations, and records from the past; interpret the historical record; and construct historical narratives of their own (p. 2).  

The National World History Standards for Grades 5-12 present a summary of approaches to world history as (Comparative civilizations, Civilizations in global context, Interregional history, and thematic history  

The nine eras selected for study are:

Era 1. The Beginnings of Human Society

Era 2 Early Civilizations and the Emergence of Pastoral Peoples, 4000-1000 BCE

Era 3 Classical Traditions, Major Religions, and Giant Empires, 1000 BCE-300CE

Era 4: Expanding Zones of Exchange and Encounter, 300-1000 CE

Era 5 Intensified Hemispheric Interactions 1000-1500 CE

Era 6 The emergence of the First Global Age, 1450-1770

Era 7 An Age of Revolutions, 1750-1914

Era 8 A Half-Century of Crisis and Achievement 1900-1945

Era 9 The 20th Century Since 1945: Promises and Paradoxes.

The world history standards outline four widely used approaches for teaching: comparative civilizations; civilizations in global context; interregional history; and thematic history.  See Appendix C: World History Standards for Grades 5-12 for a listing of standards associated with each era of world history.
Dimensions of Historical Thinking are also listed in the world history standards as:

· chronological thinking—identifying the temporal sequence in which events occurred

· historical comprehension—listening to and reading historical narratives with understanding; being able to describe the past through the eyes of those who were there as revealed through art, literature, artifacts, records, etc.

· historical analysis and interpretation—comparing and contrasting from the past to the present; different perspectives; historical and literary representations of the past

· historical research capabilities—being able to develop historical questions from documents, artifacts, photos, accounts, visits to sites; to acquire information related to sources; and to construct a historical narrative or story related to evidence

· historical issue-analysis and decision-making—identifying problems from the past; analyzing various points of view; evaluating alternative proposals for dealing with problems and analyzing decisions in terms of their consequences (pp. 6-7).
The thinking that historians do to reconstruct the past is highlighted in the standards to suggest that these same processes become part of instruction.  Students need experience in practicing the modes of thoughts of historians as they attempt to understand the past.

Policy issues addressed in the standards influence the implementation of the standards at all grade levels.  Issues include: providing adequate time, establishing high expectations for all students, determining what constitutes successful achievement, and promoting equity of opportunities and resources for all students in a course of study that begins in kindergarten and includes three years of United States history and three years of world history from middle school through high school (pp. 12, 57).

Researchers have pointed to other influences on curriculum decisions. History is written in varied forms:  specific forms linked to specific purposes that influence instructional decisions of teachers. Views about the issue of what history is of value in schools have often divided along the lines of “heritage history” or discipline-based history and sometimes along lines of history written as narrative, presented in primary sources, or written as exposition.  However, history takes many forms.  Leinhardt points out that many types of instructional explanations of history are offered by teachers, written in textbooks, or even generated by groups of students.  One type of instructional explanation involves an event-focused and narrative structure.  Other instructional explanations in history are presented in narrative form, but are temporal-causal—action packed narratives of events with actors, purposes, motives in narrative chains of causes and consequences.  At times, however, historical instruction involves expository explanation of socio-political structures  (e.g., descriptions of the development over time of such systems as the judicial and economic systems).  Another form that history takes is based on themes (e.g., power, wealth, leadership, citizenship, etc.) that cut through events, institutions, and time, sometimes the focus of instruction in culminating lessons.  History is also characterized by metasystems (e.g., analysis of specific events or structures, synthesis of many events or structures, often based on a theme) that call for instruction featuring hypothesis posing, perspective taking, and interpretation.  Leinhardt’s analysis is an exploration of forms related to purposes of history and concludes: “History is not only about events and circumstances but also about what we make of them” (2001, pp. 338, 342-343).  Other forms used by historians and appropriate for students include historical essays, written accounts of the past, speeches, and media presentations.  While these accounts are based on research, they call for interpretation.

Wineburg (2001) raises a related point about what we make of history.   He comments on the inability of historians ever to completely know past persons and events as through the eyes of people who were there.  He advises that the goal of historical study should instead lead us “to know what we cannot see, to acquaint us with the congenital blurriness of our vision” (p. 11).   He continues: 

The argument I make pivots on a tension that underlies every encounter with the past: the tension between the familiar and the strange, between feelings of proximity to and feelings of distance from the people we seek to understand. Neither of these poles does full justice to history's complexity, and veering to one side or the other only dulls history's jagged edges and leaves us with cliché and caricature. Furthermore, I claim that the essence of achieving mature historical thought rests precisely on our ability to navigate the jagged landscape of history, to traverse the terrain that lies between the poles of familiarity with and distance from the past (p. 5).
Weinburg states that historical encounters call for historical thinking. He writes:

Historical thinking requires us to reconcile two contradictory positions: first, that our established modes of thinking are an inheritance that cannot be sloughed off; second, that if we make no attempt to slough them off, we are doomed to a mind-numbing “presentism” that reads the present onto the past (p. 12).  


Barton and Levstik find the dichotomous labeling of history as “heritage” or history as “disciplinary practice” too simplistic.  Instead, they describe four “stances,” or perspectives of history as it operates in society, perspectives widespread in schools (p. 9).   The researchers point out the role of various stances in terms of what they perceive to be the most important overarching purpose of history, its contribution to democratic citizenship.  They define democratic citizenship as “citizenship that is participatory, pluralist, and deliberative” (2004, p. 40).  The stances (interrelated, but not at all times compatible) have strengths and drawbacks, and while each may contribute to democratic citizenship, they tend to contribute in differing degrees to varied purposes of history.


· The analytical stance refers to instances in which students are asked to analyze some element of the past, but this stance includes three distinct purposes for doing so (understanding causes and consequences, developing generalizations, or learning how accounts are created). 

· Similarly, the identification stance, one of the most commonly practiced uses of history (p. 64), includes all those times when students are asked to identify with some element of the past.   Such identification can be guided by three different purposes: creating a sense of individual or familial roots; identification with the nation or other groups through stories of origins and development over time (see also Brophy, 1999); or accepting the past as a ‘warrant’ or ‘charter’ for contemporary society, legitimizing or criticizing contemporary affairs in terms of the past (Barton & Levstik, 2004, p. 8, 57).   This stance less focused on democratic participation, consideration of the common good, and identification with the larger society because students are affirming that their own lives in some ways mirror the past (pp. 45, 56-58).

· The moral stance asks students to “remember, admire, and condemn people and events in the past for the purpose of considering the issue of “justice” (what justice is, how it may be achieved)-- what should or should not have happened in history as it relates to the common good in studying such topics as the Civil Rights Movement, the end of apartheid, slavery, the Holocaust (p. 7, 92).  

· The exhibition stance involves personal fulfillment (history as hobbies, leisure activities based on historical interest, and may include less positive displays of knowledge for self-promotion). The exhibition stance is also related to accountability (evidence that students have learned material) which is not as related to participatory democracy, the goal proposed as most important by Barton and Levstik.  Likewise, the exhibition stance does not necessarily call for judgment.  It may, however, involve using what is learned in service to others--for example students creating displays of the past or written accounts of different aspects of the past for each other (See also VanSledright, 2002, pp. 53-77), for younger students, or the community--to inform the judgment of others or help people to better understand others (Barton & Levstik, pp. 119-120). 

Clearly, the stances are not mutually exclusive.  However, the stances vary in the ways in which they contribute to the overarching goal of democratic citizenship (p. 10). 

The standards, research positions, and accounts presented above provide a view of the purposes, knowledge, forms, and methods employed by historians and considered by scholars and educators as important for students to understand and practice through instruction in history.

Course Design: What Are Ways to Organize A World History Course?

Even if teachers were secure in the purposes for world history and important elements of its content knowledge, the problem of curriculum coherence based on choices that develop from sound criteria is yet another formidable task, as are addressing all of the “real-time” instructional demands of teaching (Bain and Harris, 2009, p. 35).  Historians and others offer descriptions and, in some cases, recommendations about how the world history course might be organized.  Four patterns, described below, are currently employed but are not necessarily mutually exclusive:

1. World Civilizations Plus—based on a narrative of the development of Western civilization as central (generally about 70% of world history courses, but in AP courses about 30% of the course), this pattern is most predominant in state standards documents across the nation (Bain & Shreiner, 2005, p. 246).  The dispute within this approach is how to add cultures and areas to the story of Western Civilizations and whether to integrate them or treat them as separate entities (e.g., unit or course on Africa, Latin America, etc.).  Merryfield and Wilson point out that this approach is familiar to teachers and supported by materials (e.g., from the National Center for History in the Schools and the Stanford Program on International and Cross-Cultural Education - SPICE) but is generally not comparative and can leave Eurocentrism unchallenged, (2005, pp. 7071).  Since world history is about the “big picture” is necessarily demands that events and ears be viewed from multiple perspectives including not only the powerful but also those less powerful (pp. 80-81).  Martin suggests that world history specialists consider themselves as specialists in the use of “wide-angle historical lenses (2005).  Lintvedt asserts that world history is overtaking Western Civilization in high schools and universities (2009). 

2.  Social Studies World history—developed around broad themes, such as Time, Continuity, and Change, People, Places, and Environment, Culture, Global Connections, this framework is also widely used in the nation’s schools.  The approach is valuable for emphasizing intellectual processes associated with history and framing large ideas, however, the challenge is that specific historical content is largely the decision of state or local curriculum designers, urged to draw on content standards in specific disciplines.  Thus, curriculum designers do not emphasize the same content across the nation (Bain & Shreiner, 2005, p. 246). 

The two remaining approaches are less developed and less implemented across the country.  

3. Geographic or Regional World History—attending to major change over time in different regions  (sometimes organized as area studies such as Africa, East Asia, etc.) No state exclusively embraces this approach (Bain & Shreiner, 2005 p. 247). In some cases, a universal patterns organization is used when teaching particular cultures (e.g., based on comparing similarities and differences around a topic like revolutions using China, Cuba, France, Iran, Mexico, Russia, U.S., and Haiti as case studies).  Merryfield and Wilson point out that a strength of this approach is using recurring patterns and case studies to highlight universals; but they cite as a disadvantage the lack of teacher background in cultures beyond Europe (2005, p. 72). 

4. Global World History—based on synthesizing and comparative study across regions and civilizations. Use of the global world history pattern for curriculum has been increasing.  This pattern sometimes assumes the form of universal patterns discovered through study of engaging historical questions and calls upon students to compare differing political, economic, and social systems. The emphasis is on “big picture” patterns, although there are fewer materials and examples (Merryfield and Wilson, 2005, p. 71).  The new AP world history course incorporates this approach and aspects of other curriculum patterns described above (Bain & Shreiner, 2005, p. 248). 

World historian, Patrick Manning, writes:



World history…is an array of approaches to the past rather than



a single formula for explaining our history.  It is and an umbrella


of historical themes and methods, unified by the focus on connections across boundaries but allowing for diverse and even conflicting approaches and interpretations (Manning, 2003, cited in Dunn, 2010, p. 184).

If teachers decide on a structure, what are major turning points--the key ideas around which to organize a course? These are questions particularly difficult to address in world history.  

Working with teachers over a span of many years as a world history teacher and a Ph.D. in history, Bain describes this workshop exercise conducted with educators.  Teachers are asked to write a five-minute history of the United States, Europe, and then the world.  The first two histories are written without hesitation because of the “big pictures” that teachers hold of the United States and the West that can serve as the framework for details.  However, teachers “struggle is over where to begin the story of world history, what to include, how to incorporate the stories of different regions, what constitutes the major turning points, and typically confess a lack of knowledge for certain eras or regions of the world.  The result?  Compared to what they create in U.S. or western history, their history of the world is in pieces.”  Without “big pictures” themselves, how can educators be expected to help students understand world history.  While years of experience do not see related to success in this task, experiences that help teachers think of ways to structure world history does relate to success (Bain & Harris, 2009, p. 34).  

Several patterns described above offer advice to help answer the issue of “big pictures” but because they are different patterns, they do not necessarily agree and they frame the big pictures differently.  Bain suggests transforming topics and objectives into historical questions or problems to help students understand history as puzzles and “unsolved mysteries” faced by historians (2005, pp. 181-182).  Big questions that address the statements provided by objectives and standards and that link learning across units can provide larger frames for historical knowledge and processes and add cohesion to history courses.
World History as a Way of Thinking: How Can Students Learn How to Think Like Historians?

Too often, history students and history teachers work with the end products of historical thinking—textbooks and monographs (Bain, 2000).  Historians who specialize in world history have, in addition to addressing large-scale issues and connections, also think in ways that are unique to the field.  For example the questions they as are broad-based, wide-ranging questions that place events and issues in a global context. In addition, 

those who specialize in world history are exposed to numerous models

that offer guidance on such issues as thinking about several different

historical variables (such as multiple places) at once, using relation-

ships and connections as units of analysis, breaking down complex

processes into interrelated component parts, connecting the local to

the global and vice versa, and developing new categories and models

of analysis. The intellectual possession of a conceptual toolbox
customized for building answers to complex global questions is

another defining intellectual feature of both good world history

research and teaching (Martin, 2005).

Martin believes, “the most important things the field of world history has to offer the researcher, teacher, student, and general public are the conceptual tools required for addressing complex global processes and problems (2005, Martin). 

Maryfield and Wilson remind us that all students:


should develop the habits of mind for world history; seeing global


patterns over time and space and connecting the local to the global; 


comparing within and among societies; and developing the ability 


to assess claims assess claims of universal standards while remain-


ing aware of human commonalities and differences and taking into


account historical context in order to gain understanding (2005, 


pp. 73-74).

Several sites offer lessons and links based on large, themes, eras, and modes of historical thinking.  

One such site is EdSitement with multiple entries for world history (at http://edsitement.neh.gov/tab_lesson.asp).  Another is World History Matters, developed by the Center for History and New Media (at http://worldhistorymatters.org/) as a portal site to history sources, women in world history, Gulag: Many Days, Many Lives; Imagining the French Revolution, Children and Youth in History, Making the History of 1989, and Liberty, Equality, Fraternity: Exploring the French Revolution.   Each of these sites provides support for teachers.  

The Center for History and New Media website, World History Sources, at George Mason University provides resources on teaching and learning, research and tools, and collecting and exhibiting.  The site features models historical thinking with scholarly reviews of online primary source archives along with comments on teaching potential; guides by leading world history scholars for unpacking evidence in primary sources; multimedia case studies that model strategies for interpreting particular types of primary sources and case studies written by high school and college teachers discussing the planning and implementation in teaching a particular primary source (Center for History and New Media at http://chnm.gmu.edu/worldhistorysources/index.html) .


History Matters is a website that focused on key topics in U.S. history, but models how to teach students to critically read primary sources and how to both critique and construct historical narratives.  The site features material on why historical thinking matters, teacher materials and strategies, as well as student investigations (See http://historicalthinkingmatters.org/). 

World History for Us All is a site based on collaboration among researchers, historians, and educators and developed by San Diego State University in cooperation with the National Center for History in the Schools. The site models a way of thinking current among many world historians that supports integrative world history permitting students to investigate the global past from its beginnings to today without leaving out major periods or world regions. The web-based curriculum addresses nine major eras, three essential questions and seven themes focused on the idea that humankind as a whole has a history, based on a unified chronology. Examples of curriculum units emphasize historical thinking and support educators as they help students learn how to explore the past at varying scales of time and space.  Based on recent historical research, the curriculum models how to connect specific subject matter to larger historical patterns (World History for Us All at http://worldhistoryforusall.sdsu.edu/default.htm). 

The World History Association website features sections on teaching, research, and links to organizations, research, sites that focus on high school world history, and world history texts.  Its section on Teaching World History in Secondary School links to H-World featuring syllabi, bibliographies and teaching materials, as well as to World History Connected, an electronic journal focused on the current thinking about the teaching of world history (See http://www.thewha.org/index.php). 
The World History Network website, established with a grant from the U.S. National Endowment for the Humanities, features in its research section links to recent journals and is searchable for previous months.  The listings provide insight into the issues and debates currently under discussion in the field of world history. The site also provides teaching resources and links to other world history organizations, as well as Dataverse, source of world history data (See http://www.worldhistorynetwork.org/index.php). 

An example of the Global History and Geography course offered in Huntington, New York may be found at <huntington_ufsd_global_geoll_cursemodel_10.doc>.  The curriculum outlines and aligns, by quarter, the theme/essential question; content:  era studied (concepts/themes, “declarative knowledge”); benchmarks (writing skills and strategies), and assessments.   

The Advanced Placement World History Course, growing in influence, presents a combination of several aspects of the four approaches mentioned above.  The course also provides a strong focus on qualities of historical thinking  (See Appendix E: Advance Placement World History Periods, Themes, and qualities of Historical Thinking for detail).  AP World History “highlights the nature of changes in global frameworks and their causes and consequences as well as comparisons among major societies” (College Board, 2009).  The course models the use of large topics to focus the student of world history on a global scale.

Historian Peter Stearns advises:  “The key, always, is first to identify the big changes-the small number of really big, crosscutting changes-that divide one major world history time period from another. This done, one can turn to concomitant continuities, subdivisions of change, regional variations-but with a sense of the larger picture firmly in mind (Stearns, 2009, p. 40).  

� See Lynne V. Cheney, “The End of History,” Wall Street Journal, 20 Oct. 1994, A 26(W), A 22 (E) citing well-known people and events not mentioned in the history standards and those less well-known mentioned too prominently, in her view.  See also Lawrence W. Levine’s The Opening of the American Mind: Cannons, Culture, and History (Beacon press, 1996) for a discussion of the new contributions to arguments over historical scholarship in this century and the role of multicultural history. 
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