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Introduction

Toward a Transformational Agenda for Global Education Reform
Kenneth J. Saltman and Alexander J. Means

This edited volume examines educational reform from a global perspective.
Currently, a number of trends are converging to fundamentally reshape the
thinking, policy, and practice of educational development globally. Transnational
institutions, such as the Organization for Economic Cooperation and
Development (OECD), the World Bank, the World Trade Organization, and
powerful transnational corporations, such as Pearson, are promoting an
interconnected set of global educational reforms that seek to align national
systems of education with the demands of transnational capitalism and elite
economic and political interests. Foremost, neoliberal rationalities and policy
prescriptions that take economic growth, human capital development, and
market exchange as the dominant organizing principles of social and institutional
affairs have rapidly expanded. This has functioned to promote privatization and
standardization across national educational systems and private sector and
market-based models of educational policy. In developing parts of the world,
such as in parts of Africa and Asia, private fee-for-service educational franchises
(many of them owned by transnational corporate actors) are being promoted and
replicated, while in wealthy societies like the United States, the United Kingdom,
and Australia, public education systems are being defunded, privatized,
commercialized, and subject to corporate restructuring, including an emerging
trend to transform education through digital technologies.

Global educational reform is inextricably linked to broader economic, political,
and cultural conflicts over public policy and struggles over educational value and
purpose in an era of rapid global change. The chapters in this volume suggest
that the dominance of neoliberal frameworks in public policy over the last three
decades has tended to reshape educational systems and values in ways that
undermine the idea of education as a public good, and has more generally eroded
democratic relationships, institutions, and public spheres that foster cultures of
dialogue, critical inquiry, and collaboration necessary for democratic life inside
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and outside of schools. Education is a vital component in imagining and realizing
global futures, precisely at a moment when the future appears ever more
precarious due to rising inequality, ecological destruction, weapons proliferation,
and reassertion of right-wing nationalism and authoritarianism. Importantly,
situating global education reform in terms of the political and ideological contests
animating global educational policy and governance, this volume is concerned
with examining educational reform without being “reformist” That is, we do not
see reform of existing institutional arrangements as being the only, or even the
central aim of engagement. Rather, this volume situates reform in the service of
broad-based social and democratic transformation. In short, what is at stake in
comprehending educational reform today is setting the agenda for educational
and social development that serves the interests of civil society and that promotes
cultures of intellectuality, self-governance, and egalitarian and sustainable forms
of living and being.

Global Education Reform: Trends, Ideology, and Crisis

Scholars in international and comparative education now often refer to a global
education reform movement to signify a set of clearly identifiable global education
reform trends. The Finnish education policy scholar, Pasi Sahlberg (2011) has
outlined six features of this movement:

1) A global trend toward standardization of educational systems and an empha-
sis of setting prescriptive benchmarks with which to measure educational suc-
cess and outcomes. Standardization has gone hand-in-hand with the institution
of high-stakes testing and accountability initiatives that have sought to create
international, national and regional systems for measuring, comparing, and
evaluating educational systems and outcomes.

2) Aglobaltrend toward the teaching of core subjects and basic skills. International
testing comparisons, such as PISA, TIMSS, and PIRLS, have encouraged
nations to narrow standards and curriculum to math, science, and basic
literacy often at the expense of broader forms of liberal arts and progressive
forms of curriculum, teaching, and learning.

3) A global trend toward finding streamlined ways of reaching standardized
learning objectives. With the emphasis on quantifiable and measurable results
through testing and accountability, experimental and creative forms of
teaching and learning are being sidelined and marginalized. As opposed to
problem posing, collaboration, and dialogical forms of knowledge construction
in classrooms, teaching is imagined increasingly a scripted and deliverable
service for producing standardized and predetermined ends.

4) A global trend toward transforming education based on corporate managerial
models imported from the business sector. These models are part of broader
projects of educational privatization and are driven by market-based
approaches that privilege the maximization of efficiency, profit, and national
economic competition as opposed to the goals of full human development
and enhancement of democratic social relations.
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5) A global trend toward the adoption of test-based accountability policies in
schools. The adoption of high-stakes testing regimes has been closely associ-
ated with a drive toward monitoring, rewarding, and punishing teachers and
schools, based on student outcomes measured by standardized and prescrip-
tive test-based performance benchmarks.

These trends form the general outline of a global educational reform movement
that has emerged over the last four decades. This reform consensus is being
driven by what Stephen J. Ball (2012) has called “policy networks,” new hybrid
policy configurations of educational decision-making within and across the
institutional platforms of nation-states, non-governmental organizations, phi-
lanthropies linked to transnational corporate actors like the Gates and Walton
Foundations, private companies claiming to be philanthropies yet building edu-
cation conglomerates, such as Chan Zuckerberg Initiative, the Omidyar Network,
and the Emerson Collective, supra-national governance organizations, such as
the OECD and the World Bank, transnational business associations and edu-
corporations. Across these spheres and networks of policy actors, global educa-
tion reform has increasingly coalesced around a set of ideas that situate schooling
in the service of economic growth and innovation. The assumptions informing
global reform promote private and for-profit education around the world and
they facilitate the rise of corporate monopolies in global education and modes of
philanthrocapitalism involved in nearly all aspects of global education from
administration, to curriculum, to teaching and learning.

The global educational reform “common sense” informing these new transna-
tional “policy networks” has been deeply informed by neoliberal ideology and
policy prescriptions that reject a prior Keynesian, or social democratic model of
political economy and governance, that prevailed in the developed Western
nations in the post-World War II period (Olssen, Codd, & O’Neil, 2004; Saltman,
2007). With the election of Margaret Thatcher in the United Kingdom and
Ronald Reagan in the United States in the 1980s, and the subsequent emergence
of the Washington Consensus and Francis Fukuyama’s declaration of the “end of
history” in the 1990s, neoliberal ideas that were once relegated to obscure con-
servative think tanks like the Heritage Foundation, economics departments like
the Chicago School at the University of Chicago, and elite organizations like the
Mont Pelerin Society, emerged from the ideological sidelines and have since
come to dominate mainstream policy-making institutions (Harvey, 2005;
Mirowski, 2013).

Notions of self-regulating markets, deregulation, privatization, supply-side
growth, the “rolling back” of the public sector, “fiscal consolidation” of the state,
individualization of risk, and the primacy of economics over sociality and poli-
tics, have broadly informed public policy, state restructuring, and transnational
governance over the last four decades, including in education (Peck, 2010;
Spring, 2014; Streeck, 2017). In terms of educational purpose, education has
increasingly been conceived as a vehicle for human capital and the development
of twenty-first-century workforce skills, national competitiveness in a global
“knowledge” economy, and promotion of entrepreneurship, innovation, and
economic contributions to productivity and growth. In terms of educational
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structure, market-based strategies such as privatization, business involvement in
education, and corporate managerial models have proliferated in order to
standardize schooling through accountability, auditing, and testing. Fazal Rizvi
and Bob Lingard observe:

With the rejection of ideas associated with Keynesian welfare state,
governments increasingly preached a minimalist role for the state in
education, with greater reliance on market mechanisms. As educational
systems around the world have become larger and more complex,
governments have been either unable or unwilling to pay for educational
expansion, and have therefore looked to market solutions. This has led to
an almost universal shift from social democratic to neoliberal orientations
in thinking about educational purposes and governance, resulting in
policies of corporatization, privatization and commercialization on the
one hand, and demand for greater accountability on the other ...
educational purposes have been redefined in terms of a narrower set of
concerns about human capital development, and the role education must
play to meet the needs of the global economy and to ensure competitiveness
of the national economy. (2009, pp. 2-3)

This drive to reform education systems globally to reflect and serve the impera-
tives of market expansion, transnational business interests, entrepreneurship,
and economic growth is based on a number of key neoliberal thinkers and theo-
retical assumptions. This includes:

e Friedrich von Hayek (1945); capitalism is a superior information processing
machine capable of efficient coordination of decentralized spontaneous
market activity.

o James Buchanan (1975); the public sector is inherently inefficient and corrupt,
while the private sector is inherently efficient, virtuous, and subject to market
discipline.

o Paul Romer (1990); economic growth is the overarching mechanism of social
progress fueled by “endogenous” factors of human capitalization and
technological innovation.

o Gary Becker (1994); national competitiveness and prosperity are derived from
educational investments that boost human capital and the marginal
productivity of labor.

e Milton Friedman (2009); markets should be created in traditionally non-
market spheres that enable the proliferation of choice and competition among
competing service providers, such as in education.

These thinkers and their ideas have provided the basic ideological scaffolding for
the global educational reform movement to privatize education and reorient
its purpose to serving human capital ideology and market expansion globally.
Importantly, these ideas have to be understood within a broader understanding
of the relationship between education and twenty-first-century political econ-
omy. The neoliberal economization of education is centrally positioned by the
global education reform movement as a mechanism to solve various structural
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crises emerging from the contradictions and negative externalities of global capi-
talism. First, in terms of global economic performance, the OECD projects that,
without major structural reforms, economic growth will decline over the next
five decades to 2.7%, with a grinding recessionary rate of 0.54% in OECD nations
and 1.86% in non-OECD nations (OECD, 2014). Second, in terms of inequality,
Oxfam International reports that as of 2017, eight human beings now control
more wealth than the bottom half of humanity, 3.6 billion people combined,
while the global top 1% controls more wealth than the bottom 99% of humanity
(Oxfam, 2017). Third, in terms of employment, studies indicate that 50—-80% of
jobs within “advanced” economies like the United States are at “high risk” of
automation over the next two decades in areas like transportation, legal research,
and financial consulting (Frey and Osbourne, 2013; Elliot, 2015). The World
Bank reports that of the additional one billion young people expected to enter
the global labor market by 2026, only 40% are expected to acquire jobs that cur-
rently exist, presumably due to the reorganization of labor markets in relation to
new technology (World Bank, 2015). Fourth, in terms of the environment, the
OECD projects that by 2060, 40% of the world’s population will live in areas of
high water scarcity, deaths linked to air pollution will double, biodiversity will
decline, while climate change disruptions will rapidly accelerate (OECD, 2014).

The global education reform movement positions education as a means of
resolving economic stagnation, inequality, erosion of livelihoods, and ecological
rifts. The idea is that through neoliberal prescriptions of privatization,
standardization, and human capital, education can translate into endless
economic growth and innovation, which will supposedly resolve all other global
problems. Global education reform is here narrowly construed as a means to
serve capitalism and the interests of elites rather than a means of fostering
democratic social relations, the expansion of civil society and intellectuality, and
collective responses to global crises rooted deeply in our economic, social, and
political systems. At an historical moment when education as a means to address
public problems could not be more urgent, dominant strains of education reform
around the globe promote schooling in corporate, commercial. and instrumental
forms. For instance, despite the pervasive rhetoric of opportunity and uplift, the
global reform movement views education as a lucrative source of profit-making
within a stagnant global capitalism facing multiple crises and limits. Collapsing
the public and private purposes of schooling, the World Bank’s leading
educational development scholar, James Tooley (2009) insists on private fee for
service educational development rather than free universal schooling in poor
countries. He likens school systems to the fast food industry: McDonald’s is the
model. Similarly, Chris Whittle, the CEO of Edison Learning and Avenues, has
remarked that he sees a not-too-distant future in which a handful of edu-
corporations control global education entirely. He likens this to the construction
of branded corporate educational service providers that replace public systems
worldwide:

Walk through any high-end mall in Hong Kong, Dubai, or London and the
names are all the same: Hermés, Polo, Calvin Klein, Yves St. Laurent,
Armani, and dozens more. These global brands transcend all national
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boundaries and are in high demand by consumers the world over. Though
many in the educational community would view brands as superficial and
even meaningless, consumers don't see it that way. Brand is just another
way of saying reputation, and that is something hard earned. Not only in
fashion and cars but increasingly in schools and colleges as well, consum-
ers trust brands and trust is a form of demand not to be underestimated.
In the world of education, that used to be a local phenomenon. No more.
(Whittle, 2009. pp. 4-5)

Currently, the global education marketplace has been valued at approximately
$5 trillion a year. This is a vast arena of potential profit-making for global edu-
corporations, such as Pearson and Edison Learning, Silicon Valley giants such as
Facebook and Microsoft, and financial institutions such as Goldman Sachs,
through contracts for for-profit schooling, packaged curriculum, textbooks and
classroom materials, testing services, technology platforms, loan programs and
financial speculation, and the transfer of public wealth that would go to public
systems to private actors. The corporate management of public schools, corpo-
rate standardized curriculum, corporate standardized testing, corporate “per-
sonalized” learning software and data platforms, are part of a broader ideological
reimagining of schooling as a global commercial industry. Within this emerging
view of education as a private service, knowledge is conceived as a deliverable
private commodity rather than a public good — something that can be standard-
ized, mass-produced, measured, transmitted, and delivered in an efficient and
profitable manner.

Importantly, global education reform is not only promoting the privatiza-
tion and commercialization of education across the world, but also a particu-
lar vision of global culture in line with neoliberal values and objectives. With
its economistic framing, the global education reform consensus tends to
diminish the value and significance of the humanities, arts, and social sciences
as well as socially-engaged forms of curriculum, teaching and learning in favor
of standardized and scripted curricula aimed at developing compliant work-
ers. The problem here is not merely as liberal educators have contended, that
this “narrows the curriculum.” These subjects place analytical thinking, crea-
tivity, interpretation, and judgment at their core and are important because of
their centrality to producing culture, intellectuality, and the dispositions for
dialogue, debate, and curiosity necessary for democratic life. The global edu-
cation reform movement favors science, engineering, math and other STEM
fields that are portrayed as universal and neutral beyond the realm of inter-
pretation, social context, and judgment. Unlike such technocratic and instru-
mental approaches to the teaching of science and mathematics, progressive,
critical, and democratic educational traditions relate science, design, engi-
neering, and math teaching and learning to questions of ethics, values, con-
text, student cultures and subjectivities (Bazzul, 2012). This not only makes
the learning of these subjects meaningful for students in relation to lived
experience, but also allows them to be understood in terms of their contested
meanings and purposes as well as their capacity for expanding collective
agency to shape the future.
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As Stuart Hall, Pierre Bourdieu, Henry Giroux, and many others have con-
tended, culture is produced within systems of unequal exchange. Education is
inevitably implicated in the process of producing meanings and interpretations
of the world, self, and others. Teachers, through their meaning-making practices,
are inevitably in a position to affirm or contest dominant discourses or sets of
meanings. It is through dialogue between teachers and students that meanings
are affirmed or contested, knowledge is produced, and cultures are made,
remade, liberated, or oppressed. Culture and knowledge in this view are dynamic
and contested and are therefore never neutral or objective. As the global
education reform movement embraces a positivist and transmissional view of
knowledge in line with neoliberal assumptions, it participates in propagating the
values and ideologies of corporate culture while cleansing indigenous culture. By
promoting knowledge as a commodity, the global education reform movement
promotes a form of cultural imperialism that approximates dogmatism,
fundamentalism, and a prohibition on thinking rather than cultures of dialogue,
debate, and investigation. Such a culture of “knowledge transfer” rather than
knowledge co-construction has profound implications, particularly for
indigenous cultures and forms of intellectuality necessary for addressing
numerous overlapping global crises in the twenty-first century.

A Transformational Agenda for Global
Education Reform

Authentic democracy is not a model, an ideology, or a system of voting and repre-
sentation. It is rather a contingent process, defined by competing interests and
visions of the social, whereby power is vested in people’s capacity for collective
self-determination (Balibar, 2014). Education is a prerequisite for democracy in
that it provides the critical intellectual capacities, knowledge, and modes of analy-
sis required for meaningful sociopolitical intervention and engagement. As
numerous nations such as the USA, Russia, Turkey, and Hungary have embraced
right-wing nationalism, xenophobia, and militarism they have also become
increasingly hostile to press freedom, academic freedom, and freedom of speech.
The rise of market fundamentalism, religious fundamentalism, and political fun-
damentalism and scapegoating depends in part on ignorance, anti-intellectual-
ism, and the absence of a commitment to a robust intellectual and educative
culture. In such a context, conspiracy theories, irrationalism, war and racism pro-
liferate, particularly through the new social media networks. The global educa-
tion reform movement with its instrumental and technocratic view of knowledge
and culture prohibits students from developing the intellectual tools for self-gov-
ernance and realization of democratic social relations. As Chantal Mouffe (2005)
has observed, the post-Cold War world has seen the proliferation of a post-politi-
cal and post-ideological form of neoliberal politics in which social antagonisms
have been buried under the guise of “Third Way” managerialism and practicalism.
Yet, education allows individuals and societies not merely to come to consensus
with others over contested public problems and solutions, but to engage in
politics as means of productive conflict and historical future-making.
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This volume suggests that global education reform needs to be comprehended
not merely as an efficient or inefficient means of educating students or achieving
national educational objectives. Rather, the chapters assembled here situate
global education reform movement in terms of broader economic, political, and
cultural trends and forces. Situating it in terms of deeper socio-historical realities
reveals the extent to which global education reform undermines the role of
education as a crucial component of developing economic, political, and cultural
democracy. It also reveals the extent to which the global education reform
movement, while claiming the mantle of progress and development, is implicated
in the promotion of anti-democratic social relations. The chapters presented
here analyze global education reform from a variety of methodological and
theoretical perspectives. They offer groundbreaking insights into the historical,
ideological, organizational, and institutional foundations of global education
reform trends, including emergent educational policies, networks, movements,
actors, institutions, and agendas across diverse international and regional
contexts, including North America, Europe, Latin America, the Middle East, and
Asia. Importantly, the chapters not only examine global education reform in its
current articulations but also offer perspectives for promoting and imagining
forms of education conducive to democratic transformation of social relations
and achieving equitable and sustainable futures.
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Capitalism and Global Education Reform
Steven J. Klees

Introduction

Capitalism and education have been intertwined for a long time. Mass schooling
developed within a capitalist world system. While the dominant discourse saw
mass schooling mainly as a force for progress and development, revisionist
historians pointed to how education served capitalist ends by maintaining
stratification and inequality (Katz, 2001; Spring, 1973). The 1970s saw a slew
of studies that elaborated and documented how education was too often
reproductive of a very unequal social order (Bowles & Gintis, 1977; Bourdieu
& Passeron, 1977; Carnoy, 1974). With the onset of neoliberal capitalism in the
1980s and subsequent years, many studies have examined the problematic
nature of associated educational reforms (Apple, 2006; Bale & Knopp, 2012;
Hill & Kumar, 2009).

In the modern post-World War II era with increasing forces of globalization,
educational reforms have traveled around the world. There is a large research
literature on policy borrowing in education (Steiner-Khamsi & Waldow, 2012).
In the 1960s and 1970s, the flow of reforms was characterized by considerable
diversity and idiosyncratic and local differences. Starting in the 1980s, however,
global education reform has become much more uniform. The Global Education
Reform Movement, or GERM, as Pasi Sahlberg has called it, has given us a
one-size-fits-all set of education policies for the world — narrow versions of
accountability, excessive testing, an ideology of competition and choice, and
increased reliance on business and the private sector (Sahlberg, 2015; Verger,
Novelli, & Altinyelken, 2012).

This chapter reflects on some aspects of this history, focusing mainly on the
neoliberal era. It begins by looking at an earlier period which established two
underlying refrains of the neoliberal era: schools are failures and it is the fault of
the teachers. This is followed by looking at the dominant discourses used to
support these and other capitalist themes. Next, it examines two of the chief
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purveyors of these discourses and reforms: US foundations and the World Bank.
Then, one of the main neoliberal reforms posed is considered: the privatization
of education and other social services. This leads to the fundamental issue of
what is wrong with capitalism. To conclude, we look briefly at what might be
done, both about capitalism and about education.

Schools Are Failures and Teachers Are to Blame

Immediately following World War II, in the US and elsewhere, there was often a
sense of optimism about modernization and development in general and about
the role of schools in particular. War-torn countries could recover and newly
independent nations could progress without having to repeat the long, slow
transformation of the industrialized world. Education would be a great
contributor to rapid progress everywhere.

As early as the 1960s, there was already disillusionment with the lack of rapid
progress in both developed and developing nations.! In education, in the US this
was reinforced by the Coleman Report (Coleman et al., 1966), which collected
and analyzed nationwide data, concluding that student achievement was
primarily determined by family background, not school resources. In the 1970s,
this was seconded by another major study by Jencks et al. (1975), which reported
the lack of impact of education on income and employment as well as on student
achievement. Despite significant criticisms of both studies and their conclusions,
they have been used to this day to support a more tempered and pessimistic view
of the potential of schooling to effect change.

This tempered view of the impact of schooling has co-existed with a call for
sweeping reform of education as a way to improve both the achievement and
life chances of children. This was very much evident in the 1983 US federal
government-sponsored report, A Nation at Risk (National Commission on
Excellence in Education, 1983). The report ushered in the attack on teachers and
schools that has characterized the neoliberal era, and not just in the US. A Nation
at Risk argued that the US was lagging behind other economies in the early
1980s, most notably Japan, and that the culprit was our educational system.
The opening lines of the report said:

Our nation is at risk. Our once unchallenged preeminence in commerce,
industry, science, and technological innovation is being overtaken by
competitors throughout the world ... If an unfriendly foreign power
had attempted to impose on America the mediocre educational perfor-
mance that exists today, we might well have viewed it as an act of war.
(1983, p.9)

As one wag said at the time, it was a repeat of Sputnik’s instigation of educational
reform in the 1950s to compete with the Soviet Union — but, instead, it was as if
Japan had launched a Toyota into orbit and the US schools once again were
blamed for falling short. Of course, if the US educational system was in any way
to blame for poor economic performance, perhaps the focus should have been on
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the nation’s business schools where short-run profits were emphasized over
long-run performance.

This mixture of critique of public schools and attack on teachers has been
characteristic of the neoliberal era, not just in the US, but worldwide. I do not
mean to single out the Coleman Report and A Nation at Risk as the cause of this
critique and attack, although they were influential. More accurately, I see them
as harbingers of changing times. Globally, they were reflections of a number of
underlying dominant discourses.

Dominant Discourses

Even in today’s neoliberal era, it is recognized that capitalism is faced with
significant problems, what some have called the “triple challenge”: job creation,
poverty elimination, and inequality reduction (Motala & Vally, 2014).> The
dominant response to these problems has given us one principal answer to all
three problems: the lack of individual skills. This response has been embedded
in a number of intersecting and overlapping global discourses.

The mismatch discourse goes back at least to the 1950s, and probably long
before that. In it, education has been blamed for not supplying the skills business
needs, that is, education is blamed for the mismatch between what education
produces and what business wants. Unemployment, in general, is put at
education’s door, more broadly arguing that education is not teaching what the
economy needs. It is, unfortunately, true that many children and youth around
the world leave school without the basic skills necessary for life and work. But the
mismatch discourse is usually less about basic skills and more about vocational
skills. The argument, while superficially plausible, is not true for at least two
reasons. First, vocational skills, which are often context-specific, are generally
best taught on the job. Second and, fundamentally, unemployment is not a
worker supply problem but a structural problem of capitalism. There are three
or more billion un- or under-employed people on this planet, not because they
don’t have the right skills but because full employment is neither a feature nor
a goal of capitalism.

Underlying this mismatch/skills discourse is the human capital discourse
(Klees, 2016a). In the 1950s and earlier, the neoclassical economics framework
that underpins capitalist ideology and practice could not explain labor. While
the overall neoclassical framework was embodied in mathematical models of a
fictitious story of supply and demand by small producers and consumers, it was
not clear how to apply that to issues of labor, work, and employment. Instead,
in that era, labor economics was more sociological and based on the real
world, trying to understand institutions like unions and large companies, and
phenomena like strikes, collective bargaining, and public policy. The advent of
human capital theory in the 1960s offered a way to deal with labor in terms of
supply and demand (mostly supply), as a commodity like any other. This took the
sociology out of labor economics. Education was seen as investment in individ-
ual skills that made one more productive and employable. While this supply-side
focus is sometimes true, it is very partial, at best. That is, abilities such as literacy,
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numeracy, teamwork, problem-solving, critical thinking, etc., can have a payoff
in the job market, but only in a context where such skills are valued. The more
useful and important question is the demand-side one, usually ignored by human
capital theorists, regarding how we can create good jobs that require valuable
skills. The human capital discourse also ignores the value of education outside of
work. In fact, contrary to the hype, the human capital discourse, and offshoots
of it, like the “Knowledge Economy,” have been, at least in one way, some of the
most destructive ideas of the modern era. Solving the triple challenge of poverty,
inequality, and jobs has been unproductively directed to lack of individual skills
and education instead of to capitalist and other world system structures whose
very logic makes poverty, inequality, and lack of employment commonplace.

Underlying the human capital discourse, most directly since the 1980s, has
been the neoliberal discourse. This is tied to neoclassical economics. From the
1930s to the 1970s, in various countries, a liberal neoclassical economics dis-
course predominated which recognized some of the inefficiencies and inequal-
ities inherent in capitalism and argued the need for substantial government
interventions as a corrective. With political shifts exemplified by Reagan in the
US, Thatcher in the UK, and Kohl in Germany, a neoliberal neoclassical eco-
nomics discourse took over, which argued that capitalism was both efficient
and equitable, that problems were generally minor, and that the culprit of any
problems was too much government interference. In fact, government failure
was seen as fundamental, so that even if there were significant problems, government
would not be able to remedy them. Neoliberal economics has led to “structural
adjustment programs” that promote cuts in government spending and taxes,
the privatization of public services, the deregulation of business, the liberali-
zation of markets, and the lessening of protection for workers. This discourse
has gone beyond economics and has political, social, and cultural dimensions
(Harvey, 2005).

In education, neoliberalism has led to a sea change in discourse and policy.
During the 1960s and 1970s, attention was focused on the inequities and
inequalities of education, the marginalization of many people around the world,
and the need for substantially more resources to be devoted to all levels of educa-
tion. Starting in the 1980s, the emphasis was on narrow views of efficiency more
than equity, implemented through narrow versions of accountability focused on
testing and measurement. Basic problems of public schools have been ignored;
instead, policies promoted market solutions through private schools, vouchers,
charters, and the like (Klees, 2008a, 2008b).

When attention was paid to public schools, almost every reform was focused
on governance — reorganization, restructuring, re-engineering, knowledge
management, merit pay, reform civil service laws, community involvement,
decentralization, increase testing, vouchers, privatization, output-based aid,
results-based finance, etc. For decades, there was almost never an educational
reform recommended that would cost much money. Often, the explicit objective
of the reform was to cut costs — cut teacher salaries, cut back on teacher
pre-service education, substitute distance education, privatize, charge user fees.
Occasionally, there was a recommendation to spend a little more money — for
textbooks, for girls’ education — but resource shortfalls remained enormous.
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While the left is often criticized, falsely, for an economic determinism, the
right, in the discourses above, practices its own version of economic determin-
ism: education leads to skills, skills lead to employment, employment leads to
economic growth, economic growth creates jobs and is the way out of poverty
and inequality. Decades of unsuccessful neoliberal reforms have shown this to be
untrue.

Who Are the Purveyors?

Who translates these discourses into education policy? There are a lot of players —
governments, multilateral and bilateral donors, foundations, universities, think
tanks, NGOs, the private sector, and others. We live in a world system that
increasingly sings one tune: neoliberalism. So it is difficult to separate who has
the power to significantly influence policy. Moreover, neoliberal discourses have
become the new common sense; they pervade the policy air we breathe and so
dominate the policy agenda worldwide. Here, I wish to highlight the work of
private foundations in the US and the World Bank in developing countries.

Billionaire Boys Club

Private foundations like Carnegie, Ford, and Rockefeller have long been influen-
tial in education in the US and elsewhere (Arnove, 2007). In recent years, in
education in the U.S. a different group of foundations seems to be actually setting
policy, as what Ravitch (2010) called the Billionaire Boys Club - the troika of
three foundations — Broad, Gates, and Walton — developed and followed a neo-
liberal education policy agenda (also see Barkan, 2011; Saltman, 2010).

The three foundations come from very successful private enterprises: Broad
from homebuilding and insurance, Gates from Microsoft, and Walton from
Walmart. These venture philanthropists or philanthrocapitalists, as they are
sometimes called, favored competition, choice, charters, incentive pay for teach-
ers, measurable outcomes, etc. All three were extraordinarily influential in the
Obama administration, and many people associated with these foundations
received high-level policy positions, including Arne Duncan as US Secretary of
Education. They also have influenced many school districts by offering a little
sorely needed discretionary money to the districts’ over-stretched budgets.

Broad’s philosophy is that “schools should be redesigned to function like cor-
porate enterprises” and that “neither school superintendents nor principals need
be educators” (Ravitch, 2010, p. 217). Barkan (2011) concludes: “Certainly, ideol-
ogy — in this case, faith in the superiority of the private business model — drives
[all three] ... But so does the blinding hubris that comes from power”

These foundations are rarely challenged or criticized. Frederick Hess (2005,
pp. 9-11), of the right-wing American Enterprise Institute argues that “academ-
ics, activists, and the policy community live in a world where philanthropists are
royalty,” leading to a “conspiracy of silence” about their faults. Ravitch (2013,
pp. 317-318) concludes that these and other foundations have essentially
“hijacked” US education policy.
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The World Bank

To the extent that the GERM (Global Education Reform Movement) is today’s
policy reality, no one has been more responsible for spreading it to developing
countries than the World Bank (Klees, Samoff, & Stromquist, 2012). The Bank,
as they call themselves, began lending for education in the 1960s, becoming the
single largest international aid agency funder for education by the 1980s. While
the vast bulk of educational costs are borne by country governments themselves,
the Bank provides countries with some of the little discretionary finance they
have and so has become enormously influential.

The World Bank is a monopoly. There is no other institution like it. UNESCO
used to have a more dominant role in education, but the withdrawal of the US
and UK contributions for a number of years forced it to play a much more minor
role, and the World Bank became the true director of the Education for All (EFA)
processes and more (Jones, 2007; Mundy, 2002). While the World Bank pretends
everyone — countries, bilaterals, multilaterals, civil society, and more — is in
partnership with it, it is the World Bank which takes the lead on education policy.
With its periodic strategy reports and a virtual juggernaut of research done
internal to the World Bank or financed by it, it decides on the global directions
for education policy, backed by conditional grant and loan money that ensures
countries follow those directions (Klees et al, 2012).

In the 1960s and 1970s, the Bank took a more liberal view of education policy.
It routinely argued that there were vast inequalities in education and that public
education needed substantial additional resources which should be provided
through expanded progressive taxes. Starting in the 1980s, the Bank ideology
was rapidly transformed to a neoliberal perspective. While the lack of sufficient
resources was occasionally mentioned as an issue, it was always with a “yes,
but” — where the “but” was that the main issue was seen as inefficient use of exist-
ing resources and neoliberal remedies would make resource use more efficient.

For decades, the Bank has downplayed its role in lending money, trying to
position itself as the “Knowledge Bank,” the repository of best practice. This is
arrogant and frightening. The Bank basically only looks at its own research and
that of its adherents, basing its one-size-fits-all recommendations on ideology,
not evidence (Klees et al., 2012). Even the idea of a central repository of “best
practice” is frightening in a world where best practice is always contested. The
World Bank as that repository is more frightening still.

The World Bank selects and interprets the research that fits with its ideology.
In this sense, it resembles right-wing ideological think tank institutions like the
Cato Institute or the Heritage Foundation in the US. However, it differs in two
important ways. First, everyone realizes Cato and Heritage are partisan. The
World Bank, on the other hand, makes a pretense of objectivity and inclusiveness.
Second, Cato and Heritage are private institutions with limited influence. The
World Bank is a public institution, financed by taxes, which gives grants, loans,
and advice around the world, yielding a vast global influence.

There is no “Knowledge Bank,” only an “Opinion Bank,” and, worse still, an
opinion bank with monopoly power. This Monopoly Opinion Bank (I cannot
resist — it should be known as The MOB) may not be the only source of knowledge
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in education in developing countries, but it is the predominant producer and
arbiter of what counts as knowledge. If there were applicable anti-trust legisla-
tion, The MOB’s research enterprise would be broken up. The MOB’s defense is
that they try to incorporate all knowledge from all their partners, including
countries, other aid agencies, NGOs, other civil society organizations, indigenous
people, the poor of the world, etc. This is neither possible nor sensible, nor true
in a world where knowledge is contested within and among all these groups. The
MOB distills and disseminates the knowledge it wants to promulgate.

While loan officers in the Bank are more pragmatic than the policy and
research staff, internally and externally Bank ideology pervades practice. Even
some Bank staff complain of the (neoliberal) “thought police” in the Bank that
force ideological conformity (Broad, 2006). And like the philanthropists in the
US, Bank staff in the world of international aid agencies are royalty. They rarely
have to face serious criticism or challenges. Again, I do not see the Bank as
responsible for neoliberalism, but they have taken it as gospel and have become
its chief purveyor in education in developing countries.

What Is Being Sold: Privatization

As above, there are a number of education reform features to the neoliberal
GERM. Here I want to focus on one of the most significant and disturbing: the
privatization of education (Verger, Fontdevila, & Zancajo, 2016). We have seen
more than three decades of a continually increasing effort to promote the
privatization of education. By privatization, I mean efforts to diminish public
control and finance of education, thus including user fees, charters, vouchers,
private schooling, public-private partnerships (PPPs), reliance on business know-
how, and the like (Klees, 2008a).

Privatization is based on two things: (1) ideology, not evidence; and (2) greed.
What is behind this ideology and greed? The answer for me is neoliberal
capitalism — or perhaps capitalism in any form.

Let me start with a story. Some years ago, I attended a meeting about health
policy at the World Bank. The World Bank presenter pointed out how, in many
poor countries, poor people chose to be treated at private health clinics for a fee
instead of going to free public clinics. This “voting with their feet” — as economists
like to call it — was touted as evidence of the success and value of privatization.
To the contrary, I pointed out that this is simply evidence of the success of 30+
years of neoliberal ideology in which public health clinics had been systematically
decimated, ending up without doctors, nurses, or medicine. The same has
happened in education, most especially in developing countries. Thirty + years of
neoliberal policies have often left public schools over-crowded, with poorly
trained teachers, few learning materials, dilapidated facilities, and often not close
by. It is no wonder that some parents opt out. However, while it is rational for
disadvantaged individuals to sometimes send their children to private schools, it
is poor public policy — it serves only a few, it increases inequality, it ignores the
public interest, and it devalues teachers. Privatization is said to meet the growing
education gap (which resulted from years of attack on the public sector), but all
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it does is replace an attempt to develop good public policy with the vagaries of
charity or the narrow-mindedness of profit-making.

Let me turn to greed.

Privatization, and especially PPPs, represent a huge business opportunity.
Globally, private education is perhaps a $50—$100 billion business right now.
Education as a whole, public and private, is a $4+ trillion industry. Business’ eyes
light up with these dollar signs. Even the market for the poorest people in the
world is seen as a huge business opportunity — referred to as the “bottom billions”
market (Ball, 2012).

In the latest phase of neoliberal capitalism, the world is being turned into one
big PPP, and this is especially evident in the plans for infrastructure megaprojects
(Alexander, 2015; Bretton Woods Project, 2016). The biggest expense for the
Sustainable Development Goals (SDGs) will be infrastructure megaprojects for
pipelines, dams, water and electricity systems, and roads. It is estimated that an
additional $70 trillion in infrastructure will be needed by 2030 — what has been
called the “biggest investment boom in human history” The modus operandi,
according to the United Nations, for these megaprojects will be PPPs. The SDGs
can easily turn into a welfare program for business “privatizing gains and social-
izing losses on a massive scale” — as critics of these PPPs point out.

The long-run goals of business are sobering. The grandiose Global Redesign
Initiative proposed by the World Economic Forum (2010) at Davos in 2010
essentially wants to turn the UN itself into a giant PPP, with business being
formal partners in global governance along with states and other stakeholders
(Hickel, 2015; see also Olmedo, 2016). This is the frightening context in which
PPPs in education are being promoted.

This broader context of privatization is important for our struggles in education:

o This broader ideology and reality of PPPs legitimize their spread in education.

e PPPs in infrastructure megaprojects will likely absorb funds that should be
destined to social services like education and health.

o The struggle against PPPs in other sectors offers an opportunity for those of us
in education to join with others in common cause.

In a past life, I went to Stanford Business School. There, I had a professor who
wrote a paper entitled, “The Social Responsibility of Business and Other
Pollutants of the Air” He was very pro-business; his point was that the business
of business was business, and we shouldn’t want or expect them to help solve
problems that are fundamentally government’s. Business should not be a partner,
should not be at the advice or governance table, should not be a part of the Global
Partnership for Education, for instance. There is also a moral bottom line — the
provision of education (and health) should not be oriented toward making
money.

Privatization used to be a hard sell in education since everyone knew that
private schooling catered to the well-to-do. Nowadays, the neoliberal education
establishment is touting so-called “low-fee private schools” (LFPS) for the poor
(Tooley, 2009, 2016). Given the decimation of public schooling under neoliberalism,
as above, LFPS have sprung up to take advantage of parents’ dissatisfaction.
While some of these are started by parents, teachers, and communities, more
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and more we are seeing big business enter the market of trying to make a profit
off the “bottom billions” Studies have shown that these private schools are often
of very low quality. And the fees are not so low; many poor families cannot afford
them, and those that do make invidious choices about which child to send to
school, often favoring boys, or about choosing between feeding their family and
schooling (Macpherson, 2014; Srivastava, 2013). LEPS further stratify education
and violate many international treaties and conventions that guarantee free basic
schooling. What kind of world is it where we consider it legitimate to charge the
poorest people in the world for basic education? Answer: A capitalist world!

What’s Wrong with Capitalism?

While the answer to this question could fill and has filled many books, I wish to
make a few points here. Capitalism diverts attention from structural issues by
casting the blame for education and development problems elsewhere. Mismatch,
human capital, and neoliberal discourses first and foremost blame individuals for
their lack of “investment” in human capital, for their not attending school, for
their dropping out of school, for their not studying the “right” fields, for their lack
of entrepreneurship (Klees, 2016a). Educational policymakers in developing
countries are likewise often blamed for their “poor” decisions, meaning decisions
that run counter to neoliberal dogma, such as investing in higher education.
Often policymakers in developing countries who make economic and social
policy are also blamed for either being corrupt or not following neoliberal pre-
scriptions: labor is seen as receiving too much protection, government interferes
too much in the market, and business does not receive the support it needs.
Education itself is also a wonderful scapegoat for politicians, researchers, World
Bank staff, and others because education can’t be expected to fix the problem for
many years, so they will never be held accountable for their advice.

Nowhere, of course, does the right see the inherent problems in the nature of
capitalism, nor does it even recognize neoliberalism. After the fall of the Soviet
Union, right-wing books proclaimed the end of history, the end of ideology
(Fukuyama, 2006): Margaret Thatcher’s famous TINA answer — There Is No
Alternative to capitalism! We now have the one best system, and we just have to
tinker with it and wait for prosperity to sweep the globe. Well, how long are we
willing to wait? While millions are suffering and dying and the rich get obscenely
rich at the expense of the rest of us (Klees, 2016b; Piketty, 2014)? In my view,
there’s reason to believe that even if we wait 100 years, we will still be facing the
same problems because the “one best system” is turning out to be the one worst
system. It has become commonplace to recognize that capitalism has increased
material production and wealth, even Marx did, but production for whom?
Wealth for whom? The most obscene statistic I've heard is that the 62 richest
individuals on the planet have the same total wealth as the poorest 3.5 billion
people on the planet (Oxfam, 2016).

Has capitalism been useful? For whom? At what cost? Ecological insanity?
Pervasive inhumanity? As the late South African activist and intellectual, Neville
Alexander, said: “Once the commodity value of people displaces their intrinsic
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human worth or dignity, we are well on the way to a state of barbarism” (quoted
in Motala & Vally, 2014, p. 1). Motala and Vally (2014, p. 16) talk of the “searing
tribulations ... of extreme inhumanity” — such as slavery, colonialism, Nazism,
Apartheid. Will capitalism be seen as another example? If things do not change
radically, I think so. I think that one day the capitalist system of wage labor will
be seen as evil, only one step removed from slavery.’ The severely unequal
distribution, the fact that the most difficult labor on earth, for example, cutting
sugar cane, is paid only $2-$3 a day while others get millions, will be seen as
criminal, a labor market system for which no one takes responsibility and which
is disguised by the rhetoric of freedom.*

We need to be very cognizant of the forces arrayed against progressive change.
The left haslongbeen criticized by the right as conspiracy theorists. The response
of the left has been there is no need to posit a conspiracy; neoliberalism and capi-
talism are promoted and enforced by structures that operate at the world-system
level (Wallerstein, 2004). This is quite true, and I don't see these structures as the
result of some secret cabal. Nevertheless, while reference to the “ruling class”
may be anachronistic, many of today’s global business and political elite know
each other well and meet regularly through organizations like the World
Economic Forum and the Trilateral Commission. How many have even heard of
the latter? In it are the most influential politicians and industrialists in the world,
and it has been meeting in secret for decades. Neoliberal capitalist policies are
promoted and even coordinated by an elite class of like-minded individuals who
think that governments are overvalued and business solutions undervalued, and
they act in concert. We must not underestimate our opponents. As Warren
Buffet has said: “It’s class warfare” and “My class is winning” I don’t think of all
this as a conspiracy to do harm. I believe that most of these people are well-inten-
tioned. They are simply wrong, believing in a neoliberal economics that makes
them better off but leaves the majority of humanity in dire straits.

Can capitalism be improved, be fair and just? I am not clairvoyant, I can’t see
the future. I have some progressive colleagues who believe that capitalism can be
tamed in the broader social interest, like, some would say, in some places, it
began to be tamed in the 1960s and 1970s. I wish it were so, but I don’t think so.
The greed, inequality, and environmental destruction promoted by capitalism,
the racism and sexism that capitalism takes advantage of, are all extraordinarily
resistant to change. Governments today, captured by elites and by the unequal
logic inherent in our world system, can only with great difficulty offer significant
challenges. So taming and humanizing capitalism, in my view, is not likely.
Therefore, I see transforming capitalism as the name of the game. Nothing will
be easy, but I see very real possibilities.

What to Do?

The future of income and wealth inequality, indeed, the future of capitalism,
will be determined by on-going struggles.” I am optimistic because I see
those struggles everywhere. I see scholars and activists who write convincingly
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of alternatives to capitalism (e.g., Alperovitz, 2013; Daly, 1996; Hahnel, 2005;
MacEwan, 1999). I see others who recognize the need to tackle the intersec-
tion of capitalism with other oppressive structures like patriarchy, racism,
heterosexism, and ableism (Adams et al., 2013; Andersen & Hill Collins, 2012;
hooks, 2000; Saunders, 2002). I see past and current very active social move-
ments that challenge world-system structures: the anti/alter-globalization
movement, the women’s movement around the world, the landless movement
in Brazil, the Dalit movement in India, labor movements, the Arab Spring,
Occupy around the globe, the Indignados in Spain, anti-austerity in Europe,
and the civil rights movement in the US. I see struggle in electoral politics that
has brought a progressive left to power in half-a-dozen or more Latin American
countries. [ am also optimistic because I was fortunate enough to twice attend
the World Social Forum (WSF) in Brazil and march with 100,000 activists
from all over the world and meet some of them who were struggling to change
the world in areas like education, health, food, water, environment, or devel-
opment generally. They go home from the Forum and interact with millions,
building a global network. I am also optimistic because I have been fortunate
to work in dozens of countries, and everywhere 1 found people who believed
what is the slogan of the WSF — another world is possible — and who were
struggling for it.°

To conclude, I don’t mean to romanticize any of this. This is a struggle over
the long haul and the outcome is uncertain. However, education has an impor-
tant role to play. Education is not only reproductive — it can definitely be a
force for progressive social change, and there are countless examples from
around the world. In Brazil, for example, where I have spent much time, the
Citizen School movement has built a sizeable democratic, participatory,
Freirean-based education system (Fischman & Gandin, 2007). In Brazil also,
there are the Landless Movement schools, founded by some of the poorest
people in all the world, often living off agricultural labor, now organized and
politically influential, with a large system of very participatory, democratic,
Freirean-based schools (McCowan, 2003; Tarlau, 2015). These schools teach —
and exemplify by their very structure — the role of education in preparing
people for a much more participatory and democratic economy and society
(Edwards & Klees, 2012). So do countless examples of alternative education
practices from the United States and other countries (Apple & Beane, 2007;
McLaren & Kincheloe, 2007; Picower, 2012).

While we can and should focus on education, we have to be attuned to the
broader battles — find allies cross-sector (e.g., in health, environment), go after
PPPs more generally, confront neoliberalism and capitalism. I know we don’t
all agree on capitalism as THE problem, but many of us do and we need to ally
ourselves with others who do (e.g., check out http://thenextsystem.org/). And
the fight against capitalism needs to join with those confronting other struc-
tures like patriarchy, racism, heterosexism, ableism. As I said, this is a struggle
for the long haul, and it has to be fought on multiple fronts. This doesn’t mean
you have to lose a focus on education, but we have to join in these broader
struggles.
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Finally, I want to close by mentioning some of what critical scholars/analysts

need to do based on Michael Apple’s tasks (2013, pp. 41-44), set out in his recent
book, Can Education Change Society?

Document exploitation, marginalization, reproduction.

Document progressive struggles.

Help identify spaces and possibilities for counter-hegemonic action.

Speak to non-academic audiences.

Work in concert with critical activists and social movements in education and
cross-sectors.

Confront the intersection of oppressive structures, as above.

Despite current hegemony, I believe we may be able to avoid making the planet
uninhabitable and that we can create a fairer world.
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Notes

The terms “developed” and “developing” are very problematic. I still use them for
a lack of good alternatives.

These three challenges, of course, do not exhaust the significant problems faced
around the globe which include environmental destruction, widespread conflict,
and appeal to greed as a motivating force, all of which have significant connections
to all forms of capitalism that so dominate our world system, as I consider below.
Ellerman (2015) argues that the capitalist system of wage labor, embodied in the
employer-employee contract, is, like slavery, based on coercion, and calls for a
neo-abolitionist movement.

While markets are a convenience that future, saner, societies may continue to rely
on for some purposes, they have at least two fundamental flaws that render them
problematic. First, they contribute to an abrogation of social responsibility, as
today, when market outcomes of horrendous income inequality, spiraling food
prices and hunger, or environmental destruction are seen as natural, not anyone’s
fault. Second, markets are fragile. For example, millions of small decisions can
contribute to economic or environmental crises. Albritton adds:

Markets are often thought to be highly efficient, but in the future they will be seen
as highly inefficient and costly. Markets not only fail to take account of social and
environmental costs, but they also generate instability, insecurity, inequality, anti-
social egotism, frenetic lifestyles, cultural impoverishment, beggar-thy-neighbor
greed and oppression of difference. (quoted in Wall, 2015, p. 1)

See Hahnel (2005) for a discussion of alternatives to competitive markets.
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5 For an extended discussion of alternatives to capitalism and education, see Klees
(forthcoming).

6 While dismaying, I am still optimistic despite the election of Donald Trump and
other global advances by the far right and populist fringe. I am not a Pollyanna,
but I do believe that their successes bring systemic contradictions into even
sharper relief and I hope that will generate even greater resistance and search for
alternatives. And, let us remember that Bernie Sanders, a self-avowed Democratic
socialist, actually got 13 million votes in the US primaries and polls showed him
neck and neck with Trump if he had been the Democratic nominee.
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The Business Sector in Global Education Reform

The Case of the Global Business Coalition for Education
Francine Menashy, Zeena Zakharia, and Sheetal Gowda

Introduction

While non-state actors have long played significant roles in education, the direct
participation of the for-profit business sector in global education policy and pro-
gramming is a more recent development. This chapter examines the growing
role of businesses in global education reform, paying particular attention to edu-
cational interventions in contexts of humanitarian crisis. Focusing on the Global
Business Coalition for Education (GBC-E) — a forum for companies to contribute
to and advocate for education — and its multifaceted role in supporting educa-
tion for Syrian refugees (2012—present), this case study highlights some of the
ethical tensions that arise in business participation in contexts of crisis. The
chapter draws on the concepts of philanthrocapitalism (McGoey, 2012), shared
value (Porter & Kramer, 2011), and disaster capitalism (Klein, 2007) to illuminate
some of the central debates regarding the rising presence of businesses in global
educational reform.

This case study derives from a larger research project that examined private
participation in the education of Syrian refugees in Jordan, Lebanon, and Turkey
(Menashy & Zakharia, 2017). The study was conducted in 2016-2017 and
involved: (1) a broad mapping, indexing, and analysis of 144 private actors, with
special attention to the nature of their involvement in the education of Syrian
refugees; (2) 30 key informant interviews with representatives of businesses and
their partners, including nongovernmental organizations (NGOs), United
Nations (UN) agencies, and traditional (state) donors; and (3) document analysis
of key reports, websites, and social media pertaining to business involvement in
the education of Syrian refugees. Of particular relevance to this case study, the
research included analysis and coding of GBC-E print and web materials and
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reports, as well as interviews with representatives from the GBC-E and their
corporate members.

In discussing the GBC-E’s role in garnering corporate support for the educa-
tion of Syrian refugees, this chapter considers the ways in which businesses have
assumed positions of legitimacy and authority to steer major policy decisions in
sectors that have been historically the responsibility of the state. Notably,
businesses are increasingly seen as having a pivotal role to play in education in
humanitarian crises, where traditional donor funding has fallen short and states
have struggled to ensure education as a right for all children within their borders.

Business Participation in Global Education Reform

Business involvement in education in the Global South manifests in two main
forms. The first form is via corporate philanthropies, also termed foundations,
which are established by successful business leaders to operate independently of
their associated corporations. The second form of engagement, termed corporate
social responsibility (CSR), is integral to a corporation’s functions.

Corporate philanthropies are generally presented as separate from their
associated corporation, where oftentimes the only overlaps can be seen in the
sharing of a name or leadership. For instance, the CEO of a corporation may be
head of the board of the foundation. Although considered non-profit entities,
philanthropies are founded using the profits of corporate endeavors, and many
have risen to high prominence in global development, such as the Bill and
Melinda Gates Foundation, the MasterCard Foundation, and the Hewlett
Foundation (Bhanji, 2008; Colvin, 2005; van Fleet, 2011, 2012).

CSR activities operate via a branch or department of a company. These
departments develop and implement projects in social sectors. CSR programs
are often funded through a corporation’s general operating budget and promote
a variety of activities, including cash contributions to support a specific cause, in-
kind contributions towards, for instance, school supplies or classroom technology,
direct support to school provision and wrap-around services, or more leader-
ship-oriented policy engagement, including participation in educational forums
or playing advocacy roles concerning educational causes (Bhanji, 2016; van Fleet,
2012; Verger, Fontdevila, & Zancajo, 2016).

Businesses are now regular contributors to conversations about global
education and have contributed to oftentimes-normative debates on major
issues. For example, Pearson Education publishes a report entitled The Learning
Curve that has focused on cross-national data on performance, school choice,
and accountability (Pearson, 2012); actors from corporations and foundations
are common faces at events on school provision in developing countries
(Brookings, 2015; Devex, 2017); and the World Economic Forum’s Global
Education Initiative includes a range of business actors and has addressed such
themes as public-private partnerships, girls’ education, and technology in
education (WEF, 2012). Corporate actors are envisaged as key stakeholders in
achieving Sustainable Development Goal #4, to ensure inclusive and equitable
quality education and promote lifelong learning opportunities for all, where
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“strong leadership by business can help unlock the necessary investments
to ensure quality learning opportunities for all children and adults” (SDG
Compass, 2017).

Businesses have been embraced as stakeholders in global education by a range
of state-funded multilateral actors. A joint report from UNESCO, UNICEEF, the
UN Global Compact, and the UN Special Envoy for Global Education was
released in 2013, entitled The Smartest Investment: A Framework for Business
Engagement in Education. As an introduction to the report, UN Secretary-
General Ban Ki-moon was quoted urging increased business engagement in
global education: “We need more companies to think about how their business
policies and practices can impact education priorities. You understand invest-
ment. You focus on the bottom-line. You know the dividends of education for all”
(Ban, cited in UNESCO et al., 2013, p. 4). Alongside multilateral organizations
and governments, corporate leaders were prominent participants at education-
related events at the World Humanitarian Summit in 2016, and as will be
described, businesses have begun to play significant roles in education policy-
making and funding in contexts of humanitarian crisis (Whole of Syria Education
Focal Point, 2016).

Motivations behind corporate social responsibility programs in global educa-
tion are often claimed to be grounded in a moral impetus, but concurrently, and
explicitly, aim to serve business interests via profit-making (Bhanji, 2016; van
Fleet, 2012). As Bhanji (2016) explains, businesses employ a narrative which sug-
gests that, “corporate responsibility and commercial priorities are not in conflict
with each other, but rather are in alignment ... legitimizing the strategic action in
education politics of a range of companies around the world” (p. 430). Similarly,
Verger et al. (2016) argue that “CSR has become a new global norm that legiti-
mizes the increasing presence of the business sector in education networks
globally, and especially in the Global South” (p. 150).

While scholarship on business activities in education in the American con-
text is robust (see Au & Ferrare, 2015; Bulkley & Burch, 2011; Reckhow, 2013;
Scott & Jabbar, 2014), literature on corporate engagement in global education
and corporate social responsibility programs in the Global South is nascent.
Recent research into corporate actors includes analysis of the education-related
corporate social investments of Fortune 500 companies (van Fleet, 2011).
Other studies have examined individual CSR programs in education, such as
Microsoft’s Partners in Learning initiative (Bhanji, 2008, 2016). Research
providing overviews of corporate involvement in international educational
policy-making and governance are also on the rise, for instance targeting the
World Economic Forum’s Global Education Initiative and its joint program
with UNESCO, Partnerships for Education (Cassidy, 2007; van Fleet, 2012).
Scholars have examined the work of individual companies, such as Pearson
Education, and the roles of private for-profit actors in establishing or support-
ing school chains in South Asia, South America, and the Middle East (Bhanji,
2008; Hogan et al., 2016; Martins & Krawczyk, 2016; Nambissan & Ball,
2010). Recent studies have explored business participation in multilateral
organizations, such as the World Bank’s International Financial Corporation and
the Global Partnership for Education (Menashy, 2016; Mundy & Menashy, 2012).
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Few have examined the ways in which corporate actors work in collaboration,
and the pivotal role of the Global Business Coalition in enabling private sector
engagement in global education remains unexplored. The specific role of busi-
nesses as key stakeholders in addressing education in humanitarian crises via
CSR is a new area of study.

Conceptualizing the Role of Business in Education
in Contexts of Humanitarian Crisis

Business participation in education is a highly contentious issue in international
humanitarian, development, and academic circles. For instance, the roles of
businesses in policy design have been the target of a wider debate concerning the
legitimacy and qualifications of private actors to lead and oftentimes dictate
social policy. Critics have suggested that business leaders, including Bill Gates
and Mark Zuckerberg, are representative of the rise of “philanthrocapitalism,” or
“the tendency for a new breed of donors to conflate business aims with charitable
endeavors, making philanthropy more cost-effective, impact-oriented, and
financially profitable” (McGoey, 2012, p. 185). Philanthrocapitalism has been
depicted as a “movement” that promotes major shifts in the nature of traditional
philanthropic support. As McGoey describes:

Championed by entrepreneurs, who had often made fortunes in the
finance and tech industries, philanthrocapitalism is driven by the desire to
bring “hard-nosed” strategy, performance metrics, innovative financing
models and increased control of grantee decision making to philanthropy.
The movement encompasses dozens of foundations and advisory groups
advocating a new, aggressive, muscular philanthropy that aims to (1) make
philanthropy more effective; and (2) make it a more lucrative industry in
itself. (2014, p. 111)

A key component to the philanthrocapitalist project is “the increased visibility of
individual philanthropists as policy drivers” where corporate actors assume
positions of legitimacy and authority to steer major policy decisions on sectors
that have historically been the responsibility of the public sector (p. 110). In this
way, business actors are now widely considered to be prominent global
development players, embodying a new form of authority. As described by Hall
and Biersteker (2002):

While these new actors are not states, are not state-based, and do not rely
exclusively on the actions or explicit support of states in the international
arena, they often convey and/or appear to have been accorded some form
of legitimate authority. (p. 4)

The new trend of philanthrocapitalism has enabled a growth in private authority
to drive the trajectory of global education funding policies and programs.
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Yet critics question the pervasive influence of unelected corporate representa-
tives in public policy circles, occupying their positions of authority solely due to
their economic clout (Bhanji, 2016; Birn, 2014; McGoey, 2012), and argue that
“the philanthrocapitalist project is irreducibly undemocratic” allowing private
actors to “skirt the essential issue of accountability in the name of efficiency” and
spurring a democratic deficit in policy-making (Rieff, 2015).

Philanthrocapitalism moreover embraces the notion that both philanthropic
and CSR efforts can be profitable. Through strategic investing, business actors
can enable “shared value;” where their activities create “economic value in a way
that also creates value for society by addressing its needs and challenges,” and
where business contributions to social causes can be “a new way to achieve
economic success” (Porter & Kramer, 2011, p. 4). Proponents of shared value
envisage humanitarian and profit-based aims as not only compatible, but also
desirable for all involved.

Critics, however, see a problematic tension between these differing motivations.
The very concept of “shared value,” where profit-maximization can concurrently
address social challenges (Porter & Kramer, 2011), arguably holds inherent
contradictions. Critics of shared value beliefs and business participation in social
causes have proposed that

Corporations might tend to invest more resources in promoting the
impression that complex problems have been transformed into win-win
situations for all affected parties, while in reality problems of systemic
injustice have not been solved and the poverty of marginalized stakeholders
might even have increased because of the engagement of the corporation.
(Crane et al., 2014, p. 137)

The philanthrocapitalist movement in settings of humanitarian crisis, such as
the Syrian refugee context (2011—present), elicits particular critiques concerning
exploitation. Journalist Naomi Klein coined the term “disaster capitalism” to
capture when catastrophic events are seen as an occasion to enact market-based,
neoliberal reforms, or as she puts it: “the treatment of disasters as exciting market
opportunities” (Klein, 2007, p. 6). In education, disaster capitalism has been
argued to have emerged in a range of contexts, including post-hurricane Katrina
New Orleans, post-earthquake Haiti, and more recently in Liberia (Global
Initiative for Economic, Social and Cultural Rights, 2016; Saltman, 2007; Verger
et al., 2016). In such cases, crisis hit, and actors saw an opportunity to enact
policies and programs, which while addressing educational needs, concurrently
promoted private sector interests.

The Global Business Coalition for Education, in promoting and coordinating
business efforts to address the education of Syrian refugees via funding and
policy-making, plays a key role in advancing global education reform and
philanthrocapitalism. The following sections describe and discuss the GBC-E’s
positioning to illuminate some of the central debates and critiques regarding
the presence of businesses in the education sector, and in particular, in human-
itarian crises.
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The Global Business Coalition for Education (GBC-E)

Established in 2012, the Global Business Coalition for Education (GBC-E) is a
partnership-based convening body, which acts as an umbrella organization that
unites and offers a voice for businesses involved in global education: “As an
organization we believe that education is a right, and it’s the role of the private
sector to support the government in the delivery of education” (Interview #7,
Business, July 2016). Through coordination, communication, showcasing the
value of business initiatives in education, and facilitating research into global
education, the GBC-E allows “companies to become part of a global movement
of businesses committed to changing children’s lives through education”
(GBC-E, 2016c¢). Thus, the GBC-E serves as a forum for businesses to contrib-
ute to and advocate for their role in advancing quality education in the Global
South, including in crises-affected regions and countries lacking political and
economic stability.

The Global Business Coalition mission was founded by Sarah Brown, the
wife of Gordon Brown, the UN Education Envoy. The purpose of the GBC
is to bring companies together and create a common platform for corpora-
tions to advocate and support global education issues. (Interview #5,
Business, June 2016)

Starting with 20 of the world’s most influential companies in their first year of
operation, the GBC-E has expanded significantly to its current membership of
over 200 companies.

The GBC-E has a hierarchical membership structure, with members catego-
rized as: (1) Founding members, or companies that have made significant
contributions in the form of resources, expertise, and leadership starting in
2012. Some of these companies are Accenture, Chevron Corporation, Dangote
Industries, Discovery Communications, Inc., Intel Corporation, Lenovo Group
Limited, McKinsey & Co, Inc., Pearson Inc., Tata Sons Limited, and Western
Union. (2) Platinum members are similar to Founding members, Platinum mem-
bers seek to invest in education by offering their leadership, thought, and exper-
tise to GBC-E. Members include companies such as Hewlett Packard, Reed
Smith, Standard Chartered, and Econet Wireless. (3) Gold members contribute
toward scaling delivery of education services. Members include GUCCI,
Microsoft, Sabis, Western Union, and Oando. (4) Silver members are companies
interested in investing in global education. Silver members include ITWORX
Education, RELX Group, KANO, Global Learning, and Sumitomo Chemical
(GBC-E, n.d.c).

By way of using their core business expertise, influence and leadership, strate-
gic investing capacities, corporate social responsibility, and philanthropy, GBC-E
members seek to impact the delivery and quality of educational services by
forging partnerships with other businesses, governments, and educational
service providers — both non-profit and for-profit. The organization does this
through four key action areas:
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1) Connect — by creating “members-only” spaces, GBC-E harnesses the expertise
of companies’ leaders to identify and collaborate on novel opportunities and
innovations.

2) Cooperate — GBC-E uses its connections with businesses, policy-makers,
bilateral and multilateral agencies to create the essential pathways for greater
cooperation between various actors involved in the delivery of a quality
education.

3) Showcase — using their global appeal and name-recognition, businesses intend
to influence citizens and governments alike regarding the role and relevance
of private for-profit engagement in education provision.

4) Discover — GBC-E facilitates research projects that help the coalition identify
and invest in targeted interventions. (Global Business Coalition for Education
Report, 2016a; GBC, n.d.a)

Thus, the GBC-E seeks to coordinate efforts among members, facilitate research,
and engage in global education advocacy and reform. The main thrusts are to
make the business case for engagement in education; to identify activities that
benefit businesses while simultaneously resolving education challenges; and to
ensure that activities are sustainable, scalable and in alignment with government
regulations (GBC-E, 2014, 2016d).

The GBC-E identifies four main arguments for the engagement of businesses
in education. First, the future “global talent pool” currently resides in low-income
countries with emerging market economies. Second, the strategic growth and
bottom-line of business are directly affected by the quality of education to which
youth have access. Third, investing in education is valuable as the return-on-
investments is significantly high. And, fourth, innovative market-based ideas,
solutions and resources should be used to alleviate the burden on public
education systems (GBC-E Report, 2013a, 2015a). By purporting to deliver a
high-quality education, GBC-E envisions building a global education network
that develops students’ capacities across Asia, Africa, Latin America, and the
Middle East. However, it acknowledges its inability to afford the extensive
services provided by public educational systems, and that the GBC-E role is only
supplemental.

Irrespective of the type of engagement or rationale, philanthropic and/or
profit-oriented, GBC-E proposes that corporate entities have the potential to
create shared value and advance education goals when done well (GBC-E Report,
2013b). Using a three-pronged strategy — making the business case, identifying
activities that improve education and benefit businesses, and employing smart
strategies — the coalition aims to realize business benefits while advancing edu-
cation goals. These three components are said to be the cornerstones to effective
engagement in the field. Furthermore, it is the appropriate time for businesses to
move beyond corporate social responsibility and invest strategically in issues
related to global education policy formulation and implementation (GBC-E
Report, 2013a, p. 4).

GBC-E claims its members are uniquely poised to harness the capabilities of
businesses as knowledge providers. The aim is to share knowledge and ideas,
targeting and scaling innovations, and move from corporate social responsibility



34

The Business Sector in Global Education Reform

to “corporate social results” (GBC Blogs, 2016a). Since companies are equipped
with expertise in knowledge management and human-resource development,
GBC-E believes businesses can therefore extend their “in-house” skills and
technological expertise to facilitate best practices in all areas of engagement. By
building partnerships and collaborations with local stakeholders, GBC-E
proposes to share existing knowledge of the specific challenges in access to
education and develop solutions that best suit the local context. Furthermore, it
proposes to use the knowledge of regional experts to develop targeted
interventions and solutions (GBC Blogs, 2014).

Thus, the GBC-E acknowledges the importance of leading coordinated efforts
between the various businesses, international organizations, and NGOs engaged
in the education sector. To avoid duplication of efforts and programs, it is impor-
tant for business to coordinate with governments, multilateral agencies, and
local actors. Increased coordination among funders and stakeholders improves
measurable learning outcomes, data collection and analysis, and accountability.
However, GBC-E cites shortage of data as a reason behind their delayed formula-
tion and implementation of some programs and initiatives. Availability of and
accessibility to data greatly improve relief work on the ground in the event of an
emergency or prolonged crises. And so GBC-E calls on businesses to invest more
resources in research to build up the knowledge base to initiate and implement
programs that are appropriate and successful. GBC-E has established several
research initiatives with the Brookings Institution, FHI 360, and the LEGO
Foundation to collect data from various field operations (GBC Report, 2016e).

The GBC-E has initiated several programs in collaboration with 1Os, govern-
ments, NGOs, civil society organizations, and private for-profit providers to
mitigate shortcomings in the provision of public education by national govern-
ments. These programs include:

1) The Education Cannot Wait Fund — in the event of a natural disaster such as
the earthquake in Nepal, or in the case of conflict in Syria, or the breakout of
the Ebola epidemic in Liberia, the GBC-E through its extensive networks and
connections, helps connect donors with vetted local actors who in turn
channel the funds and resources to needy populations (GBC-E Report, 2016a).
(This initiative will be examined in more detail later in this chapter.)

2) The REACT Database — the Rapid Education Action (REACT) database is an
extensive record of the various assets and resources held by the private sector
which can be deployed in the event of an emergency arising in any region of
the world. It is a response model that mobilizes the assets of private enterprise,
governments, I0s, NGOs, and individuals in a collaborative manner to deliver
innovative and meaningful outcomes (GBC-E Report, 2016b).

3) GBC Education Middle East — providing education for children in conflict
and emergency settings poses several challenges. With the Syrian conflict
entering its fifth year, and more than 7.5 million children affected by it, GBC-E
has expanded its operations in the Middle East with the intent of equipping
local schools and educational service providers with the required skills, exper-
tise, and materials. Currently GBC-E’s operations are targeted towards
Syrian refugees accessing services in Jordan, Lebanon, and Turkey, claiming
to create safe places where children can learn and play (GBC-E Report, 2015b).
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4) The Safe Schools Initiative — the Safe Schools Initiative launched in Pakistan,
Lebanon, Turkey, Jordan, Syria, and Ebola-affected countries aims to create
safe places for children to effectively learn and play (GBC-E, n.d.a).

5) TECH4ED - this initiative uses low-cost smartphones to deliver pre-
programmed curriculum and lesson plans. Through accelerated technological
interventions, GBC-E claims to empower individuals from marginalized
populations with twenty-first-century knowledge and technical knowhow
(GBC-E Report, 2014).

6) Girls Education Task Force — this initiative, led by the Dangote Foundation
and Standard Chartered, focuses on reducing the gender gap in education
worldwide. By aligning learning outcomes with workforce requirement,
GBC-E aspires to influence policy initiatives, school pedagogy and curriculum,
and policy appropriation to achieve desired results. As noted in the GBC
Gender Report (2015a), investing in girls’ education in the developing world
provides the highest return on investment (Larry Summers, cited in GBC
Report, 2015a). For example, a company investing $1 in a girl’s education in
India, will return $53 to that company by the time she joins the workforce
(GBC-E, n.d.b).

7) Early Childhood Development — established in 2014 in collaboration with the
Brookings Institution, aims to create early childhood programs so as to
develop the full potential of children, thereby helping them to become
productive members of the workforce, and responsible citizens in society.
Arguing that maximum development happens during the first 1000 days of a
child’s life, GBC-E articulates the importance of investing in maternal and
early childhood care. Through cognitive, physical, emotional and psychological
stimulation, GBC-E proposes to nurture a generation of smart and creative
learners (GBC-E Report, 2016b).

8) India and Pakistan Country Work — led by Intel and Western Union, GBC-E
India proposes to develop “soft skills,” such as adaptive thinking and social
intelligence that are suggested to be lacking in Indian students. Similar
initiatives have been led in Pakistan in collaboration with Habib Bank. In
India and Pakistan, GBC-E sees an excellent opportunity for private enterprise
to take advantage of the economic boom, and establish a clientele for their
services and products (GBC-E Report, 2015a; Simone, n.d.).

The profit motives of GBC-E donors and stakeholders are stated clearly in a
GBC-E Blog of 2013, which states that, “There is a strong case, therefore, for
businesses to ‘backward integrate’ and invest in education themselves in order to
ensure supply of adequately skilled talent for future growth and profitability”
CEOs and advisory members at the GBC-E argue that business investments that
align with social needs are worth pursuing as they yield “sustainable, scalable and
significant” long-term returns. Additionally, the private sector needs a workforce
that is equipped with the literacy, numeracy, and social skills required to improve
their profitability, hence the justification for investing in primary and secondary
education. As noted by Rananjoy Basu of Reed Smith, “This is good news for
investors too since it enables the private sector to use their power to wear two
hats. The first being profit and the second being social responsibility” (GBC-E
Blog, 2015a). In referring to CSR, business leaders have their eyes on the value
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that these investments in education can bring about, such as revenues generated
per employee; the aversion of management costs due to talent acquisition; calcu-
lation of return-on-investments; and the opportunity cost of lost talent to the
economy. Thus, the GBC-E articulates the dual role businesses can play — profit-
ing while playing the social responsibility card.

GBC-E Participation in the Syrian Refugee Crisis

A Call to Action

The GBC-E has recently articulated the need for a stronger focus on education
in humanitarian contexts, most notably in response to the Syrian refugee crisis.
The GBC-E has hosted a series of convening sessions on education in conflict
settings and education for refugees. As a respondent from the GBC-E describes:
“It became quite clear very early on that the Syrian refugee crisis was one that
couldn’t be ignored” (Interview #7, Business, June 2016).

At an event in Dubai and then in Davos at the World Economic Forum in
January 2016, the GBC-E made concerted calls to action for its members to
support Syrian refugee education, several of whom then pledged $75 million
in response to the crisis (WEF, 2016). The GBC-E played a key role at the
World Humanitarian Summit (WHS) in Istanbul in May 2016, highlighting
that “Business will play a major role in addressing these issues as the interna-
tional community looks to the private sector’s ingenuity and experience in
delivering solutions at scale” (GBC-E, 2016a). Prior to the summit, the GBC-E
touted its members’ presence at the event: “GBC-E-Education members NRS
International, Pearson, and Western Union will add to the Summit’s private
sector presence through special side events, exhibits, and virtual advocacy
alongside the summit” (GBC-E, 2016a). The GBC-E and others hosted a
special session breakfast meeting that brought together corporate leaders
alongside high-level political actors to discuss global initiatives to support
education in contexts of crisis (WHS, 2016). As one research participant
described:

It was very high level. You had the heads of all the UN agencies. Ban
Ki-moon came to this breakfast and spoke ... I find it quite interesting
to go to the GBC Ed breakfast and the room is packed with people lined
up trying to be there ... listening and hearing these really senior-level
[representatives] from the UN side and so forth, and then the CEOs of
these major corporations talking about education in emergencies.
(Interview #4, NGO, June 2016)

The GBC-E has made explicit calls for the business community to “lead” in
alleviating the impact of emergencies on education: “Natural disasters, conflict
and emergencies increasingly impact regions which have traditionally driven
economic growth, disrupting the education of millions of young people. Be part
of the business community’s solution to restoring education and rebuilding
societies” (GBC-E, n.d.a).
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And in response to the GBC-E’s calls to action, its business members have
participated in a wide range of activities relating to education in emergencies,
and Syrian refugee education in particular. A respondent from the GBC-E
explains the breadth of activities its members have adopted:

We'’re seeing investments in vocational training, in technology, a lot of
online digital platforms, like learning platforms ... We're seeing organiza-
tions investing in skills for employability ... a lot of companies focus on
connectivity; making sure that there’s the infrastructure available for
internet connectivity as a lot of the kinds of solutions that we're seeing
from the private sector relate to technology. The structure, not just the
building of schools but also advising the ministries on maintenance and
development of infrastructure ... Some companies that are looking at the
actual curriculum and content development and this is also across the
primary, secondary, and tertiary levels, I would say. Teacher training;
logistics support, so actually moving things; and, in general, just job
opportunities. Either providing scholarships, or internship, apprentice-
ship opportunities, that sort of thing. (Interview #7, Business, June 2016)

The Education Cannot Wait Fund

In 2016, many of the high-level meetings convened by the GBC-E have revolved
around the theme of establishing a global fund to support education in humani-
tarian crises, widely known now as the Education Cannot Wait Fund (ECW),
described as

a new global fund to transform the delivery of education in emergencies —
one that joins up governments, humanitarian actors and development
efforts to deliver a more collaborative and rapid response to the educa-
tional needs of children and youth affected by crisis. (ECW, 2016a)

UNICEE, which provided an initial analysis that led to the formation of the ECW,
is now the Secretariat of the Fund, and will be managing operations and
distribution related to it (ECW, 2016b). And “GBC-Education members have
played a key role in ensuring that the fund is inclusive of private sector
contributions and expertise” (GBC-E, 2016a).

Alongside governments and aid agencies, the ECW is vocally supported by the
Global Business Coalition for Education, which was a pivotal player in its initial
establishment. Respondents trace the ECW to efforts as far back as the formation
of the Millennium Development Goals in the early 2000s, when the education
community stressed that multi-year funding was needed in fragile contexts and
that traditional aid was not flexible nor innovative enough to address sudden
crises: “cultivating greater interest from those states and then the private sector
to be able to prompt a fund like this was very important” (Interview #19, UN
agency, October 2016). In May 2015, the GBC-E was commissioned to coordi-
nate a consultation with business actors on funding education in contexts of
crisis and emergency: “The consultation findings were clear: The business
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community supports the creation of a fund or financing mechanism to mobilize
increased resources to address the crisis of education in emergencies” (GBC-E,
2015). As a respondent confirms: “The Global Business Coalition was highly
involved in the development of that platform” (Interview #3, NGO, July 2016).
The GBC-E’s role in ECW development has been “to explore the demand and
need for the creation of the fund and make the business case for it” (Interview #8,
Business, June 2016). A core architect and advocate for the ECW is Gordon
Brown, the UN Special Envoy on Education, and the husband of Sarah Brown,
who initiated the GBC-E (Brown, 2016; UN, 2016). Since its establishment, the
ECW has had a clear and important relationship to the GBC-E.

In the context of diminishing bilateral aid to education, the GBC-E presents its
members as non-traditional funders, necessary contributors to schooling in
emergency settings. The private sector is widely envisaged as central to the ECW
efforts: “If successful, the ECW mechanism could do for the education of children
facing emergencies what the global funds in health have done — namely, mobilise
private sector engagement and facilitate high impact, value-for-money
interventions through effective pooling of resources” (Watkins, 2016, pp. 21-22).
A respondent explains: “It’s been stated from the beginning that one of the
reasons to establish the Fund is to provide a platform for private funding to be
channeled, so that’s an underlying key factor for establishing the Fund” (Interview
#28, UN agency, February 2017). In a Huffington Post op-ed, Gordon Brown
made clear the importance of the private sector in supporting the Fund: “Inside
the humanitarian tent we need charities, philanthropists, businesses and social
enterprises as well as governments and international agencies — not just one
sector determining who gets to set the pace of progress. Not dogmatic dismissals
writing off creative thinkers” (Brown, 2016).

Those from the non-governmental sector moreover view the participation of
business actors as an indirect way to elicit more political attention to the cause
on refugee education. In referencing a high-level meeting at the World
Humanitarian Summit, an NGO representative explained:

I think for the sector, it’s quite important, that at this political level, and
that includes the private sector in a sense, that folks are standing up for
education emergencies. I think it’s connected to also why the political
levels are taking notice as well. Those converge in a sense, and I think we
needed that. (Interview #4, NGO, June 2016)

The private sector has the capacity to garner attention from politicians who are
central in decision-making on education in emergencies, and in turn opening the
door to the voices of NGOs. The GBC-E as a central player in the initiation and
support of the ECW is viewed as an enabler for high-level political actors to
become more engaged in the Fund.

Some respondents, however, voiced caution about whether the private sector
is able to coordinate with state actors and agree to commit to tangible and sig-
nificant contributions. For example, one donor agency representative described
feeling “cautiously optimistic” about private sector engagement and the nascent
ECW Fund:
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It’s my greatest hope that it is early, and that it is something that people are
going to stick with, and they’re going to figure out how to do better and
move away from the fancy meetings in Europe and elsewhere and figure
out more stuff to hang your hat on a little bit. [But] sometimes I feel, like,
are we being really naive? How much money could the private sector pos-
sibly even have for something like this, right? ... The scale is never going to
tilt such that there’s more money for corporate social responsibility than for
actually running a business. (Interview #1, Bilateral Donor, July 2016)

Moreover, questions remain whether the resources committed will be directed
to areas of most need, and how business actors will feel about putting funds into
a pool that will be distributed perhaps without their direct consultation: “Those
commitments of funding, is that writing a blank check, or is that a check with
specific types of tasks?” (Interview #4, NGO, June 2016). A respondent explained
that the role of the private sector in the ECW’s Board remains unclear: “It’s in the
documents that there would be representation of the private sector also on
the board of the Education Cannot Wait, and I question that ... what kind of
role the private sector would have” (Interview #28, UN Agency, February 2017).
As well, the ECW is viewed as a work in progress and respondents voice concern
that the Fund will incur large amounts of overhead and be costly to run, leaving
some to question “what percentage of these funds are actually going to reach
children?” (Interview #3, NGO, July 2016).

A Shared Value Impetus

While the interventions promoted by the GBC-E and its members all aim to sup-
port refugee education in some way, they are also said to serve the bottom-line
interests of companies, under a shared value umbrella. The GBC-E discourse con-
cerning education in emergencies often relates member participation in contexts of
crisis to the benefit of business interests. In a policy brief, the GBC-E explains that:

In times of emergency and protracted crisis, investment in education is
even more critical for rebuilding in ways that impact the business operating
environment, enabling business to proactively strengthen their longer-
term operations; improve brand visibility, reputation, and customer
loyalty; strengthen trust amongst customers, political leaders and
communities; manage operational risks; and develop goodwill with local
communities. (GBC-E, 2015c, p. 5)

The ECW is presented as a means for business to get involved in global educa-
tion in a meaningful way:

Many business leaders were saying “It’s one of the worst humanitarian
crises that we have ever faced, and no one has done anything ... It’s time
for business leaders to really step up and say we can change this. We must
do something. We absolutely need this Fund” (Interview #5, Business,
June 2016)
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Yet at the same time, business actors involved in the establishment of the
ECW — mainly members of the GBC-E — appear to seek positions of respected
global policy actors, leading others to desire involvement: “You know, it’s like a
club in a way” (Interview #1, Bilateral Donor, July 2016).

While the GBC-E has actively worked to solicit support for Syrian refugee
education via participation in the ECW and also initiating more direct activities
in the region, this engagement is framed to companies through a clear shared-
value lens, where a business case must be made for participation. A respondent
explains:

In order to get businesses to understand why they should invest, you have
to put it in their language ... we need to translate that language into one
that speaks to them ... some of it is because they care and they realize not
only that they’re a social impact because they understood the implications
of children being out of school, but for a business impact, it’s a good busi-
ness decision for them to invest. (Interview #7, Business, June 2016)

Conclusion

In the context of education in emergencies, members of the Global Business
Coalition for Education have been embraced as core policy-makers as well as
funders, most notably in light of the Education Cannot Wait Fund and their
participation in high-level forums at major convening events on refugee
education. Education in contexts of humanitarian crisis is without doubt in need
of substantial resources, and both traditional donors and non-traditional private
funders have an important role to play in fiscally supporting refugee education.
Moreover, high-profile business representatives have the potential to raise
awareness of the crisis and elicit attention from both political actors and the
wider public.

However, given critiques of corporate actors and their potential to wield
authority in global policy, the roles occupied by the business sector in the
establishment of such new policies and large-scale programs as the ECW are
critical to understand as the Fund evolves. Business actors have been enabled
with a degree of legitimate authority at the global policy level via membership to
the GBC-E, with access to global leaders and forums that produce mandates on
education. Yet this participation reflects a democratic deficit in global education
policy-making, where unelected actors are occupying core decision-making
spaces on education and potentially steering discussions.

A further key concern rests on certain private actors’ profit-oriented goals,
sometimes framed alongside a claim to humanitarian goals, or shared value. The
GBC-E consistently frames business participation in education, including in
contexts of humanitarian crises, as a good “investment” through making a
business case for involvement. When a business case is made to support the
education of refugee children, in the context of a humanitarian emergency, a
crisis is framed as an “exciting market opportunity;” or what could be described as
disaster capitalism. Moreover, given the bottom-line motivation for involvement,
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respondents from UN organization, bilateral aid agencies, and NGOs question
the amount and type of contributions GBC-E members are able to make to the
ECW and global education more generally, and their commitments more long
term. The democratic deficit resulting from private participation in global
education policy, combined with the profit motivations of members, presents a
potential case of philanthrocapitalism.

Although the GBC-E articulates clear humanitarian-oriented motivations in
the education of Syrian refugees, certain businesses are focused also on the
“bottom line” (Interview #5, Business, June 2016; Interview #9, NGO, July 2016).
Yet the very concept of shared value, where profit-maximization is argued to
concurrently address social challenges (Porter & Kramer, 2011), arguably holds
inherent contradictions. While the private sector has a role to play in addressing
the education of Syrian refugees, this research also prompts educational actors
to question the ethics of making a “business case” for involvement and “investing
in the crisis” (Interview #7, Business, June 2016).

This chapter highlights some of the tensions that arise in considering the
growing role of businesses in global education reform, particularly in the
context of humanitarian crisis. Focusing on the work of the Global Business
Coalition for Education in coordinating and advocating efforts towards the
education of Syrian refugees, the chapter demonstrates how such interven-
tions might be critiqued as potentially enabling disaster capitalism, or a
democratic deficit via philanthrocapitalism. While the GBC-E has brought
much attention and a commitment of resources to the cause of educating
Syrian refugees, the tensions and contradictions inherent in making the business
case and identifying shared value remain. Thus, this case study serves to illumi-
nate some of the central debates regarding the rising presence of businesses in
global educational reform
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Venture Philanthropy and Education Policy-Making

Charity, Profit, and the So-Called “Democratic State”
Antonio Olmedo

Introduction

As Bishop and Green clearly demonstrate, the 21st century has given
people with wealth unprecedented opportunities, and commensurate
responsibilities, to advance the public good.

(Bill Clinton, Foreword to Philanthrocapitalism)

Back in 2008, right after the “latest” global collapse of the capitalist system,
Bishop and Green published their Ode to (what they baptized as) the philanthro-
capitalist. Their book preaches the “renaissance of giving and philanthropy” It
portrays how a group of new philanthropists “give, by applying business tech-
niques and ways of thinking to their philanthropy” and also “describes the
growing recognition by the leaders of capitalism that giving back much of their
fortune to improve society is as much a part of the system as making the money
in the first place” (Bishop & Green, 2010, p. xii). In the Preface of the second
edition of their book, the authors celebrate the fact that the global economic
crisis does not seem to have endangered, but rather has fortified, the wealth of
the wealthiest on Earth:

The world has changed since the financial meltdown of September 2009,
but in ways that make the ideas in Philanthrocapitalism more relevant
than ever. According to the annual rich list compiled by Forbes magazine,
the collapse of the stock and other asset prices reduced the global number
of billionaires by over 300, nearly one-third, from 2008 to 2009. The aver-
age charitable foundation saw its assets shrink by at least one-quarter. Yet
the world still has plenty of super-rich people. Indeed, overall, the super rich
are likely to emerge from the crisis in better financial shape than anyone
else. The reservoir of wealth to fund Philanthrocapitalism is still there.
(Bishop & Green, 2010, p. xii; emphasis added)

The Wiley Handbook of Global Educational Reform, First Edition.
Edited by Kenneth J. Saltman and Alexander J. Means.
© 2019 John Wiley & Sons, Inc. Published 2019 by John Wiley & Sons, Inc.
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But, in fairness, charitable giving and philanthropy are certainly not new, dating
back to, at least, Ancient Greece. It is not the aim of this chapter to analyse the
historical evolution of the concept and practices of charitable and philanthropic
individuals and organizations (see Reich, Cordelli, & Bernholz, 2016). Suffice to
say, the history of philanthropy, since its origins in ancient Greece and Rome,
passing by the Christian reconceptualization of giving into the divinely recog-
nized caritas, and its later institutionalization (through the control of the Church
and also the rise of a number of non-religious foundations) from the Middle Ages
onwards, is a history of legal disputes over economic and political control
(Sievers, 2010). However, it is important to point out that charity and philan-
thropy are not synonyms. As Beer synthesizes, “the most important difference
between philanthropy and charity—the truly revolutionary difference—is that
the logic of philanthropy invites us to see voluntary giving within a primarily
technological and global rather than theological and local framework” (2015, p.
15). In fact, according to Sievers (2010), philanthropy can be considered one of
the seven pillars that constitute contemporary civil society. Together with the
common good, the rule of law, non-profit and voluntary organizations, individual
rights, free expression, and tolerance, philanthropy is a key element in the con-
figuration of civil society as an “enabling framework for democracy,” while
encompassing “an intrinsic tension, a fragile balance between private and public
interests” (p. 2).

So, if philanthropy is not “new;” then why should we pay special interest to it?
Is there anything different in the way in which philanthropy operates in the pre-
sent day? Will we experience any changes in our everyday lives? And, more
importantly, will society’s long-standing, even inherent, social and economic
problems be solved by the rise of this new group of philanthrocapitalists?
According to its advocates, new philanthropy, understood as “effective altruism,’
surpasses the basic assumptions of traditional strategic giving by assigning a
double moral obligation to donors. On the one hand, it should be performative
(that is, able to identify the areas where their operations will do the most good)
and, on the other hand, it should be effective (or, in other words, be able to “do
more with less”). One of the reasons that justifies the need to pay attention to
philanthropy in the beginning of the twenty-first century is the exponential
growth and volume that charitable activity has experienced in recent decades.
Just as an example

American voluntary giving is approximately equal to the entire gross
domestic product (GDP) of Denmark. The $715 billion in assets con-
trolled by US foundations—money that is of course invested in the US
economy in various ways—is larger than the Swiss economy, which is the
twentieth largest in the world. (Beer, 2015, p. 13)

Undoubtedly, the most important question among those above is the latter
one. Back to the numbers game, coinciding with the 2016 World Social Forum
in Davos, Oxfam released a report based on Credit Suisse’s “Global Wealth
Databook,” denouncing that the top 1% richest people have gained more

income than the poorest 50% altogether. The tendency seems to be worsening
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as in 2010 the assets of the 43 richest people in the world had to be combined
in order to equal the wealth of the 50% at the bottom. This data reinforces,
almost a decade later, Bishop and Green’s guess, allowing us to assert that truly
the super-rich emerged from the crisis in better financial shape than anyone
else. The counter-narrative claims that, while the richest become richer, the
average well-being of the population increases correspondingly. Even the
friendliest statistics (i.e. the Brookings Institution has recalibrated poverty
indicators according to new data available on prices for goods and services
(Purchasing Power Parities) in every country in the world) show that while in
some regions the new calculations seem to suggest an improvement in the per-
centage of people living in extreme poverty, that is not the case in other areas,
where such proportions seem to aggravate.” Moreover, the think tank signals
that there is a large concentration of people whose living standards are virtually
similar to the global poverty line, which epitomizes the fragility of such
estimates. All in all, the situation seems far from resolved and the number of
deadlines missed by international declarations, multilateral agreements, devel-
opment goals, etc. continues to amass.

In what follows, this chapter focuses on the role of philanthropic actors in pro-
cesses of education policy enactment. It rests on previous work (Ball & Olmedo,
2012; Olmedo, 2016, 2017) and contributes to the efforts of other scholars in the
field who develop both theoretical and empirical approaches to similar questions
(Ball & Junemann, 2012; Klonsky, 2011; Saltman, 2010, 2011). Here, I concen-
trate on one specific form of philanthropic organization that has received less
attention in the field of education policy, the so-called venture philanthropy,
although, as suggested below, it takes a number of appellatives and shades. More
concretely, the chapter analyses the profiles, agendas, and portfolios of three
“new” philanthropic organizations:

o The Omidyar Network was co-founded by Pierre (founder of eBay) and Pam
Omidyar. The fund has offices in the Silicon Valley and Washington, DC,
Johannesburg, London, and Mumbai.

e Reach Capital spun off from NewSchools Venture Fund in 2015 as a for-profit
social impact fund focused on education technology. With over $53 million
raised, to date, they have supported over 50 early-stage companies.

o LGT Venture Philanthropy represent the philanthropic arm of the Princely
Family of Liechtenstein and LGT (the world’s largest privately owned
private banking and asset management group). Founded by H.S.H. Prince
Max von und zu Liechtenstein in 2007, they have invested over $15 million
and their portfolio currently covers four regions (Africa, Asia, India, Latin
America).

The findings presented here are part of an ongoing research project and there-
fore are not all-encompassing and exhaustive. They are the result of painstaking
and meticulous reading and searches through multiple channels (organizations’
websites, promotional pamphlets, newspaper articles, etc.). As this is work in
progress, in future publications, a more detailed analysis, with an ethnographic
perspective, based on cases and operations “on the ground,” would be performed
to take further the provisional conclusions presented here.
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From the Rear Guard to the Frontline: A New Role
for Philanthropy

With a yearly periodicity, since its foundation in 1971, the World Economic
Forum (a not-for-profit foundation based in Geneva) has gathered together a
number of business, government and civil society leaders across different fields,
with one forthright aim: “to shape global, regional and industry agendas.”® Back
in 2008, Bill Gates, founder and then chairman of Microsoft Corporation, was
invited to speak at the Forum. His speech was entitled “A New Approach to
Capitalism in the 21st Century”* and unveiled Gates’ thoughts on the new direc-
tions of contemporary capitalist societies. “Creative capitalism,” as he called his
new vision, represents a new model of economic and political governance
extending capitalist principles into places and spaces where they had not previ-
ously had access.” In his words:

The genius of capitalism lies in its ability to make self-interest serve the
wider interest.® ... But to harness this power so it benefits everyone, we
need to refine the system ... Such a system would have a twin mission:
making profits and also improving lives for those who don’t fully benefit
from market forces. To make the system sustainable, we need to use profit
incentives whenever you can ... The challenge is to design a system where
market incentives, including profits and recognition, drive the change.

Market incentives and motivations (and, subsequently, penalties and deterrents)
become the new balm of life, that should fuel the exchanges, decision-making
processes, and approaches to solving the world’s problems. To do so, there is a
need for a new system of relationships and institutional configurations: “where
governments, businesses, and nonprofits work together to stretch the reach of
market forces so that more people can make a profit, or gain recognition, doing
work that eases the world’s inequities”

There are multiple fronts and potential sources of friction that creative capital-
ism opens in terms of its impacts on public policy-making. First, a repopulation of
the state, which is now composed of networks of local, regional, national, and
supra-national organizations from the economic, social, and political fields. Such
networks are expected to assemble the efforts of capitalist and non-capitalists
organizations in the construction of a supposedly “socio/neoliberal” project.
Second, the resulting landscape is a new amalgamation of actors and relations
that entails a change and redefinition of the relationship between the domains of
the economy and the social, and obfuscates the tensions between public and pri-
vate interests, the social and economic spheres, the state/government and the
marketplace, collective welfare and individual wealth. Third, it assigns new roles
to the state and, within it, to government, whose organization moves toward less
hierarchical and less centralized forms. Among the new roles, two are particularly
relevant. On the one hand, given the need to re-inscribe every logic and mecha-
nism of governance in terms of competition, profit, and recognition, governments
are expected to reconfigure their political institutions, methods, and political
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rationales, and develop what Ball (2007) identifies as processes of “market-mak-
ing” On the other hand, given the new “polycentric” shape of the state (Jessop,
1998), governments are expected to encourage and steer the necessary connec-
tions and transactions that guarantee the correct functioning and reproduction of
policy networks, what Jessop (2002) calls processes of metagovernance.

Governments around the world have embraced the underlying logics of crea-
tive capitalism and began to develop new policy solutions accordingly. In Uganda,
for instance, in 2010, the government announced a new strategic framework, the
National Development Plan (NDP), with a clear vision: “a transformed Ugandan
society from a peasant to a modern and prosperous country within 30 years”” To
do so, the government is openly committed to allowing private investment and
participation to play a more significant role in the modernization of the country.
In the Foreword of the NDP document, President Museveni stated: “I urge the
private sector, civil society and academia to work together with Government and
to align their development efforts towards achieving the NDP objectives and the
country’s Vision.”® In the same vein, a review of the Ugandan NDP prepared by
the International Development Association (IDA) and the International
Monetary Fund (IMF) highlights:

The NDP broadens the strategic focus of the authorities from “poverty
reduction” to “structural transformation” in order to raise growth and living
standards. In recent years, the authorities’ policies have increasingly tar-
geted a rise in potential growth and reduction in income poverty. Building
on the achievements under the PEAP, the NDP aims at fostering skilled
employment growth and a sectoral shift to higher value-added activities. It
gives the government a strategic role in this process by eliminating remain-
ing, persistent barriers to growth and promoting private sector involvement
in selected priority areas. The NDP identifies four priority targets: human
resources development through health, education and skills building; boost-
ing up physical infrastructure, particularly in the energy and transportation
areas; supporting science, technology and innovation; and facilitating pri-
vate access to critical production inputs, particularly in agriculture.’

In the United Kingdom (though only applicable to England), in his inaugural
speech back in 2010,'° David Cameron, the then UK Conservative Prime Minister,
revealed his new vision of “the Big Society” Based on a rhetoric empowerment of
local communities, businesses, and individuals, the Big Society implies a devolu-
tion of power from central government to local associations, charities, non-profit
and for-profit social enterprises, which from now on will be the main actors of
local and national policy-making and policy accountability. In a second speech in
the House of Commons a year later, David Cameron openly defended this new
“duty” of the government within an increasingly plural “networked-state”:

[W]hat we are talking about here is a whole stream of things that need to
be done. First of all, we have got to devolve more power to local govern-
ment, and beyond local government, so people can actually do more and
take more power. Secondly, we have got to open up public services, make
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them less monolithic, say to people: if you want to start up new schools,
you can; if you want to set up a co-op or a mutual within the health service,
if you're part of the health service, you can ... I don't believe that you just
sort of roll back the state and the Big Society springs up miraculously.
There are amazing people in our country, who are establishing great com-
munity organisations and social enterprises, but we, the government,
should 211}50 be catalysing and agitating and trying to help build the Big
Society.

To develop the model, the UK government launched the Big Society Network,"?
which, as stated on their website:

exists to support and develop talent, innovation and enterprise to deliver
social impact. By working with business, philanthropists, charities and
social ventures we believe we can unleash the social energy that exists in
the UK to help build a better, healthier society."

Both examples show the willingness of government to open up new spaces within
the public policy arena to the participation of new actors, which would bring
with them new ways of understanding the world. It also implies new relation-
ships (away from the top-down operations of centralized politics) and the need
for new policy techniques (where conciliation, redistribution, and welfare give
way to bargaining, rationing, and “economicism” at the core of the new form of
governmentality). Such changes expected on the part of the state are also required
for the new players that aim to enter or remain in the game. At least discursively,
businesses are asked to balance their insatiable thirst for economic profit and
introduce social change and social equality in their diets. Reciprocally, philan-
thropic organizations must modify their modus operandi and move away from
traditional distant, donation-based, hands-off and altruist ways of promoting
welfare, turning themselves into catalysers of (individual) economic profit and
(communal) social development.

New/Effective/Impact/Strategic/Engaged/Venture
Philanthropy

As a result of the processes highlighted above, a new form of philanthropic
organization was born:

We also believe that businesses can be a powerful force for good. Pierre
Omidyar experienced this firsthand as the founder of eBay. Just as eBay
created the opportunity for millions of people to start their own busi-
nesses, we believe market forces can be a potent driver for positive social
change. That’s why we invest in both for-profit businesses and nonprofit
organizations, whose complementary roles can advance entire sectors.
Omidyar Network invests in entrepreneurs who share our commitment
to advancing social good at the pace and scale the world needs today. We
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are focused on five key areas we believe are building blocks for prosper-
ous, stable, and open societies: Consumer Internet and Mobile, Education,
Financial Inclusion, Governance & Citizen Engagement, and Property
Rights. (Omidyar Network)

The new approach to philanthropy that emerged at the end of the twentieth cen-
tury has been rebranded with different labels highlighting its multiple attributes
(i.e. impact, strategic, engaged, venture) but all share a common denominator:
profit. The new philanthropy is therefore different in shape and essence from
traditional approaches to charitable activity. Just after Melinda and Bill Gates
and Warren Buffett initiated the Giving Pledge in June 2010, a call to the world’s
wealthiest individuals and families to dedicate the majority of their wealth to
philanthropy, Charles Bronfman (Seagram liquor empire) and Jeffrey Solomon
(president of the Andrea and Charles Bronfman Philanthropies) convened a
roundtable with eight like-minded philanthropists with the aim of discussing the
future of their foundations. At the event, Bronfman quoted the term philan-
thropy 3.0, stressing the new character and idiosyncrasy of their philanthropic
activities. As suggested elsewhere (see Ball & Olmedo, 2012), this is the next
stage of an already in motion move from palliative (philanthropy 1.0) to develop-
mental (philanthropy 2.0), and, finally, to “profitable” giving (philanthropy 3.0).
Taking Bronfman’s ideas further, in a recent presentation at the 2015 Grantmakers
in Health (GIH) conference, Antony Chiang, president of Empire Health
Foundation, summarized the main differences (Chiang, 2015). He defined phi-
lanthropy 1.0 as a “shotgun approach” with poor specific staff qualifications
based on “just writing a cheque” In turn, philanthropy 2.0 implies a move driven
by an “academic theory of change” where the philanthropists still write the
cheque and then “hope that the grantees will move the needle” The staff qualifi-
cations here are defined, as he puts it, by an “alphabet soup after their names”
Finally, philanthropy 3.0 is about realizing that the job of the philanthropists
is focused on “moving the needle” themselves. It is defined as “adaptive and
entrepreneurial” based metrics and the qualifications of founders of successful
start-up organizations or social enterprises.

Venture philanthropy is a “hybrid” charitable venture that breathes in two
worlds. In short, venture philanthropy (VP) applies the principles and meth-
ods of venture and investment capital to philanthropic decision-making and
activities. As the Omidyar Network highlights on its website, their approach is
“more than funding” As Kozol (1992, p. 277) puts it, “when business enters
education ... it sells something more than the brand names of its products”
It could be argued that such new ontology is what VP has brought to tradi-
tional philanthropy. VP implies a new way of understanding the world and
the public sphere, of solving problems and “improving lives” Within this new
configuration, the boundaries between charity and business are hazed to the
extent that in order to fulfill its new roles, the new philanthropic ventures are
set-up as cross-breed organizations:

We are structured to support the notion that philanthropy is more than a
type of funding. In its truest sense, philanthropy is about improving the
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lives of others, independent of the mechanism. Consequently, we work
across the social and business sectors, operating both a Limited Liability
Company (LLC) and a 501(c)(3) foundation.' (Omidyar Network)

In the UK, for instance, such hybrids are known as “charitable companies” As
such, they are entitled to own property and generate profits. However, the eco-
nomic surplus generated from the provision of the services that they provide
should be “reinvested” within the organization. That does not exclude the alter-
native possibility of using their economic assets to trade and purchase services
and goods with other public and private providers. Once again, within these
novel philanthropic enterprises, the already thin line between profit and social
altruism becomes even more blurred. Their ethos and methods are attuned to
the corporate roots and organigrams of their founders’ original corporate organ-
izations. They operate by using their own capital as well as funnelling the addi-
tional charitable donations that they receive. They work as “charity brokers,’
gathering sums of capital and scouting for the best edu-businesses, social entre-
preneurs, and products in the edu-market to invest in: “As a non-profit venture
philanthropy firm, we use the charitable donations we receive to support educa-
tion entrepreneurs who are transforming public education to create great results
for all students” (NewSchools Venture Fund).'®

One of the key characteristics that differentiates new philanthropy from more
traditional approaches is the high level of involvement that the investor plays in
the organization and the activities of the investee. As Davis et al. (2005, p. 4) put
it, “Engaged philanthropists get involved as volunteers, providing their intellec-
tual capital, coaching, mentoring, introductions to personal and professional
contacts, or sometimes by serving as a board trustee to assist with overall organi-
zational development” By creating a tighter relationship, the founder not only
provides financial support but contributes to their investees with further sources
of capital (see Figure 3.1). Alongside the economic investments, that usually
takes the shape of smaller portfolios of bigger grants and over a longer period
of time than traditional philanthropic organizations, venture philanthropists
bring with them an array of other resources, such us mentoring, consulting, and

' Large, multi-year grants

@ Financial capital -

— Intellectual capital Social capital | ——

! Mentoring, consulting and ! i Access to networks to assist |
assistance for management, | grantees with accounting, Iegal§
| planning, strategy, and i issues, management, |
v institutional growth marketlng/publlc relations, etc. !

Figure 3.1 Sources of capital in philanthropic investment. Source: Adapted from Davis et al.
(2005).
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assistance for management, planning, strategy and institutional growth, and also
the possibility of entering broad networks and new connections that could pro-
vide further assistance to their investees in multiple ways.

Reach supports the most promising entrepreneurs developing technology
solutions for challenges in K-12 education. We invest in early stage tech
tools, applications, content, and services to improve education opportuni-
ties for all children. The Fund also acts as a catalyst, inspiring and enabling
traditional and non-traditional investors to provide capital to the fast-
growing ed tech market.

[...]

Our job is to support education entrepreneurs and we want them to be
in the spotlight. We have built a community of hardy, mission-driven ed
tech entrepreneurs who we support with our collective network, experi-
ences and market knowledge. We value community and support our
founders’ efforts to convene and connect. Most importantly we seek to
learn from them. (Reach NewSchools Capital)"’

This is the way in which the neoliberal subjectivity is spread and instilled into the
operations of the new investees, though such a process is not always as swift and
straightforward as the philanthropic funds had wished. As Pieter Oostlander and
Kurt Peleman from the European Venture Philanthropy Association (EVPA)
recognize:

What we have learned over the years is that bringing these into the col-
laboration with SPOs [Social Purpose Organisations] demands both a
change in mindset and a change in skills: one needs to be patient and
empathetic, and to recognize that it is a learning process for all involved.

The latest EVPA survey confirms that it takes time before you can offer
the full package — but as the sector is maturing every year, these best prac-
tices are put into effect in more and more sophisticated ways."®

In short, this new high-engagement and more hands-on role of venture philan-
thropy is developed through three core practices: (1) tailored financing; (2) organ-
izational support; and (3) impact measurement and management (see EVPN,
2016). The first involves determining on a case-by-case basis the most appropri-
ate financing mechanisms. According to a number of variables (geographic loca-
tion, market niche, size and scope, etc.), each potential investee is evaluated and a
bespoke business plan is developed. As a result, the financial investment could
vary from non-returnable grants to loans or equity hybrid financing: “At LGT
Venture Philanthropy we support the growth of innovative social organizations by
providing a tailored combination of philanthropic capital, access to business skills,
management know-how and strategic advice” (LGT Venture Philanthropy)."
Second, venture philanthropists concentrate on developing the operational
capacity and long-term viability of the projects that they engage with. In this
sense, they offer alternative services in order to develop and maximize the activi-
ties of their investees. Such value-added services range from strategic planning,
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marketing and communications, executive coaching, human resource advice,
and access to other networks and potential funders.

We take calculated risks in the earliest stages of innovation, helping to
transform promising ideas into successful ventures. As an active impact
investor, we offer more than just financial support. We provide vital human
capital capabilities, from serving on boards to consulting on strategy,
coaching executives to recruiting new talent. We connect promising inves-
tees to entrepreneurial visionaries with business know-how. We also lever-
age the tremendous capacity of Web and mobile technologies to go beyond
incremental improvement and make a significant, widespread impact.

Understanding the scale and importance of this work, we don’t under-
take the challenge alone. The most powerful force for change lies in our
connection with others: business, government, nonprofits, and individual
partners. Together, we can use our resources to transform scarcity into
abundance and put enduring opportunity within reach of more people
worldwide. (Omidyar Network)*

Finally, given the performance-based character of VD, there is a stress on devel-
oping processes and tools to measure and manage the levels of social impact
generated by their investees (see below). New projects from the moment of
negotiation and inception to their final stages and completion are designed in a
way that allows the investor to constantly monitor and evaluate the programs in
which they are involved. In a sense, venture philanthropists are determined to
disprove Peter Frumkin when he claimed that:

[While it never has existed in practice, imagine what a fully functional
performance measurement system in philanthropy might look like. A
donor could look up any nonprofit organization and find a detailed
report on the programs carried out by the group, with their impact on the
community measured with sensible indicators, and a series of scores that
would allow the donor to assess the quality of one group’s work compared
to that of other organizations working in the same field. Such a system
has never existed and likely will never be seen by donors. It is a fiction
because so many of the dimensions of charitable activity cannot be clearly
measured, because results are almost always incommensurable across
organizations and across fields, and because the cost of developing and
maintaining such a system would be too high. (Frumkin, 2006, p. 332)

Indeed, there is a strong emphasis on the need to develop such a system of per-
formance indicators that accounts both for the current activities of potential
investees and also the stretch, in terms of replicability and efficiency, of their
solutions. VP funds are following the quest to find the holy grail, a silver-bullet
solution that would remediate the problems of the most disadvantaged in record
time, across different geographies while, and foremost, not renouncing profit
generation at the end of the journey. All that has a direct effect on the profile of
potential investees. For them to be rendered as worth the risk, new ventures need
to be fully open to permanent and detailed scrutiny from the founder:
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Organizations admitted to the LGT Venture Philanthropy portfolio must
undergo a detailed audit process and achieve jointly defined objectives.
They need to have developed innovative and replicable models designed
to make sustainable improvements to the quality of life of disadvantaged
people. The use of proven investment, management and controlling pro-
cesses is intended to ensure that the funds entrusted to the parties con-
cerned are deployed in an objective-driven, efficient and transparent
manner. This is the only way of achieving a sustainable positive impact for
disadvantaged people.?!

General selection criteria:

[...]

We and our clients only support organizations that have:

A service or product that serves less advantaged people

The willingness to undergo detailed due diligence

The willingness to report on the progress of their activities on a regular
basis

A strong management and financial discipline

o Effective methods to evaluate results.”* (LGT Venture Philanthropy)

They also need to align their objectives and modus operandi with those of their
investors, participating in their general vision and in their grand challenges (see
Ball & Olmedo, 2012). The focus of assessment is not only guiding the decision-
making process around which program to fund but also translates into the nature
of the programs themselves. Data and evaluation are part of the neo-philan-
thropic habitus, their way of looking at the educational system, and, conse-
quently, they favor enterprises that would enable politicians, managers,
inspectors, head teachers, teachers, parents, and students, to measure their pro-
gress in every instance:

Making informed decisions

A key focus of Reach is data. We seek companies bringing data to bear
at all levels of educational decision-making, from the classroom to district
operations. Examples of data companies include Schoolzilla, Brightbytes
and Decison Science. (Reach NewSchool Capital)*

Change in the Nature of Investments:
Both For-Profit and Not-For-Profit

In this new approach to philanthropy, the ends have won the battle to the means.
Here, in another mixture of adjectives, the ends are defined as sustainable, large-
scale, long-lasting, fast-paced, catalytic, innovative, scalable, replicable social
impact; and, as the Omidyar Network clearly puts it:

The impact investing industry has long debated whether there is a neces-
sary trade-off between financial returns and social impact. While many
impact investors are eager to answer definitively one way or the other,
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Omidyar Network’s 12 years of experience and $1BN in investments have
led us to a different answer: It depends.?*

And:

As a philanthropic investment firm, we support market-based approaches
with the potential for large-scale, catalytic impact. Toward that end, our
investing style transcends typical boundaries that separate for-profit
investing and traditional philanthropy. Because we believe that each sec-
tor has a role, we make investments in for-profit companies as well as
grants to nonprofit organizations. Regardless of the sector, we invest in
organizations that have the potential to embody innovation, scale, and
sustainability or help bring them about within their industry.

We focus our investments where we have direct experience and can
have the greatest impact. In emerging markets, we create economic oppor-
tunity for the base of the pyramid through access to capital. In the devel-
oped world, we encourage individual participation in media, markets, and
government. In either case, we focus on what we believe are the most sig-
nificant drivers of overall well-being and quality of life.

Each of our initiatives is united by the principles of individual access,
connection, and ownership. Across everything we do, we look for solu-
tions that enable people to access credible information and resources,
connect with others over shared interests, and take constructive action on
the issues that matter to them. The ultimate outcome we strive for is indi-
vidual participation that can catalyze economic and social advancement
on a global scale.”

Moreover, the Omidyar Network has recently published a report on the Stanford
Social Innovation Review outlining their new framework, what they call the
“returns continuum.” The approach remains the same: creating a complementary
grant and commercial venture capital portfolio that delivers a high level of social
impact. The novelty resides in the need to acknowledge that the return expecta-
tions of both commercial and non-commercial investments should be adjusted,
especially from those ventures that target less advantaged populations in emerg-
ing markets. In fact, potential “market-level impact” is a new measure created to
complement the traditional “expected financial-return” The former is a key vari-
able that allows them to evaluate their “subcommercial” investments.

There are three different areas in which any venture can create “market-level
impact”: (1) new models for new markets; (2) creating industry infrastructure;
and (3) policy impact (Bannick, Goldman, Kubzansky, & Saltuk, 2017). The first
implies the recognition that when developing businesses strategies that target
low-income consumers, there is a need to develop alternative models that might
require either more time or a different approach. If successful, the expectation is
that the new model will inspire others, generating competition, which, according
to capitalist economic theory, will in turn drive down prices, increase quality,
and spark innovation. Microfinance is a good example of this first new form of
market-level impact. In this case, Omidyar invests in microfinance institutions
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like Elevar Equity (which has a strong portfolio of investees in different fields,
including education) or Varthana (a microloan company that specializes in the
creation of private schools in India). The second refers to the required infra-
structure to enable market creation. Higher costs, prior to the generation of eco-
nomic return, and the risk of paving the road for potential competitors that may
arise in the future are the main deterrents that prevent individual companies
from investing in such ventures. An example of these forms of market-level
impact is the creation of accessible and affordable currency-hedge funds that
facilitate the need for microfinance institutions to exchange the currency
received from their investors (usually in dollars, euros and pounds) into local
currencies that usually have a very low liquidity and, therefore, represent a higher
risk. Through their investment in subcompanies, such as MFX Solutions (whose
main focus is to help microfinance institutions analyze, manage, and mitigate
currency risks in emerging markets), Omidyar is facilitating the creation of an
environment where new business opportunities (e.g. microfinance) may flourish.
Finally, market-level impact also entails the activities of companies in lobbying
and engaging governments in introducing changes on the policy framework that
affects one specific area, facilitating the conditions for the creation of new mar-
kets. In the field of education, Omidyar Network’s investees such as Bridge
International Academies, the Education Alliance (a non-profit organization
working toward facilitating public-private partnerships (PPPs) in education in
India), Teach for All (a network of national organizations that operate in the field
of teachers/leaders training across the world), or IMCO (the Mexican Institute
for Competitiveness, which produces research and public policy analysis to
improve Mexico’s standing in the global economy), among many others, are good
examples of such types of market-level impact.

Omidyar’s portfolio (see Annex Table 3.1) in education spreads across the
world. They fund 33 ventures covering a broad set of areas, from school delivery
to curriculum development, teacher training, online pedagogical resources, etc.
One of their latest investments is Reach (NewSchools) Capital. Reach is a spin-
off of NewSchools Venture Fund’s “Seed Fund.” Created in 2015, they operate
within the field of ed-tech market, investing in early-stage companies that offer
“solutions that are scalable, sustainable and effective?® Reach Capital’s portfolio
comprises 23 for-profit enterprises (see Annex Table 3.2). They also range across
different areas, sharing their focus on the application of technology to educa-
tional problems. An analysis of their portfolio shows an emphasis on those solu-
tions designed to gather data and perform evaluation at different levels. Abl, for
example, is a piece of software that “helps educators use data to understand how
they spend their time and resources” The company offers “a new kind of soft-
ware for school leaders. We meet schools where they are to visualize the impact
of their administrative decisions, implement changes to the master schedule, and
rapidly try new models that reflect their priorities”®” Similarly, Schoolzilla is
another edu-company that offers a platform to gather, organize, and present data
to facilitate decision-making processes:

We believe that data done right is a game changer for district and school
leaders, teachers, parents, and students.
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With accurate, timely, visual data, you can better understand your stu-
dents’ needs, see if your strategies are working, have constructive conver-
sations, save time, and get laser-focused on growth. (Schoolzilla)®®

Also in Omidyar’s portfolio is Bridge International Academies (BIA). Bridge, a
for-profit chain of low-fee private schools that currently operates in India, Kenya,
Nigeria, and Uganda, has already been analysed substantially in recent years (see,
e.g. Ball, Junemann, & Santori, 2017; Junemann, Ball, & Santori, 2015; Riep &
Machacek, 2016). What is of interest here is that they account among their most
substantial investors private investment companies (such as Novastar, Koshla
Ventures, Pan African Investment Co.), foundations (such as the Zuckerberg
Education Ventures and the Pershing Square Foundation) and national (such as
DSID, the UK government’s Department for International Development; CDC,
the UK’s development finance institution and wholly owned by the UK
Government; and OPIC, the US Government’s development finance institution)
and international public organizations (such as the International Finance
Corporation, a part of the World Bank Group).

One of Bridge’s current investors is LGT Impact Ventures. As mentioned ear-
lier, they are a part of the LGT Group Foundation, LGT Group Foundation, the
largest private banking and asset management group in the world that is wholly
owned by the Royal Family of Liechtenstein. Within their asset management
division, LGT has created two venture funds: LGT Venture Philanthropy and
LGT Impact Ventures. Both funds operate at different ends of Omidyar’s Return
Continuum. The former, LGT VP, concentrates on market-impact, or, as they call
it, “value creation” and “positive societal return,” while the focus of the latter,
LGT 1V, is to “generate attractive financial returns for investors and at the same
time positively impact upon the lives of millions of underserved people*® The
education portfolio of LGT is not as extensive as the previous cases but it follows
a similar way of managing operations. If we take Bridge International Academies
as an example, it was the first equity venture of LGT Venture Philanthropy in
Africa made back in 2009. However, with the launch of LGT Impact Ventures in
2016, the investment in the chain of low-fee private schools was moved from the
portfolio of the former into that of the latter (see Figure 3.2).

The first fund would work mainly through the offering of grants and smaller
equity ventures mainly with non-profit organizations and subcommercial firms;
while the impact fund would take on those ventures that have matured through-
out the first phase and are able to generate financial returns in a more sustainable
basis, generating profits that would revert back to their investing organizations.
There is a thin line between philanthropic and commercial activity here. Such a
boundary is purposefully blurred and presented as part of a new paradigm, what
Shamir calls “the moralisation of the economic action,” which facilitates the
creation of a hypothetical “corporate conscience” (2008, p. 9). The processes
involved here go beyond what is understood as “social-corporate responsibility,’
as it implies the need to allow corporations to have a central role in the provision
of public services. That is what Shamir identifies as “governance-through-
responsibilization” where “the restructuring of authority as a market of
authorities also facilitates the responsibilization of market entities to assume
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the caring and welfare moral duties that were once assigned to civil society and
governmental entities” (p. 10).

However, more than merely opening the door for for-profit firms to operate
within the public sphere, governments are already adopting such logic them-
selves, both at home and abroad. As already mentioned above, the CDC Group
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plc is the UK Government’s development finance institution (DFI). As stated on
their website, their “job is to provide scarce and patient capital to businesses and
entrepreneurs in Africa and South Asia, where more than 70 per cent of the
world’s poorest people live’*! The public company’s investment portfolio
includes almost 1300 companies and is valued at over £3 billion.** In 2016, they
invested £712.9 million and during the last five years they have made an annual
return on their assets of 7.8%. In education, the CDC group funds a number of
companies, from multinational schools chains (both in the low-fee sector, like
Bridge International Academies, or highly selective like GEMS Education), to
single private and academically selective boarding schools (like Brookhouse
International School, one of Kenya’s most expensive private schools, or Flipper
International School in Ethiopia, part of Flipper Kindergarten Plc) and higher
education providers (like i-Nurture). They also fund 89 microfinance ventures
across Africa and South Asia, a number of which operate in the education sector
(like Varthana, see above). Similarly, its American counterpart, the Overseas
Private Investment Corporation (OPIC), the US Government’s DFI, works both
within the US and abroad with US companies to facilitate access for them into
emerging markets by “providing investors with financing, political risk insur-
ance, and support for private equity funds”** OPIC also invests in multiple ven-
tures in education across six regions: Asia and the Pacific, Eastern Europe, Latin
America and the Caribbean, the Middle East and North Africa, South Asia, and
Sub-Saharan Africa. The operations of both the CDC and OPIC are not the cen-
tral concern of the present chapter and will be developed in further publications,
however, it is worthwhile noting here how public and private actors sing not only
the same tune, but at the same tempo and in the same key.

When brought together, their portfolios configure a full “neoliberal ecosys-
tem”” From chains of private schools (operating within public-private partner-
ships or fully independent), teacher training programs and countless tools for
evaluation and school management, to curriculum development, electronic
materials, new funding channels for both school providers and students and
families, the options are all-encompassing. It would not be an overstatement to
say that the sum of investments of the philanthropic ventures analysed above
offers the possibility of running a complete educational system through the ser-
vices that their investees offer. What is more, though most of those tools and
models and programs have been designed for specific countries or continental
regions, it is also clear that they are ready to be scalable. As the case of Bridge
International Academies shows:

The first Bridge International Academy opened in the Mukuru slum in
Nairobi, Kenya, in 2009. Today there are hundreds and Bridge contin-
ues to expand across Africa and Asia. With a mission of Knowledge
for all, Bridge plans to educate 10,000,000 children across a dozen
countries by 2025.%*

As a result of the detailed selection processes of their scrupulous funders, the
majority of the companies in their portfolios are prepared to follow similar path-
ways. Varthana, for instance, started as a microcredit venture operating in India,
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but they are already examining the possibilities of going beyond their current
field of operations reaching new markets:

We see the loan as the starting point of a long association and believe in
working with those school owners who are committed to quality. In the
future, we plan to hold seminars and workshops for the school owners; get
people in the field of teacher training to engage with the schools and con-
nect them with vendors and solution providers who have innovative,
state-of-the-art solutions for schools. By nurturing a long-term relation-
ship with our clients and working with the school entrepreneurs and
teachers as a team, Varthana believes we can create value and make a
difference.®

There are multiple examples of companies that are looking into expanding their
operations, either by moving into new geographies, venturing into new markets,
or targeting new populations. They are the icebreakers at the forefront of privati-
zation dynamics, paving the way for deeper and more significant changes. In a
clinical exploratory way, they are testing the temperature of national and local
governments, of politicians and civil society groups, of individual citizens and
consumers. They bring new ways of doing things into the public policy arena,
new solutions and techniques, but more importantly a new vocabulary based on
new forms of knowledge.

Back to the Future...

As aresult of contemporary attempts to economize public domains and methods
of government, we are witnessing a moralization of markets and business initia-
tives (Shamir, 2008). For more than a couple of decades, academics have been
questioning the shape and composition of government and the state (Jessop,
1998; Mayntz, 1993; Rhodes, 1994; Rhodes & Marsh, 1992). This chapter has laid
the foundations for further and more empirical attempts to grasp the political
roles and economic and social relationships facilitated and legitimized by a new
group of policy actors, the self-denominated “new” philanthropists, in the field
of education policy. This is part of a broader research agenda that aims to under-
stand changes in current forms of governmentality by focusing on developments
on the ground (regardless of how material and tangible such a “ground” might
be). It is an inductive approach to researching education policy-making, which
pursues an understanding of what we have previously called new ways of “doing
neoliberalism” (Ball & Olmedo, 2012).

Philanthropy has been a contradictory actor since its genesis back in Ancient
Greek societies. More recently, it has been criticized for self-assuming the role
and acting as “miniature, undemocratic, and personal governments” (Frumkin,
2006, p. 2). As suggested above, both through their own initiative and/or urged
by governments, philanthropists have taken on a more relevant role in the public
realm. Either by promoting their own ideas on how to achieve social and political
change or by supporting existing initiatives, a growing number of businessmen

63
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and women are self-assuming responsibilities and duties while bypassing the
need to design political campaigns and memorandums, globetrotting national
geographies in order to gain votes and elections, facing treacherous parliaments,
and making sure that after a specific term they will need to start the same process
all over again. As they get more and more involved in political frameworks
(Olmedo, 2017), we are witnessing a reorganization of power that implies a new
social and political contract away from, at least discursively, obsolete structures
of democratic consultation and accountability.

As Frumkin suggests, “Philanthropy has some of the features of government
but it lacks anything closely resembling democratic controls. All of which creates
challenges for donors while also opening up some unique opportunities” (2006,
p. 1). On the one hand, it is claimed that the lack of restrictions and labyrinthic
institutional structures confers a sense of freedom. “New” philanthropy has
become a key player in the processes of what Peck and Theodore (2015) call “fast
policy” They are able to take risks and act at speeds that would be unimaginable
for those operating in traditional public institutions. On the other hand, as well
as new institutional infrastructures, the new political landscape requires new
forms of subjectivities, that is, new individuals with new ways of understanding
the world, new beliefs, perspectives, desires, etc. The new subjects and spaces
(that is, new teachers, students, school-family relations, new arenas where
schools can compete and be scrutinized and ranked, inspectors and evaluators,
etc., and, also, a new civil society composed, among others, by new philanthro-
pists), will be the result of combinations of a new socio-genetic material, with a
common chromosome: competition (and its multiple minions: choice, profit,
recognition). Given the apparently righteous and magnanimous character of
philanthropic ventures, there is a risk of misjudging and underestimating the
effects of the activities and programs in which these charitable actors are involved
(Zeichner, 2013). As suggested throughout the chapter, “new” philanthropy plays
a central role in the redefinition of subjectivities, in creating and cementing new
“common senses” and logics of action, and in steering the direction of “advanced’
liberal democracies” (Rose, 1996). But, while Rose seemed to question the adjec-
tive (“advanced” appears in quotation marks in the original), I would do so with
the noun: “democracies” This chapter, therefore, is part of an ongoing attempt to
analyse the origins of “advanced liberal ‘philantocracies.”

Notes

1 https://www.credit-suisse.com/uk/en/about-us/research/research-institute/
global-wealth-report.html

2 https://www.brookings.edu/blog/up-front/2014/05/05/what-do-new-price-data-
mean-for-the-goal-of-ending-extreme-poverty/

3 https://www.weforum.org/about/world-economic-forum

4 Full transcript available on: http://www.gatesfoundation.org/media-center/
speeches/2008/01/bill-gates-2008-world-economic-forum

5 We have developed these ideas further elsewhere (Ball & Olmedo, 2012; Olmedo,
2013, 2017).
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11 https://www.gov.uk/government/speeches/pms-speech-on-big-society

12 http://www.thebigsociety.co.uk/

13 http://www.thebigsociety.co.uk/about-us/

14 https://givingpledge.org

15 https://www.omidyar.com

16 http://www.newschools.org/about-us/investment-areas/

17 http://reachcap.com/mission

18 http://www.alliancemagazine.org/analysis/building-a-catalytic-network/

19 https://www.lgtvp.com/en/#

20 https://www.omidyar.com/who-we-are

21 https://www.lgt.com/en/commitment/venture-philanthropy/

22 http://www.lgtvp.com/Uber-uns/Wen-wir-unterstutzen.aspx

23 http://reachcap.com

24 https://www.omidyar.com/spotlight/how-do-we-invest-across-returns-
continuum#content

25 https://www.omidyar.com/investment-approach

26 http://reachcap.com/about/

27 http://www.ablschools.com

28 https://schoolzilla.com/why-schoolzilla/

29 https://www.lgtvp.com/en/what-we-do/

30 https://www.lgtiv.com/en/

31 http://cdcgroup.com/Who-we-are/Key-Facts/#sthash.kxgkvtIw.dpuf

32 Year end 2015.

33 https://www.opic.gov

34 http://www.bridgeinternationalacademies.com/company/about/

35 http://varthana.com/beyond-loans/

References

Ball, S.J. (2007). Education Plc: Understanding private sector participation in public
sector education. London: Routledge.

Ball, S. J., & Junemann, C. (2012). Networks, new governance and education. Bristol:
Policy Press.

Ball, S.J., Junemann, C., & Santori, D. (2017). EDU.NET: Globalisation and
education policy mobility. London: Routledge.

Ball, S.J., & Olmedo, A. (2012). Global social capitalism: Using enterprise to solve
the problems of the world. Citizenship, Social and Economics Education, 10(2&3),
83-90.

65


http://npa.ug/development-plans/ndp-201011-201415/
http://npa.ug/development-plans/ndp-201011-201415/
https://www.imf.org/external/pubs/ft/scr/2010/cr10142.pdf
https://www.gov.uk/government/speeches/big-society-speech
https://www.gov.uk/government/speeches/pms-speech-on-big-society
http://www.thebigsociety.co.uk
http://www.thebigsociety.co.uk/about-us/
https://givingpledge.org
https://www.omidyar.com
http://www.newschools.org/about-us/investment-areas/
http://reachcap.com/mission
http://www.alliancemagazine.org/analysis/building-a-catalytic-network/
https://www.lgtvp.com/en/#
https://www.omidyar.com/who-we-are
https://www.lgt.com/en/commitment/venture-philanthropy/
http://www.lgtvp.com/Uber-uns/Wen-wir-unterstutzen.aspx
http://reachcap.com
https://www.omidyar.com/spotlight/how-do-we-invest-across-returns-continuum#content
https://www.omidyar.com/spotlight/how-do-we-invest-across-returns-continuum#content
https://www.omidyar.com/investment-approach
http://reachcap.com/about/
http://www.ablschools.com
https://schoolzilla.com/why-schoolzilla/
https://www.lgtvp.com/en/what-we-do/
https://www.lgtiv.com/en/
http://cdcgroup.com/Who-we-are/Key-Facts/#sthash.kxgkvtIw.dpuf
https://www.opic.gov
http://www.bridgeinternationalacademies.com/company/about/
http://varthana.com/beyond-loans/

66

Venture Philanthropy and Education Policy-Making

Bannick, M., Goldman, P, Kubzansky, M., & Saltuk, Y. (2017). Across the returns
continuum. Retrieved from: http://omidyar.com/sites/default/files/file_archive/
Across%20the%20Returns%20Continuum.pdf

Beer, J. (2015). The philanthropic revolution: An alternative history of American
charity. Philadelphia, PA: University of Pennsylvania Press.

Bishop, M., & Green, M. (2010). Philanthrocapitalism: How giving can save the
world (2nd ed.). London: Bloomsbury.

Chiang, A. (2015). Philanthropy 3.0: Accountable for results. Grant-makers in
Health. Retrieved from: http://www.gih.org/files/FileDownloads/GIH_Annual_
Conference_Guest_Commentary_Chiang_EHF.pdf

Davis, L., Etchart, N., & Costello, C. (2005). All in the same boat: An introduction to
engaged philanthropy. Retrieved from: http://www.nesst.org/?publication=
get-ready-get-set

EVPN. (2016). Venture philanthropy and social impact investment: A practical
guide. Retrieved from: https://evpa.eu.com/download/A-Practical-Guide-to-VP-
and-SI-29.01.2016.pdf

Frumbkin, P. (2006). Strategic giving: The art and science of philanthropy. Chicago:
University of Chicago Press.

Jessop, B. (1998). The rise of governance and the risks of failure: The case of
economic development. International Social Science Journal, 50(155), 29-45.

Jessop, B. (2002). The future of the capitalist state. Cambridge: Polity.

Junemann, C., Ball, S.J., & Santori, D. (2015). Joined-up policy: network
connectivity and global education policy. In K. Mundy, A. Green, B. Lingard, &
A. Verger (Eds.), Handbook of global policy and policy-making in education.
Hoboken, NJ: Wiley Blackwell.

Klonsky, M. (2011). Power philanthropy: Taking the public out of public education.
In P. E. Kovacs (Ed.), The Gates Foundation and the future of U.S. “public” schools.
New York: Routledge.

Kozol, J. (1992, September 21). Whittle and the privateers. The Nation.

Mayntz, R. (1993). Modernization and the logic of interorganizational networks.
Knowledge and Policy: The International Journal of Knowledge Transfer and
Utilization, 6(1), 3—16.

Olmedo, A. (2013). From England with love... ARK, heterarchies and global
‘philanthropic governance’ Journal of Education Policy, 29(5), 575-597.
do0i:10.1080/02680939.2013.859302.

Olmedo, A. (2016). Philanthropic governance: Charitable companies, the
commercialisation of education and that thing called ‘democracy’ In A. Verger,
C. Lubienski, & G. Steiner-Khamsi (Eds.), World yearbook of education 2016:
The global education industry. New York: Routledge.

Olmedo, A. (2017). Something old, not much new, and a lot borrowed:
Philanthropy, business and the changing roles of government in global education
policy networks. Oxford Review of Education, 43(1), 69—-87.

Peck, J., & Theodore, N. (2015). Fast policy: Experimental statecraft at the threshold
of neoliberalism. Minneapolis: University of Minnesota Press.

Reich, R., Cordellj, C., & Bernholz, L. (Eds.). (2016). Philanthropy in democratic
societies. Chicago: University of Chicago Press.


http://omidyar.com/sites/default/files/file_archive/Across the Returns Continuum.pdf
http://omidyar.com/sites/default/files/file_archive/Across the Returns Continuum.pdf
http://www.gih.org/files/FileDownloads/GIH_Annual_Conference_Guest_Commentary_Chiang_EHF.pdf
http://www.gih.org/files/FileDownloads/GIH_Annual_Conference_Guest_Commentary_Chiang_EHF.pdf
http://www.nesst.org/?publication=get-ready-get-set
http://www.nesst.org/?publication=get-ready-get-set
https://evpa.eu.com/download/A-Practical-Guide-to-VP-and-SI-29.01.2016.pdf
https://evpa.eu.com/download/A-Practical-Guide-to-VP-and-SI-29.01.2016.pdf

References

Rhodes, R. A. W. (1994). The hollowing out of the state: The changing nature of the
public service in Britain. The Political Quarterly, 65(2), 138—151.

Rhodes, R. A. W., & Marsh, D. (Eds.). (1992). Policy networks in British government.
Oxford: Clarendon Press.

Riep, C., & Machacek, M. (2016). Schooling the poor profitability: The innovations
and deprivations of Bridge International Academies in Uganda. Retrieved from:
https://download.ei-ie.org/Docs/WebDepot/DOC_Final_28sept.pdf

Rose, N. (1996). Governing “advanced” liberal democracies. In A. Barry, T. Osborne,
& N. S. Rose (Eds.), Foucault and political reason: Liberalism, neo-liberalism and
rationalities of government (pp. 37—62). Chicago: University of Chicago Press.

Saltman, K. J. (2010). The gift of education: Public education and venture
philanthropy. New York: Palgrave Macmillan.

Saltman, K. J. (2011). From Carnegie to Gates: The Bill and Melinda Gates
Foundation and the venture philanthropy agenda for public education.

In P. E. Kovacs (Ed.), The Gates Foundation and the future of U.S. “public” schools
(pp- 1-20). New York: Routledge.

Shamir, R. (2008). The age of responsabilization: On market-embedded morality.
Economy and Society, 37(1), 1-19.

Sievers, B. R. (2010). Civil society, philanthropy, and the fate of the commons.
Medford, MA: Tufts University Press.

Smith, A. (1970). The wealth of nations. Harmondsworth: Penguin Books.

Zeichner, K. (2013). Venture philanthropy and teacher education policy in the U.S.:
The role of the New Schools Venture fund. Paper presented at the American
Educational Research Association, San Francisco, CA. Retrieved from: http://
www.nnerpartnerships.org/wp-content/files/VenturePhilanthropyand Teacher
Education.pdf

67


https://download.ei-ie.org/Docs/WebDepot/DOC_Final_28sept.pdf
http://www.nnerpartnerships.org/wp-content/files/VenturePhilanthropyandTeacherEducation.pdf
http://www.nnerpartnerships.org/wp-content/files/VenturePhilanthropyandTeacherEducation.pdf
http://www.nnerpartnerships.org/wp-content/files/VenturePhilanthropyandTeacherEducation.pdf

68

Venture Philanthropy and Education Policy-Making

Annexes

Table 3.1 Omidyar Network’s investment portfolio in education

Financial

Investees Area Model Region
African Leadership Academy — Young Adults Non-Profit  Africa
Academy
Akshara Foundation Curriculum Non-Profit  Asia
AltSchool School Provider For-Profit United States
Andela Edu Software Not stated  Africa
Anudip Foundation Training Non-Profit ~ Asia
Artemisia Training Non-Profit  Latin America
Aspiring Minds Recruitment For-Profit  Asia
Bridge International School Provider For-Profit  Africa
Academies
EdSurge Educational Tech For-Profit ~ Global
Ellevation Edu Software — Teaching English ~ For-Profit ~ Global
English Helper Edu Software — Teaching English ~ For-Profit ~ Asia
FunDza Book Distribution Non-Profit  Africa
Geekie Edu Software For-Profit Latin America
Guten News Edu Software For-Profit ~ Latin America
Ikamva Youth Extra-School Education Non-Profit  Africa
Ilifa Labantwana Early Years Education Not Stated  Africa
IMCO School Assessment Non-Profit Latin America
Innovations for Poverty =~ Research Non-Profit  Africa, Asia,
Action Latin America
Kalibrr Recruitment For-Profit  Asia
LearnZillion Curriculum For-Profit United States
Lively Minds Teacher Training Non-Profit ~ Africa
Numeric Teacher Training and Extra- Non-Profit  Africa

School Education
Platzi Extra-School Education For-Profit ~ Global
Reach Capital Edu Software For-Profit ~ United States
RLabs Edu Software Non-Profit  Global
Siyavula Education Curriculum For-Profit  Africa
Socratic Online Educational Resource Not Stated  Global
Teach for All Teacher Training Non-Profit ~ Global
Teach for India Teacher Training Non-Profit  Asia
The Education Alliance ~ PPPs Non-Profit  Asia
Tinkergarten Early Years School Provider For-Profit ~ United States
Tree House School Provider For-Profit  Asia
Varthana Funding For-Profit  Asia




Table 3.2 LGT Venture Fund’s investment portfolio in education

Annexes

Financial
Investees Area model Region Amount
Aangan Trust Child Protection ~ Non-Profit India 467000 + 1260000
Services
Bridge School Provider For-Profit  Kenya, (equity investment) 200000
International Uganda,
Academies Nigeria
(BIA)
Educate Girls Education Non-Profit India 500000 + Client Grants of
Advocacy, 1300000
Curriculum,
Teacher Training
Ensena Chile  Teacher Non-Profit Chile 200000 + 23000
Placement,
Education Reform
Lumni Student Funding  For-Profit  Chile, Equity Investment
Columbia, 1500000 + Client Equity
Mexico, Investment 50000 + client
Peru, USA funding investment 100000
New Heaven  Nature For-Profit  Thailand 14000 (Loan)
Partnership Conservation and
(NHP) Education
Tohe Art Classes For-Profit  Vietnam 40000 (Convertible
Loan) + 33000 (Grant)
Varthana School For-Profit  India US$ 200000 equity in April
Development 2013 (US$ 1.2 million Seed
Loans round) followed by US$ 1.5

million equity in July 2014
(US$ 5.3 million Series
A round)
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Nodes, Pipelines, and Policy Mobility

The Assembling of an Education Shadow State in India
Stephen J. Ball and Shelina Thawer

Introduction

Social Networks Analysis (SNA) has become increasingly popular with education
policy researchers over the last 10 years. This popularity, we would suggest, is an
appropriate methodological response to changing modalities of governance and
forms of the state. That is, the network as a device for both researching and
representing policy enables policy researchers to model their methods and
analytic practices in direct relation to the global shift from government to
governance — or to what is sometimes called network governance. This shift
involves a move away from administrative, bureaucratic, and hierarchical forms
of state organization and the emergence of new “reflexive, self-regulatory and
horizontal” spaces of governance — heterarchies. The heterogeneous array of
organizations and practices (see below) that make up these heterarchies
contributes to, reflects, enables, and necessitates the semiotic and technical re-
articulation of education and educational governance. One of the consequences
of thisis that the field of governance and education policy is becoming increasingly
difficult to research and conceptualize. Keast, Mandell, and Brown (2006, p. 27)
argue that:

This situation leads to governance complexity and what is contended to be
a “crowded” policy domain in which differing governance arrangements,
policy prescriptions, participants and processes bump up against and even
compete with each other to cause overlap and confusion.

Concomitantly, the frame of policy analysis is of necessity also changing: the
nation state is no longer a sensible or viable limit to the analysis of policy and
governance. New relations and spaces of governance are under construction that
exist and operate above, beyond, and between national state systems. This
involves a significant shift in the center of gravity around which policy cycles
move (Jessop, 1998, p. 32).

The Wiley Handbook of Global Educational Reform, First Edition.
Edited by Kenneth J. Saltman and Alexander J. Means.
© 2019 John Wiley & Sons, Inc. Published 2019 by John Wiley & Sons, Inc.
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Network analysis responds to the need for “new methods, concepts and new
research sensibilities” (Ball, 2012, p. 4) to better understand the “new actors,
organisations, forms of participation and relationships” engaging in education
policy and, more generally, in the “global expansion of neoliberal ideas” (p. 2).
Network analysis is appropriate here both as a method for the analysis of
educational reform and governance, and a representation of actual social
relations and sites of activity within which the work of governing is done.
However, in some respects the work of education policy network analysis has
become stuck — many policy networks are now being researched and drawn but
in many instances what is on offer is no more than a description of network
membership and adumbration of network relations.

There are relatively few examples of direct research on the effort and labor of
networking, or attempts to “follow” policy through networks, or to address the
roles and relationships of key actors (see Hogan, 2015; Nambissan & Ball, 2010)
or to attend to network evolution. “There is a considerable leap involved in the
shift from mapping network relations to analysing network dynamics” (Ball,
20164, p. 4).

In this chapter we seek to address some of these omissions and to extend a
research series (see Ball 2008, 2013, 2016b, etc.), which has sought to identify
and explore a global education policy network, which is actively engaged
with the reform of school systems, educational methods, and forms of educa-
tional governance and specifically the construction of a policy ecosys-
tem — practices, organizations, infrastructure, and incentives — that enables
a market in state services and state work in diverse settings around the world.
All of which involves a re-working, or perhaps even an erasure, of the bound-
aries of state, economy, and civil society. Our general aim here is to under-
stand something of the process of neoliberalization — the ways in which
“neoliberalism as a governing rationality comes to saturate the practices of
ordinary institutions and discourses of everyday life” (Brown, 2015, p. 35) —
through some examples of “actually existing” neoliberalism. In other words,
we want to join up policy network activities with a more general reshaping
of economic and social values.

In this case, we will start with India, and with one “glocal” nodal actor, Ashish
Dhawan, and focus on one global organization, the Michael and Susan Dell
Foundation (MSDF), which is active in the USA, South Africa, and India, and
attempt to trace, through some of their network relations (see Figure 4.1), the
movement of policy ideas, forms, and discourses between India, the USA,
the UK, and elsewhere, concentrating on two network events. That is, we will
“follow” some examples of what Cook and Ward (2012, p. 148) call:

trans-urban policy pipelines as a means of conceiving of the movement of
policy models from one locality to another. The notion of trans-urban
policy pipelines emphasizes the mutating infrastructure that exists in
support of the movement or mobilization of policy models, the (often)
self-styled ‘experts’ whose involvement in policy model mobility reinforces
its embodied nature, and the place of conferences as sites of comparison,
education, exchange and learning.
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Figure 4.1 A global/local education policy network.

That is to say, we will identify a series of policy moments — “wheres of policy,” the
relations they indicate, and the forms and ideas that are articulated in and that
flow between them. This is intended, as Cook and Ward go on to say ‘as a
contribution to a more critical, grounded and reflexive approach to policy-
making, one that differs fundamentally from more traditional accounts that
understand it as apolitical, formulaic, neutral and technocratic’ (pp. 148-149).
Given the scale, reach, and levels of network activity of Ashish Dhawan and
MSDFE, our analysis here, given the space available, cannot be exhaustive and will
be indicative only — some starting points for further research. Thus, some of
the relationships indicated in Figure 4.1 will be explained, but others will be
mentioned only in passing.

Network Ethnography

A few words about our method. The task/aim of network methodology “must be
to identify the actors in these networks, their power and capacities, and the ways
through which they exercise their power through association within networks of
relationships” (Dicken, Kelly, Olds, & Wai-Chung Yeung, 2001, p. 93). The
chapter draws on research which uses a version of SNA as “an analytic technique
for looking at the structure of policy communities and their social relationships”;
and as a “conceptual device ... used to represent a set of ‘real changes’ in the
forms of governance of education, both nationally and globally” (Ball, 2012, p. 6).
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SNA has a dual interest, both in the “structure” of social relations and the inter-
actional “processes” which generate these structures, that requires an explora-
tion of the “content” and perception of the network — what is considered the
“insider” view of the network (Edwards, 2010, p. 2), the “construction, reproduc-
tion, variability and dynamics of complex and intricate social ties.” This is not to
suggest that networks can explain all aspects of the policy process; network rela-
tions do not totally displace other forms of policy formation and policy action.
However, what social network research enables is the visual mapping of a large
number of relationships and associations from multiple sites in near/far-flung,
diverse geographical locations — and any corresponding patterns. In this respect,
social network research serves to capture and illustrate the more fluid aspects of
networks and, more importantly, their potential capacity for evolution and
transformation.

More specifically here, network ethnography (see Ball, 2012) is made up of a
set of techniques that directly engage with the new policy topography. It
involves mapping, visiting, and questioning and as Marcus (1995) argues — fol-
lowing policy. That is, following people, “things,” stories, lives and conflicts,
and “money” (Junemann, Ball, & Santori, 2015). It involves what Peck and
Theodore (2012, p. 24) describe as “judicious combinations of ethnographic
observation and depth interviewing,” which are essential to “any adequate
understanding of the inescapably social nature of those continuous processes
of translation, intermediation, and contextualization/decontextualization/
recontextualization, through which various forms of policy mobility are real-
ized” Network ethnography involves close attention to organizations and
actors, and their relations, activities, and histories, within the global educa-
tion policy field, to the paths and connections that join up these actors, and to
“situations” and events in which policy knowledge is mobilized and assem-
bled. That is, the “whos” and “whats” but also the “wheres” and “hows” of
policy — the places and events in which the “past, present and potential futures
of education co-exist” (McCann & Ward, 2012, p. 48). This involves an eth-
nography of “awkward scale” (Roy, 2012). We need to ask: What spaces do
policies travel through on the way from place to another? Who is it that is
active in those spaces and who moves between them? How is space/are spaces
reconfigured as policies move through it/them and how are policies changed
as they move? As McCann and Ward (2012, p. 42) explain, this means both
“following policies and ‘studying through’ the sites and situations of policy-
making.” All of this means “staying close to practice” and “tracing the travels
of policies and actors” (p. 45).

Pipelines, Conduits, and Nodes

In the space available we are going to explore some of the relationships,
connections, activities, movements, sites, and events within a small part of what
Pasi Sahlberg (2006) calls the Global Education Reform Movement (GERM),
focusing on Ashish Dhawan, as a nodal actor, and the MSDF as an agency of
advocacy and policy mobility (Figure 4.1).
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Our nodal actor, Ashish Dhawan, is a graduate of Yale and pursued his MBA at
Harvard and has maintained these links by serving on Yale’s Development
Council and Harvard Business School’s India Advisory Board. Following 20 years
in investment management which included stints at Goldman Sachs, GP
Investments and MDC Partners, he co-founded and headed India’s leading
private equity fund, ChrysCapital. In 2012, Ashish Dhawan founded Central
Square Foundation (CSF) to pursue his goal of creating social impact via
philanthropic investments in the education sector and is currently CSF’s
Chairman.

As we will show and describe in greater detail below, he serves on the board of
numerous non-profits with particular leanings toward education, including
Akanksha Foundation, 3.2.1 Education Foundation, Teach For India, Centre for
Civil Society, Janaagraha, Give Life, India School Leadership Institute (ISLI), and
Bharti Foundation. He is also a founding member of Ashoka University.

He has been recognized as the NextGen Leader in Philanthropy by Forbes
India for “quitting a lucrative career in private equity to make India’s primary and
secondary schooling system more equitable,” with the stated mission of wanting
“to focus on systemic change as policy reform,” where the focus includes
“affordable schools, teacher and school leader training, education technology
and accountability/community engagement,” entailing “multiple experiments
with education technology for schools.”*

Our advocacy agency, the Michael and Susan Dell Foundation (MSDF), was
created as a charitable foundation in 1999 by Michael Dell, founder and CEO of
Dell Computers, and his wife Susan, which sought to improve the lives of under-
privileged children living in urban poverty primarily, though not exclusively,
through education. The foundation’s work in education on issues of student and
teacher performance (and implicit in this assessment) in the classroom, had its
origins in central Texas, USA, but in its efforts to bring about adoption and
replication of its learning from this earlier experience and work to improve
education quality to bear in other urban cities of its geographical interests and
focus, MSDFs work gradually expanded both nationally and globally.
Headquartered in Texas, and with offices in New Delhi and Cape Town, MSDF
partners with governments, established and connected international and non-
governmental organizations, entrepreneurs, UN bodies, global management
consultancy firms, among others, in its efforts to improve the lives of under-
privileged children living in urban poverty through education and, in doing so,
systematically seeks to transform the education systems in the cities and coun-
tries of operation, as we will show below.

MSDF’s urban education programs in India include Academic Support,
Integrated School Excellence Programs, Data Assessment and Evaluation with a
particular emphasis on improving student performance and increasing access to
high-quality education. The foundation’s international managing director in the
annual report for the period 2011-2012, notes on their work in India:

In education alone, we had opportunities to help transform successful
not-for-profit models into for-profit enterprises; to participate in
Mumbai’s government-driven citywide school excellence program; and to
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support the development of a standards and accreditation organization to
begin to address quality issues in the poorly regulated, affordable private
schools sector.”

MSDF is committed to “a hands-on approach, close relationships with partner
organizations, and data-driven mindset” and the foundation is “driven by
pragmatism, which means that every investment decision is based on sound,
business-minded factors, hard data and realities on the ground.?

Since its inception, MSDF has committed $1.23 billion to non-profits and
social enterprises in the US, India, and South Africa; and, since 2006, has invested
over INR 745 crores ($120 million) in India.*

Thought Leadership

Ashish Dhawan’s biography briefly outlined above and which appears on websites
and conference flyers, positions him as a reform guru, someone who can translate
business success and acumen into educational solutions. His experience and
relationships bring gravitas to the events at which he speaks and his presentations
through “PowerPoints, reports, speeches, sometimes videos ... and scribbled
notes by listeners can all take on lives of their own, being passed around and
circulated, uploaded and downloaded” (Cook & Ward, 2012, p. 141). Ashish
Dhawan has what Castells (2011) calls “network-making power” He is both a
programmer and switcher. He is able to constitute a network or at least parts of
it, in relation to particular goals (the reform of the Indian education system by
business methods — see Ball, 2016a) and to ensure the cooperation between
different networks — government, business and philanthropy.

In their positioning within the policy network, occupying and speaking from
multiple positions and platforms, nodal actors like Ashish Dhawan are able to
speak to and for education reform — publicly and privately. The network relations
in which he is engaged is a means to an end, constantly evolving, expanding and
mutating, but it is also an architecture of social relations (see Ball, 2016a),
“girders” and “pipes” and “circulatory systems that connect and interpenetrate”
the local and the national (Peck, 2003, p. 229). These relations are animated and
joined up by public and private activities, diverse social interactions, and much
purposeful effort. It is the product of interrelations “constituted through
interactions, from the immensity of the global to the intimately tiny” (Massey,
2005, p. 9). Let us look at some examples.

In 2015, Ashish Dhawan was among the speakers at Roundtable held in New
Delhi “with senior leaders in education,” hosted by MSDF and the Centre for
Public Impact (CPI),° a philanthropic foundation of the Boston Consulting
Group (BCG); Sir Michael Barber, Chief Education Adviser at Pearson is co-chair
of CPI (see Junemann & Ball, 2015); Andreas Schleicher of the OECD (see Sellar,
2013, on the OECD), Dr Silvia Montoya of UNESCO, and Melanie Walker, Senior
Advisor to World Bank President Jim Yong Kim are on the advisory board. Both
organizations, MSDF and BCG, are active in education reform practices in India,
at different levels, in different forms, in different locations, in different roles,



Thought Leadership

both as donors and animators, and as business participants (see Ball, 2016a). Of
the 30 attendees only four were from public sector organizations, three from
state governments and one from the national government planning commission.
Others in attendance included representatives from CSF, HSBC, ARK, Pearson,
and the World Economic Forum. The roundtable was described as: “Driven by a
common belief that a more systematic top-down approach is needed to help
schools attain better outcomes at scale” and as a forum “to provide practitioners
and thought leaders with a platform to discuss the potential approaches to
improve student learning outcomes” (https://vimeo.com/1222758667 (accessed
March 13, 2016). The notion of who are the “thought leaders” here is interesting.

MSDF through venture philanthropy and BCG through business engagements
(see Ball, 2016a) have been involved, with other like-minded actors (like ARK
and the Omidyar Network), in the introduction of forms of “contracting out” of
state schools in India (in Mumbai, Pune, and South Delhi, for example) modeled
on US charter schools, and English academies. MSDF is a supporter and funder
of Rocketship schools in the US and Akanksha schools in India — the latter
operate in partnership with local municipalities in Mumbai and Pune, providing
education to children from low-income communities. Taking over low-
performing government schools with low student enrolment, Akanksha staff
(drawn from Teach For India fellows and ISLI, whose leadership program is
heavily influenced by the KIPP competency framework) oversees the overall
management of these schools, and assumes responsibility both for skills-based
pedagogy and student performance. By using and sharing practices, adapted
“from ... high-performing schools in India and around the world” (and including
independent student learning and student assessments), Akanksha seeks to
reform the education sector from within the government school system by
creating “model schools” that can serve as templates. Operating 15 English-
medium schools in Mumbai and Pune, Akanksha’s school project is the “largest
urban network of schools managed under a PPP in India today.” MSDF is also a
partner with CSF (a venture philanthropy created by Ashish Dhawan), ARK (an
English academy chain) and the Omidyar Network in creating The Education
Alliance (TEA), which is a non-profit organization that seeks to help governments
in India provide and deliver “quality education” by way of forming Government
Partnership schools. The first such partnership with the South Delhi Municipal
Corporation (SDMC), begun in July 2015, also involved ARK setting up its first
school outside of England as a pilot for a broader scheme. Subsequent discussions
with the SDMC have resulted in the approval to replicate this pilot model in six
more government schools with five additional partners.®

CSF also supports Teach For India (TFI), whose founder trustees include
Deepak Satwalekara, former consultant to the World Bank, the Asian
Development Bank, the United States Agency for International Development
(USAID); Nandita Dugar, formerly with BCG — in India and the UK — who is also
on the board of the Akanksha Foundation; Wendy Kopp, CEO and co-founder of
Teach For All and Teach For America; Shaheen Mistri, CEO and founder of TFI,
is also founder of the Akanksha Foundation, and a former Global Leader for
Tomorrow at the World Economic Forum (2002); and Omidyar Network is one
of its Platinum supporters.’ TFI is an affiliate of TFA (see Olmedo, Bailey, & Ball,
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2013) and ISLI (whose supporters include: Ashish Dhawan — CSF; Shaheen
Mistri — TFL; Vandana Goyal — Akanksha Foundation; McArthur Foundation;
Global Business Coalition for Education).

There is a claim to expertise rehearsed on websites, in interviews and in events
and meetings, expertise based on models and stories of reform success, based on
reform drawn from elsewhere and “established” as “good practice,” set over and
against the failures of the governmental state — as in the roundtable meeting.
Mobile policy entrepreneurs like Chester Finn and Mike Feinberg — CEO of
KIPP schools — bring “stories” of reform successes that are re-circulated in
education policy thinking in India. The roundtable report stresses the
“monumental challenge” confronting India’s public school system with its “low
and declining student learning outcomes,” which potentially serve to endanger
India’s economic growth and future, and maintains that “genuine and sustainable
improvement in the quality of school education in India can only be achieved
through comprehensive education system reform that addresses critical areas in
order to improve student learning outcomes” with a view to “making space for
inventive, futuristic solutions that can help deliver results in specific areas in the
short run.’*°

This is one of numerous sites of policy that are established outside of traditional
governmental structures of policy-making. It is an example of what McCann and
Ward (2012, p. 48) call a situation — which is made up of various constitutive
relationships that exist beyond its physical extent: “assemblages of the near and
far, the fixed and the mobile” In part, the legitimacy of such situations rests on
the fact that they are not the state. The events are self-referential, they are
platforms created by reform participants, actors in the global reform network, as
opportunities for collaboration and elaboration of their shared epistemic
commitments. Such events and other “unexpected” sites also join up fleetingly a
disparate global community of reformers. They are mobile or transient “wheres”
of policy activity, “where the past, present and potential future of a policy can
coexist” (p. 48). They join up fleetingly a disparate global community of reformers
in face-to-face interaction. They mobilize and assemble disparate sources of
knowledge, showcase innovation, rehearse criticism, reiterate expertise, and
celebrate solutions and “successes” Persuasion is important. This involves
speaking, explaining, justifying policy ideas, the work of “framing and selling”
(Verger & Curran, 2014), discursively reworking policy agendas, joining up
previous policy ideas to new ones, and recognizing or opening up new policy
opportunities.

Nodal actors (like Ashish Dhawan) within the network are key to the evolution
and maintenance of the network — like the founding of TEA. Boundary spanners
and policy brokers like Ashish Dhawan have a command over space and are able
to move the discourse of the network into new arenas, making the principles,
practices, and forms of reform obvious and necessary. Several key epistemic
principles of the policy network discourse are rehearsed and re-iterated here (see
Figure 4.2).

On the other hand, the network and its relationships and events are conduits
for the movement of policy forms — methods of practice, at different levels,
which involve the reconfiguration of the relations between governance and
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The Education Alliance works with governments at city and state levels who are keen to
pilot or implement Government-Partnership Schools under their jurisdiction.

If you would like to explore Government-Partnership School models for your schools,
The Education Alliance can work with you pro-bono in the following areas:

1. Draft a framework and contracts for Government-Partnership Schools in your
geography

2. Help identify private non-profits to operate your schools and introduce them to you;
build capacity to run a systematic partner selection process

3. Create a quality assessment framework and aid in the performance management and
assessment of Government-Partnership Schools on an ongoing basis

4. Identify service providers who can partner with Government-Partnership Schools to
provide teacher and school leader training, assessment, teaching learning materials,
etc.

5. Assist in conducting research and evaluation to measure the impact of the program

Figure 4.2 Source: http://www.theeducationalalliance.org/government-bodies/ (accessed
June 5,2016).

practice, and practice itself. This is particular evident in the role of measurement
and the concomitant deployment and dissemination of educational
technologies.

The workshop report also argues for the need for “institutionalizing rigorous
measurement methods” and “the group also agreed that focusing on classroom
transactions or teacher capacity building will not be enough to deliver
transformative student learning outcomes gains”'' In effect, it is argued that
investment in measurement is a more effective use of resources than investment
in teachers (teacher education, continuing professional development, etc.). This
again begins from the critique of existing levels of “quality” in state schools and
rests on the argument for a move from input- to output-driven policy
methods — that is, from universal funding to performance-related funding. This
also portends a change of method at classroom level. MSDF is in particular, not
surprisingly, given the origins of the foundation and its funding, an advocate of
blended learning,'* a form of pedagogy that has been developed in US charter
schools, like Rocketship Education, that has been supported financially by MSDF
and that has spun off profit-generating learning software. Broadly speaking,
blended learning involves the use of technology in the delivery of learning con-
tent and instruction in traditional classroom settings and independent study on
the part of the student at a place/time/pace which the student can, to an extent,
choose/determine. In the US, blended learning employs teaching and learning
software in combination with continuous assessment (self-paced and adaptive
programs like DreamBox Learning, ST Math, and Istation used by charter
schools have in-built assessment systems which can be additionally supple-
mented by independent assessment tools — such as NWEA MAP — to test the
rigor of their content providers’ built-in assessments, e.g. KIPP and Rocketship
both do this), both to relate teaching practice directly to performance outcomes
and drive down costs by reducing teacher numbers.
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Technology in the Classroom

Akanksha’s School Project, supported by MSDF and Thermax Social Initiatives
Foundation (TSIF), uses a form of locally adapted blended learning, “ASSET”
This is India’s largest third party skills-based assessment test favored by a small
pool of elite private schools, which reminds that “the movement of policies ...
through the trans-urban policy pipeline is not resistance free and rarely leads to
serial reproduction” (Cook & Ward, 2012, p. 142). Rather, policies morph and
mutate along the way, often taking on lives of their own (Peck & Theodore, 2010).
Nonetheless, “mobile policies...are not simply travelling across a landscape — they
are remaking this landscape, and they are contributing to the interpenetration of
distant policymaking sites” (p. 170).

Artefacts, schemes, programs, ideas, propositions, and “programmatic” ideas
(Verger, 2012) move through these network relations, at some speed, gaining
credibility, support, and funding as they move, mutating and adapting to local
conditions at the same time — often treated separately and re-assembled on-site.
“IN]ew ideas, fads, and fashions ... New policy ideas, especially ‘ideas that work;
are now able to find not only a worldwide audience but also transnational salience
in remarkably short order” (Peck & Theodore, 2015, back cover).

The roundtable, as a heterarchical moment, brings together local and national
government, philanthropy, business (banks, investment houses, edu-businesses),
think tanks, national and multi-lateral agencies and policy entrepreneurs. It is a
policy microspace, a new kind of policy space, in which new kinds of policy ideas
and modalities are rehearsed. Other events have a more immediate relation to
policy decision-making.

In February 2016, Ashish Dhawan, representatives from Dell and others met with
the Chief Minister of Andhra Pradesh (CMAP) “to assist the state to introduce grass-
root reforms in school education” and discuss technology-embedded smart class-
rooms. With the CM’s stated aim of “making Andhra Pradesh an education hub and
a knowledge state,” the Dell Delegation, led by Ashish Dhawan, gave a presentation
on “rejuvenating the education system in the state schools; assisting the state gov-
ernment “in providing quality education with international standards” and making
“Andhra Pradesh among the top three states for education”” Citing similar efforts to
increase the level of education in Brazil and Pakistan, the delegation recounted these
past experiences as the basis on which to advance their claims of success in educa-
tional reform. In relation to their previous experiences and “success,” the delegation
also made reference to MSDF’s work in the Indian state of Haryana where, in 2014,
MSDF committed US$2.7 million over three years to BCG to provide management
support to Haryana state government’s Quality Improvement Programme (QIP). In
a MoU, both parties made a commitment to “make Haryana a leading state in quality
education” Ms Prachi Windlass, Education Director, India, MSDF, said at the time,

QIP is the only one of its kind state-wide education reform program in
India, focusing sharply on improving the learning outcomes of children.
The government of Haryana should be commended for its leadership and
we are honored to be a partner in a program which has the potential to
become a model for the rest of India."
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As we argue here, these claims and advocacy are self-referential and form the
bases on which further reforms are advanced and replicated. It would appear that
in much the same way as the New Delhi Roundtable report in its conclusions
sought to highlight the “systematic, large-scale transformation as evidenced by
Haryana’s [government-led] Quality Improvement Programme (QIP)” as being
“the best potential opportunity for improving student learning outcomes” (SLOs)
and the important role of non-state key stakeholders in “complementing
Government macro-initiatives with innovative interventions;** the delegation
here, in its meeting with the CMAP, lays emphasis on their practices and inter-
ventions elsewhere (the state of Haryana being but one example, their efforts in
Brazil and Pakistan being others), which serve as a model to replicate efforts in
other states in India, as in the state of AP. Here again quality and improvement
are co-collated with technology as a reform package which changes practice at all
levels. As reform is embedded and enacted in the India system, IT, the business
of Dell, is also embedded in diverse ways in both pedagogy and performance
measurement.

Following the presentation, the CMAP was reported as informing the dele-
gation “there is no dearth of schools, educational infrastructure or funds” and
sought “the help of Dell to infuse technology in schools for better student-
teacher interaction”’® Further, “Dell should devise technologies which can
give information about every teacher and student in schools across the State”
and “Dell could also take the responsibility of devising new system for the
private and government schools ... The government is ready to delegate the
responsibilities ...

CSE, in their efforts to realize CMAP’s vision of developing AP as a knowledge
hub, co-organized an “EdTech vision workshop” with the Department of School
Education (Govt. AP), which emphasized building: “devices for personalised and
virtual learning for students” with “the capacity of teachers to use technology as
a pedagogical tool”; and “developing management information systems for data-
driven decision making and enhanced accountability”

Additionally, the “vision workshop also laid out the need for setting an autono-
mous agency for implementation of the vision, as well as monitoring and evalu-
ation to track adoption of EdTech across schools” CSF’s website statement is
shown in Figure 4.3.

‘By informing stakeholders in the government system about the opportunity for
technology induction for improving student learning and teacher capacity, best practices
in integration of technology in school education, and implementation of EdTech models at
scale, this vision workshop has taken a step towards improving the quality of education in
46,137 government schools with 4.18 million students and 180,000 teachers.’

Figure 4.3 Source: http://wwwl.centralsquarefoundation.org/advocacy/andhra-pradesh-
edtech-vision-workshop/ (accessed June 5, 2016).
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Discussion

In these examples, and they are treated fairly superficially here, we glimpse
something of the labor of policy mobility and the work of networking. What
network actors do and how the network works as a set of social relations and
interactions. These relations and interactions, focused, at least initially,
around key nodes (people and organizations) provide conduits and openings.
Conduits in creating possibilities for movement— of ideas, forms, and prac-
tices — and openings in creating opportunities for action, such as PPPs,
blended learning, and performance management. Thus, TEA works to create
and facilitate the conditions for the development of PPPs and in doing so
“invites” models of schooling based on English academies and US charter
schools into the Indian system. MSDF operates in both respects — and “fills in”
the space produced by PPP arrangements with pedagogical/technological
innovations like blended learning — and at the same time produces new oppor-
tunities, in terms of demand, for business — selling Dell computers. The inter-
play and inter-reliance here between philanthropy, support and advice, and
business interests, as in the example from Andhra Pradesh, are very unclear.
As Bhanji (2012, p. 315) has argued, in the cases of Microsoft in Jordan and
South Africa, these localization processes enable MSDF/DELL “to shape pol-
icy goals, directives, and decisions in favour of the use of commercial software
and services in schools” and “public policymaking is being enmeshed in pri-
vate sector activities in education” (p. 315). In a 2014 document, the OECD
suggests that in most countries the relationships between IT businesses and
education system are too informal and ruled by a sort of “wild west’ of com-
mercial practice” (OECD, 2014, p. 3).

The reforms brought to bear operate at different levels but at the same time
constitute a package; as re-arrangements of the state (PPP), as new organizational
forms (contracted schools/assessment-led practice/leadership) and new kinds of
pedagogy (blended learning), which also have implications for the work and
conditions of teachers and their training (TFI) and for school leadership (ISLI).
Again, there are various business opportunities opened up here (for assessment,
technology, learning materials), and a new landscape of policy relations is
established, an infrastructure which makes further reform moves possible.
Through the work of these organizations and the new arrangements put in place,
we see aspects of the assembly and assembling of a shadow state. The term
coined by Wolch (1989), is used here to describe an increasing shouldering of the
provision of public services and responsibilities by the assembled players
described here — business, non-profits, entrepreneurs, etc. — which were formerly
catered for by the state. The actors here through this outsourcing of the provision
of education services operate alongside remaining government bureaucracies
and administrative structures while simultaneously weakening/restructuring
them. We also see something of the exchanges, of various kinds, that “make
things happen,” and the “social” aspects of these social relations. These networks
are circuits of knowledge, capital, and truth (Roy, 2010) through which the
commodity called “education reform” is moved.



Notes

As in Larner and Laurie’s (2010) work on engineers and privatization, this
account indicates the “centrality of multiple and shifting forms of expertise in the
reconfiguring of political-economic institutions, ideas and techniques” (p. 224).
“Transfer agents” (Stone, 2004) like Ashish Dhawan and MSDF are “policy
experts and consultants whose travels spread ‘best practice’ models are not only
members of a growing ‘consultocracy” (Saint-Martin, cited in Temenos &
McCann, 2013, p. 350), who act as mediators of policy knowledge, but they are
also political actors. These are “sociologically complex actors...whose identities
and professional trajectories are often bound up with the policy positions and
fixes they espouse” (Peck & Theodore, 2010, p. 170). They labor in the interstices
of networks to “assemble” political rationalities, spatial imaginaries, calculative
practices, and subjectivities (see Au & Ferrare, 2015; Ball & Junemann, 2012).
That is to say, policies are made up of “embodied geographies” and their analysis
addresses the ways in which ideas travel and orthodoxies become consolidated.
New kinds of careers, identities, and human mobilities are forged within these
processes of education policy and education reform. At the same time as policies
move, and as new sites, new possibilities, and sensibilities are established, policy
is “talked” and thought and enacted differently, and within new limits.

Here the space of policy analysis is not defined by geographical entities, but by
the space configured through the labor of policy actors at the intersection of
global and situated elements. Global, regional, national, state and city, local and
institutional levels of policy intersect and diverge. The flows and spaces and
recontextualizations that link and intertwine local with global, give substance to
what Appadurai (1996), through his concept of “scapes;” describes as “a new
global cultural economy ... a complex, overlapping, disjunctive order” (p. 32)
which involves “interactions of a new order and intensity” (p. 27) or what Lingard
and Sellar (2014) call new topologies of policy. Policy “space is configured through
the intersection of global and situated elements” (Ong, 2007, p. 5), TFA, ARK,
Dell, DfID, McKinsey, Omidyar, Boston Consulting, etc., in India and elsewhere,
are new intersectional agents and spaces of policy, and they establish multifaceted,
interactive relationships with local actors and reconfigure the processes of policy.

Notes

1 http://forbesindia.com/article/philanthropy-awards-2012/ashish-dhawan-next-
gen-leader-in-philanthropy/34241/1 (accessed May 23, 2016).

2 https://www.msdf.org/other-reports/2013-giving-report/ (p. 15) (accessed May
22, 2016).

3 https://www.msdf.org/about/foundation-team/ (accessed May 13, 2016).

4 https://www.msdf.org/press-releases/michael-susan-dell-foundation-funds-
landmark-state-wide-school-quality-improvement-program/, 17/06/14 (accessed
May 13. 2016).

5 https://www.msdf.org/app/uploads/2016/01/MSDF_India_Conference_Report.
pdf (accessed March 18, 2016).

6 The CPI website states:
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Our events and roundtables promote debate and draw out the experiences
that lead to a greater understanding of how public impact can be achieved.
Our global networks of experts — practitioners, specialists and leading think-
ers — bring fresh insights and ideas to help governments deliver the outcomes
that citizens expect.

We connect governments with leading impact thinkers from around the
world. We collaborate and work in partnership with governments, not-for-
profits, the private sector and academics to share thinking on public impact.
Ours is a global forum where leaders can learn, share ideas and inspire each
other to achieve better outcomes for citizens.

Our upcoming activities will further deepen our networks and convene
leading thinkers and practitioners to explore the most pressing aspects of
public impact. This includes, amongst others, our Global Delivery Leaders’
Network and roundtable discussions on innovation in government, data-
driven governance and public finance.

(CPI website: http://www.centreforpublicimpact.org/what-we-do/; accessed
March 13, 2016)

7 http://www.akanksha.org/wp-content/uploads/pdf/Annual-Report-14-15.pdf

(accessed May 26, 2016).

8 http://www.theeducationalliance.org/ (accessed May 23, 2016).
9 http://www.teachforindia.org/people (accessed May 22, 2016).
10 https://www.msdf.org/app/uploads/2016/01/MSDF_India_Conference_Report.

11

pdf (p. 2) (accessed March 18, 2016).
https://www.msdf.org/app/uploads/2016/01/MSDF_India_Conference_Report.
pdf (accessed March 18, 2016).

12 For a formal definition of blended learning employed by MSDEF, see: https://

13

www.msdf.org/app/uploads/2016/01/MSDEF-Blended-Learning-Report-
May-2014.pdf; and http://5a03{68e230384a218e0938ec019df699e606c950a561
4b999bd.r33.cf2.rackcdn.com/Blended_Learning_Intro_083012.pdf (accessed
May 22, 2016).
https://www.msdf.org/press-releases/haryana-department-of-school-education-
launches-learning-enhancement-programme-lep-in-over-3200-primary-
schools/, Sept. 16, 2015 (accessed April 27, 2016).

14 https://www.msdf.org/app/uploads/2016/01/MSDF_India_Conference_Report.

15

pdf (p. 2) (accessed March 18, 2016).
http://www.newindianexpress.com/states/andhra_pradesh/New-Edu-Policy-
from-Next-Year/2016/02/18/article3283357.ece (accessed March 17, 2016).

16 http://www.thehindu.com/news/cities/Vijayawada/reforms-in-school-

education-from-next-year-naidu/article8251466.ece (accessed March 17, 2016).
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Reframing Teachers’ Work for Global
Competitiveness*

New Global Hierarchies in the Governing of Education
Tore Bernt Serensen and Susan Lee Robertson

Introduction

Over the past decades the political attention directed toward teachers has inten-
sified at the global level (Caena, 2014; Connell, 2009; MacBeath, 2012; Robertson,
2012a), as education systems have been placed under increased pressure to
develop “human capital, create knowledge-based economies, and deliver on
global competitiveness.

A raft of international and non-governmental organizations, foundations, and
corporations have moved into this increasingly global policy space, arguing that
it is high quality teachers who make a decisive difference in the learning of stu-
dents. In short, they argue, teachers matter (cf. the OECD report (2005)). That
teachers matter has been welcomed by teachers’ professional organizations and
unions — largely as they have often found themselves on the sharp end of public
debates over standards, quality, and accountability. Merely stating that teachers
matter is one thing; whether teachers agree with what needs to be done, is another.

The Organisation for Economic Co-operation and Development (OECD) has
taken on the mantle of key advocate and master framer of debates on teachers.
They argue that the evidential base around effective teachers and teaching is
thin, and that this needs to be mapped, measured, and articulated to launch a
global conversation about teaching and learning (OECD, 2011; Schleicher,
2015). The OECD has developed and implemented a Teaching and Learning
International Survey (TALIS) as one of its responses to this policy issue.

TALIS is part of the OECD’s family of indicator-based data-sets — along with
the Program for International Student Assessment (PISA) launched in the
early 2000s. TALIS has now been conducted twice, with 24 and 34 countries

* A previous version of this chapter was published as Sorensen, T.B., & Robertson, S.L. (2018). The OECD
Program TALIS and Framing, Measuring and Selling Quality Teacher™ In M. Akiba, & G.K. LeTendre (Eds.),
International Handbook of Teacher Quality and Policy (pp. 117—-131). New York: Routledge.

The Wiley Handbook of Global Educational Reform, First Edition.
Edited by Kenneth J. Saltman and Alexander J. Means.
© 2019 John Wiley & Sons, Inc. Published 2019 by John Wiley & Sons, Inc.
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or subnational political entities taking part in 2008 and 2013, respectively.
Preparations for TALIS 2018 are ongoing with more than 40 political entities
scheduled to take part.

The TALIS study focuses on teachers’ work and school leadership and repre-
sents some of the most ambitious efforts so far to generate knowledge about
teachers. In doing so, the TALIS program puts the teaching profession and the
quality of teaching at the crux of education reform and economic growth. TALIS
is based on the argument that teachers as “the front-line workers” play a crucial
role in the modernization of education systems because, within schools, “teacher-
and teaching-related factors are the most important factors that influence stu-
dent learning” (OECD, 2014a, p. 32).

Equally as important is that it is the global institutions promoting TALIS, and
most particularly the OECD, who are setting the terms of the debate globally
around teachers and their work. The OECD has developed TALIS with the sup-
port of two major agencies: the European Commission, on the one hand, and
Education International (EI), the global federation of teacher unions, on the
other. Both the European Commission and EI have headquarters in Brussels,
Belgium. The international agencies who have historically occupied the global
policy space around teachers, the United Nations Educational Scientific and
Cultural Organisation (UNESCO) and the International Labour Organisation
(ILO) — two agencies who have tended to focus on the development of dialogues
between teachers, unions, and ministries at the national and subnational levels —
appear to have been moved to the periphery in terms of influence (see Robertson,
2012a, for a fuller discussion).

The questions we address in this chapter surround the politics of this refram-
ing of how teachers are governed globally and the implications of the reconfigur-
ing of power. For this purpose, we unpack the institutional arrangements of
TALIS. Drawing on an empirical enquiry, we analyse the complex modalities of
power between organizations involved in what we are calling a “TALIS ensem-
ble” By “ensemble,” we mean a combination of actors, political projects, and
instruments which gives particular meaning to the nature of the policy prob-
lem — in this case, teachers and education reform — what to do about it, and what
this means for the politics of the space concerned with governing teachers
(Robertson & Dale, 2015). This ensemble, we will argue, destabilizes the mean-
ings and systems governing teachers’ work at the national level by reframing and
aligning meanings and systems in ways that correspond with the master narra-
tive of the knowledge-based economy and the associated claim of harnessing
education systems for economic competitiveness, globally and nationally.

Theoretically, this process is captured by Sassen’s (2003, 2006, 2013) elaboration
of globalization; as a dual dynamic involving the formation of explicitly global
institutions and processes at a global scale, and a “denationalization” dynamic
that seeks to reframe, recode, and rescale, processes located deep inside the
national territorial space. We develop these ideas further in the chapter when we
show that TALIS, in addition to a major research effort, also constitutes a product
of political contestation arising out of these dual global dynamics.

Subsequently, we explore both the substance and assumptions built into
the TALIS model of development, particularly around the policy preferences
for constructivist pedagogy and increased flexibilization of teachers’ labor. We
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conclude by arguing that the TALIS program puts the teaching profession in a
peculiar and ambiguous position: teachers are simultaneously recognized as a key
workforce but criticized for not living up to their responsibilities; teachers are also
promoted as autonomous professionals, while the mandate for education, along
with the terms and conditions of their teaching, are increasingly tightly prescribed
by global agencies whose deliberations do not necessarily include teachers.

Methods and Data

The arguments we put forward in the chapter are underpinned by theory-laden
empirical work on TALIS and the associated “education ensemble” (Robertson &
Dale, 2015). In this sense, we aspire to be critical by being attentive to discursive
and material power; processual in considering the trajectories of institutional
arrangements; and relational in our understanding of policy as strategic actions
that are advanced by policy actors, and whose outcomes tends to promote
particular interests over others (Robertson, 2012b).

Part of a larger study on the political construction of the TALIS program
(Sorensen, 2017), the study presented in this chapter is focused on the trajectory
of the program since its launch in the mid-2000s, over the two initial rounds,
TALIS 2008 and TALIS 2013, and most recent developments in spring 2015. In
particular, we focus on three of the numerous organizations making up the
TALIS ensemble: the OECD, EI, and the Directorate General for Education and
Culture of the European Commission (DG EAC). These three organizations
were all directly involved in the conception and design of TALIS 2008 and 2013.

Our analysis of the TALIS ensemble and the model of development underpin-
ning the program draws on a corpus of empirical material consisting of:

1) Policy, research, and administrative documents referred to in the analytic
sections: reports, policy conclusions, press releases, meeting materials, a
webinar, websites, and the TALIS 2008 and 2013 questionnaire items.

2) Eleven qualitative semi-structured research interviews conducted between
July 2014 and September 2015. The interviewees included OECD personnel
(two interviews), policy officers from DG EAC (four interviews), a long-term
government representative for an OECD member country in the TALIS
Board of Participating Countries (one interview), a private sector enterprise
(one interview), and Education International (three interviews).! The inter-
viewees were selected on the basis of desk research and snowballing. They
had all, at the time of interview or previously, been directly involved in the
conception, design, negotiation, and/or implementation of the OECD TALIS
program. Each of them was thus able to shed light on particular dimensions of
TALIS that were pursued in this study.

The interviews were theory-laden (Pawson, 1996). In practice, this meant that inter-
views took place on the basis of individually tailored interview guides, formulated as
circa ten assumptions drawing on our review of academic literature, preliminary
analysis of documents, and previously conducted interviews. The interviewees
were invited to discuss these assumptions critically and thereby contribute with
factual details, knowledge, and interpretations not obtainable elsewhere.
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We should point out the limitations of the empirical material and this chapter.
Due to our focus on the OECD, DG EAC, and EI, we are not able here to address
in more detail the important issue concerning how denationalization plays out
in federal political entities such as the USA and Australia, where education
issues remain largely devolved to state level. Furthermore, we would like to
call for research that inquires into another dimension not addressed in this
chapter, namely, the varying influence of various governments in the OECD,
the European Union (EU), and other international organizations.

Bringing Teachers into View as Policy Problem
and Solution

Teachers have been the object of global governing during most of the post-World
War II period. This has tended to take the form of “standard setting” guided by
UNESCO and the ILO (Robertson, 2012a). Both organizations helped to structure
a normative understanding of the rights and responsibilities of teachers as profes-
sionals (ILO & UNESCO, 1966). Although these organizations have remained
active on the global stage today (ILO & UNESCO, 2012; International Taskforce on
Teachers for Education For All, 2014), their capacity to shape teachers’ work to
meet the needs of the twenty-first century have been questioned, and their power
largely usurped by new global players with rather different views (Schleicher, 2015).

Arguably it is the OECD that has advanced the global governing agenda in
education the furthest, driven by its expanding collection of data on education
systems, students, teachers, and adults, aimed at influencing education policies
and practices in both developed and developing countries (cf. Grek, 2014; Henry,
Rizvi, Lingard, & Taylor, 2001; Mahon & McBride, 2009). To some observers, this
is hardly surprising in that the OECD has become a premier forum and think-
tank for the richest countries around the globe aimed at addressing what they
describe as the economic, social, and governance challenges of globalization.
Usurping the role of UNESCO, as “the premier supplier of educational statistics
and sculptor of education policy agendas worldwide” (Woodward, 2009, p. 99),
the OECD has built its indicators and statistics division to advance economic
competitiveness through education. According to a former OECD Director for
Education, the very raison détre for building the strong quantitative base in
statistics and indicators is to influence policy (McGaw, 2008), and the very foci
of research and the choice of researchers are thus deemed aspects of policy
(Papadopoulos, 1994, p. 16).

In 2000, the OECD launched PISA, internationally comparing 15-year-old
students’ competences on literacy, mathematics literacy, and science literacy.
PISA now reports every three years, with new competences and countries added
each time. Around 2000, the OECD also began to draw attention to what they
claimed were concerns over the effectiveness of teachers, arguing that there was
a need to review trends across OECD member and associate countries so as to
identify policy options for attracting, developing, and retaining effective teachers.
One goal to be pursued by the OECD from this was the development of indicators
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on teachers and teaching that might parallel that of students. In combination,
the hope was that these complex sets of global indicators could drive education
policy decision-making globally (OECD, 2005).

The World Bank too has recently promoted its own global governing tool
SABER - a Systems Approach for Better Education Results — not just in low-
income but also medium- and high-income countries (World Bank, 2011, 2012).

The European Commission, the executive arm of the EU, has also begun to
expand its interest in the governing of teachers across Europe. Its reach is not
confined to Europe though, since the Commission has turned to funding selective
projects of the OECD (on which we elaborate below). Attempting to balance
leadership, consensus-building and administration, the European Commission
has engaged and intervened increasingly in the educational affairs of national
governments since the late 1990s. The European Commission has argued that
modernizing national education systems and teachers’ work is critical if it is to
deliver on global competitiveness, the good global citizen, and flexible learners
and workers. A range of projects have been funded by the Commission to this
end, including an array of working groups and tools to develop learner and
teacher competences, and standardized architectures for education systems
particularly in the higher education sector (Caena, 2014).

We should note that the relations between global policy actors with transna-
tional horizons of action have been increasingly institutionalized over the past
decade. The numerous formal agreements of cooperation (ILO & OECD, 2011;
OECD, 2006; UNESCO & European Union, 2012) indicate that these organiza-
tions are not merely competing, but also collaborating to a very high extent
(see Cusso & D’Amico, 2005; OECD, 2005, p. 4).

Moreover, the OECD, the World Bank, and the European Commission, are not
the only prominent policy actors on the global stage; they have been joined by an
eager set of corporations and foundations keen to open up new education markets
around the globe. Pearson Education, McKinsey & Co, KPMG, Deloitte, the Bill
and Melinda Gates Foundation, the Hewlett Foundation, the Brookings Institution,
GEMs, Education Fast Forward, Promethean, Laureate, Kaplan, Navitas — the list
goes on (Ball, 2012; Robertson, 2012a) — are all active in shaping education policy.
Many of these actors are also active in high-profile economic policy spaces such as
the World Economic Forum and in setting agendas for the post-2015 goals for
education. Building on the earlier period that might be described as “thin” global
governance, focused on advancing nation-building, it is possible to see a “thickening”
of global governance over the past decade, with an intense focus on learning for
global economic competitiveness. This raises the issue of quality teaching and
the performance of teachers which thus is presented as policy problem as well as
solution in the global educational policy field (Robertson, 2016).

The TALIS Program: A Brief Introduction

TALIS was developed as part of the OECD’s Indicators of Education Systems
(INES) Project. Over the past 20 years, the INES project has developed a set of
indicators meant to “provide a reliable basis for the quantitative comparison of
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the functioning and performance of education systems in the OECD and part-
ner countries” (OECD, 2009, p. 19). A major OECD review (2002-2004) of
teacher policy in 25 countries provided the immediate background for TALIS.
The main outcome of this policy review, the report Teachers Matter (OECD,
2005) highlighted two particular concerns: (1) the recruitment of large num-
bers of qualified teachers to replace the retiring and very large generation of
teachers who had been recruited in the 1960s and 1970s; and (2) concerns
about teacher effectiveness. In short, the major issues were related to the quan-
tity of teachers as well as their quality. On this basis, Teachers Matter argued
that there was a once-in-a-generation opportunity in many countries to shape
and benefit from substantial changes in the teacher workforce (OECD, 2005,
pp- 3, 8,9, 29).

Two rounds of TALIS have been completed, TALIS 2008 and 2013, and the
third round, TALIS 2018, is currently being conducted at the time of writing.
The cycle was recently changed so as to run every six years so as to coincide
with every second round of PISA’s three-year cycle. TALIS consists of two ques-
tionnaires, to be filled in by teachers and principals. The primary sample group
are those working in ISCED level 2 schools (equivalent to middle education/
grades 7-9 in the US), yet participating countries or regions were also offered
the “international options” to include samples of teachers and school leaders
from ISCED levels 1 and 3 as well.” Twenty-four countries or regions took part
in the first round of TALIS, with 34 in the second round. The EU is well repre-
sented, with 16 and 19 member states or regions taking part in the two rounds,
respectively. Participants in TALIS 2013 from outside the EU include, for exam-
ple, Abu Dhabi (United Arab Emirates), Alberta (Canada), Brazil, Republic of
Korea, Malaysia, Mexico, and the USA. Like PISA, TALIS has succeeded in
attracting non-OECD members as participants. Ten non-OECD members thus
took part in TALIS 2013.

The main objective of TALIS is stated as follows:

The overall objective of TALIS is to provide robust international indica-
tors and policy-relevant analysis on teachers and teaching in a timely and
cost-effective manner. These indicators help countries review and develop
policies in their efforts to promote conditions for high-quality teaching
and learning. Cross-country analyses provide the opportunity to compare
countries facing similar challenges to learn about different policy
approaches and their impact on the learning environment in schools.
(OECD, 20144, p. 27; nearly identical to OECD, 2009, p. 19)

Table 5.1 provides a overview of the main features of the TALIS program so
far. On this basis, we can identify four general features of TALIS: (1) TALIS
aspires to be wide-ranging in its coverage of key issues in relation to teachers’
labor and training; (2) there is a large degree of continuity in the coverage of
policy themes, based on the incremental development of statistics and indi-
cators; (3) the EU has had a voice in the selection of these themes; and (4) the
scope of TALIS is increasing, in terms of the number of political entities taking
part in the main ISCED level 2 study and the “international options” on offer,
including the TALIS-PISA link to which we will return later.
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TALIS 2008

TALIS 2013

Main study sample
group

Number of questions
in main study
questionnaire

Themes

Teachers and principals in
ISCED level 2 schools

Teachers: 43
Principals: 37

Three main themes:

e School leadership

o Appraisal of and feedback
to teachers

e Teaching practices, beliefs
and attitudes

+ Professional development

of teachers as “an important

theme” due to synergies with

three main themes and EU

interests

+ Aspects of other themes:

School climate, division of

working time, and job

Teachers and principals in ISCED
level 2 schools

Teachers: 49
Principals: 39

Five main themes:

e School leadership, including new
indicators on distributed/team
leadership

e Appraisal of and feedback to teachers

e Teachers’ pedagogical beliefs,
attitudes and teaching practices,
including new indicators on the
profile of student assessment
practices

e Teacher training, including
professional development and
new indicators on initial teacher
education

satisfaction e Teachers’ reported feelings of
self-efficacy, their job satisfaction
and the climate in the schools and

classrooms in which they work

Number of 24 34
participating entities

in main study

ISCED level 1 (1)

ISCED level 3 (0)
TALIS-PISA link (0)

ISCED level 1 (6)
ISCED level 3 (10)
TALIS-PISA link (8)

“International
options” (number of
participating entities)

Sources: OECD (2009, pp. 21, 268-275; 2014a, pp. 28, 214-221; 2014d, pp. 32-33).

The TALIS ensemble

The general point made in the literature, with various emphasis and terminology,
is that TALIS contributes to a thickening of the global policy space (Connell,
2009; Rinne & Ozga, 2013; Robertson, 2012a, 2013, 2016; Sassen, 2013; Sobe,
2013). In this section we elaborate on this point by unpacking the institutional
arrangements of TALIS and the numerous organizations engaged in the survey
program.

As the object of analysis, we have conceived of the range of organizations and
bodies involved in the conception, design, and implementation of TALIS as “the
TALIS ensemble” Here we draw on ongoing work (see Robertson & Dale, 2015)
to develop the concept of an “education ensemble” as:

a topic of enquiry whose shifting authoritative, allocative, ideational and
feeling structures, properties and practices, emerge from and frame global,
economic and cultural processes ... the concept of ‘ensemble’ reflects the
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fact that education reflects and is reflected in a complex and variegated
agency of social reproduction, broadly conceived. (Robertson & Dale,
2015, pp. 149-50)

We thus understand the TALIS program as a product of the cooperation and
contestation of the various organizations, political projects, and technologies
making up what we call “the TALIS ensemble” Since these all have their par-
ticular agendas and strategies, we are interested in the workings out of a set of
complex modalities of power at play during all stages of the TALIS program.

First of all, this brief overview should be helpful in clarifying the basic institu-
tional arrangements of the TALIS program within the OECD:

e The OECD TALIS Secretariat is responsible for managing the program.

o In principle, TALIS should be financed through government authorities,
typically the education ministries, of participating political entities. However,
for the first two rounds, the European Commission has subsidized participating
EU Member States with 75% of their fees.

e The TALIS Board of Participating Countries (TALIS BPC) is the most impor-
tant OECD body for multilateral decision-making on the TALIS program.

e The TALIS Consortium manages the survey implementation at the inter-
national level. The appointed contractor for TALIS 2013 was the International
Association for the Evaluation of Educational Achievement (IEA), with
Statistics Canada as a subcontractor of the IEA.

o Finally, National TALIS Centres implemented TALIS in participating political
entities (OECD, 2014a, p. 29).

In the following sections, we will focus on three substantial relationships consti-
tutive of the TALIS ensemble and explore the nature of the dual globalization
dynamics at play (scale/denationalization), which we outlined earlier, in relation
to teachers’ work. These relationships concern those between: (1) the OECD, the
European Commission, and national governments; (2) Educational International
and the TALIS BPC; and (3) private sector policy actors and the TALIS program
overall.

The OECD, the European Commission, and National Governments

In many ways the TALIS BPC, the key decision-making body concerning TALIS
within the OECD, encapsulates the dialectics of the global denationalization
dynamic since it provides a forum for multilateral intergovernmental negotia-
tions centered on TALIS, and thus on teacher policy. Major issues were for the
first two rounds of TALIS to be approved in the OECD Education Policy
Committee, and in some cases the OECD Council. But it is in the TALIS BPC
that decisions are being made concerning policy objectives for the survey, and
where the standards for data collection and reporting are established.

The TALIS BPC for the first round was formally created on January 1, 2007,
and the general features of the body in terms of responsibilities and constit-
uents remained stable also for the 2013 round. However, from TALIS 2018,
the program has been “upgraded” to a so-called Part II program in the OECD
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institutional hierarchy. From TALIS 2018, the program thus formally enjoys a
similar status to PISA. The new program status should entail more stable long-
term commitment in terms of participation and funding from countries and
that the re-constituted TALIS Governing Board (Governing Board is the label
for the key OECD body with Part II status) enjoys further independence in its
decision-making.

The TALIS BPC (now Governing Board) mainly consists of government rep-
resentatives from each participating political entity. The European Commission
is also represented by policy officers from DG EAC, and UNESCO has the status
as a permanent observer. Moreover, the Business and Industry Advisory
Committee (BIAC) and the Trade Union Advisory Committee to the OECD
(TUAC, the OECD formal mechanism for social dialogue with trade unions)
have participated in BPC meetings (OECD, 2009, pp. 303-305; 2012a; 20144, pp.
434—436; interviews with OECD personnel, DG EAC policy officers, and repre-
sentatives from EI and a private enterprise).

The OECD and the European Commission, represented by DG EAC, have
arguably been the two single most important organizations in taking the TALIS
program forward so far. Personnel from both organizations interviewed for this
study were keen to emphasize that their organizations are first of all — bottom-
up — intergovernmental fora for cooperation. Yet, our analyses show that the two
organizations also are strategic policy actors capable of shaping political agen-
das, and that this is indeed reflected in the mandates given to them by their
respective member states.

An OECD senior analyst we interviewed pointed out that the OECD to some
extent is expected by governments to show leadership:

I do really stand by that the agenda is set by countries. It happens from
time to time that certain directions need a push. Going back to 2004 or
2005, yes, we had calls for more quantitative data on teachers, but it
needed the OECD come up with how to conceptualize this, how could we
come up with something that could be operational? The secretariat does
not have an agenda, but we come up with what we think will work. [...] All
I'm saying is that there’s always an element of OECD showing some
leadership in order to provide governments with what they need. It’s also
true to say that governments look for that. Politically, some things are
more critical for them to do nationally than to see them happening
internationally. That plays into the agenda-setting as well.

We might see the OECD as a master “framer” in the TALIS ensemble since the
program was conceived within the organization, and the groundwork for poten-
tial TALIS themes and indicators were decisively shaped from the outset by the
Teachers Matter report (OECD, 2005).

TALIS continues to be framed by other OECD activities in education. The
OECD has thus since the launch of TALIS continuously explored potential “syn-
ergies” between TALIS and the highly profiled PISA program and encouraged
participant countries to sign up for the TALIS-PISA link (interviews with OECD
analyst and EI senior official; OECD, 2012b). The link entails that TALIS sample
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populations in participant countries are aligned with those of PISA. In TALIS
2013, eight countries incorporated the TALIS-PISA link: Australia, Finland,
Latvia, Mexico, Portugal, Romania, Singapore, and Spain (OECD, 2014a, p. 27).

More specifically, TALIS feeds into related OECD activities on teachers, such
as the International Summits on the Teaching Profession. The initiative for the
first summit were taken in the wake of TALIS 2008, and it was convened in New
York in 2011 by the United States Department of Education, the OECD, and EL
Subsequently, the Summits have become established as annual events, with the
OECD always providing the background report drawing on data from TALIS and
other OECD programs (see e.g. OECD, 2011).

TALIS is one of the first projects where the OECD and the European
Commission have worked closely together in the field of education. DG EAC
played a pivotal role in getting the TALIS program off the ground. This commit-
ment to teacher policy should be understood within the context of the EU Lisbon
Strategy 2000—2010 in which education and training were re-framed and repre-
sented as one of the major factors in “making Europe the most competitive and
dynamic knowledge-based economy in the world” (Council of the European
Union, 2000).

For this objective, DG EAC around 2003 set up 13 Working Groups of experts
from the EU member states to gather and discuss the evidence basis to be used
for policy initiatives. In the Working Group on teachers’ work, one of the experts
told of the OECD’s plan to launch a survey, and the group decided to pursue the
idea that it would be sensible to join forces with the OECD to gather more evi-
dence about teachers. Followed up by the work of policy officers in DG EAC, this
strategy would eventually become official EU policy. Council Conclusions in
2005 and 2007 (Council of the European Union, 2005, 2007) thus gave the
Commission and DG EAC the mandate to pursue cooperation with the OECD
on TALIS, and to encourage member states to take part to help cover data needs
in the monitoring of progress towards the objectives of the Lisbon Strategy. In
this respect, the 2007 Council Conclusions had also provided DG EAC with the
mandate to subsidize member states for their participation in TALIS.

We should note here that the overriding interest for the EU concerning the
teaching profession during the 2000s was in deploying indicators and data on
teachers’ professional development to measure progress toward the objectives
set out in the Lisbon Strategy. DG EAC pursued this mandate successfully since
professional development has been covered in the first rounds of TALIS, and EU
member states have made up the bulk of participants. DG EAC’s offer to subsi-
dize them with 75% of the TALIS participation fees was likely to be very impor-
tant in this respect.

Yet, the subsidies came with certain conditions attached, corresponding with
the EU and DG EAC focus on life-long learning and professional development.
Since it only enjoyed observer status in the TALIS BPC, DG EAC made clear to
the participating EU member states that their participation in TALIS would only
be subsidized by the DG EAC if teachers’ professional development was covered
in the survey as a policy theme. At the same time, the OECD embraced the
European Commission interest and sought to accommodate TALIS as much as
possible to the organization’s specific objectives and preferences (interview with
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DG EAC senior official). The close working partnership was also reflected in the
fact that the initial results from TALIS 2008 were launched in the European
Commission Berlaymont building in Brussels.

While the international organizations the OECD and the European
Commission with their specific preferences and mandates have carried the
TALIS program forward, the institutional arrangements of TALIS are also
designed to enable state authorities to extend their horizon of influence well
beyond their own jurisdiction. Decision-making in the TALIS Board formally
happens on the basis of votes from participating countries yet decisions are usu-
ally consensus-based; not a single vote was conducted during BPC meetings in
the TALIS 2013 round.

We should note that it is those participating countries that have signed up for
a TALIS round at an early stage who are invited to select policy themes and indi-
cators through a priority-rating exercise. For TALIS 2013, there were 20 poten-
tial themes and 94 indicators to choose from. The priority-rating exercises are
meant to provide a focused survey that is reflective of policy priorities in partici-
pating political entities (OECD, 2013, pp. 9-13).

It is remarkable that the exercise for the 2008 and 2013 rounds, which effec-
tively determined the outputs of deliverables and analysis, only involved OECD
members. Non-OECD members participating in TALIS were not involved in the
selection of what should be addressed in the survey (OECD, 2010, pp. 26-27;
2013, pp. 9-10). However, this has now been changed. The priority-rating exer-
cise conducted in spring 2015 for TALIS 2018 included all countries who had
signed up at this point, as well as the EC (interview with national government
representative on TALIS Board).

Finally, while the OECD as an organization has a strong interest in tightening
the links between TALIS and PISA, it serves as a further indication of the agency
of national government representatives in steering and constraining the direc-
tion of the TALIS program that they have since the launch of TALIS tended to
insist on treating them as separate programs with distinctive identities on politi-
cal as well as methodological grounds (interviews with OECD analyst and DG
EAC senior official).

The Representation of the Teaching Profession in TALIS

The focus of TALIS calls for examining the ways representatives of the teaching
profession have been engaged in the construction of TALIS. One of the most
intriguing aspects of the TALIS program is the peculiar and ambiguous position
that the program puts the teaching profession in, simultaneously recognizing
teachers as a key workforce and criticizing them for not living up to their respon-
sibilities. On the one hand, the OECD has — since the Teachers Matter report —
emphasized the importance of involving the teaching profession in policy
formation (OECD, 2005, pp. 15, 214), and asserted its commitment to give
“teachers and school leaders around the world a voice to speak about their expe-
riences” (OECD, 20144, p. 3). Whilst this clearly marks a departure from neolib-
eral derision discourses (Robertson, 2013), the exclusion of teachers from the
political debates continues, with the OECD confident it has the answers; for
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example, when the OECD Secretary-General, Angel Gurria, asserts that “TALIS
2013 results show that we need to put teachers on a path to success immediately”
(OECD, 20144, p. 3).

The TALIS program is very much in line with the trajectory of the OECD
since its foundation in 1961, and the strategy by which the organization over
the decades has tried to inform and influence policy. Since the 1960s, the target
groups have been decision-makers, government officials, and civil society organ-
izations (Mundy, 2007).

Since OECD publications targeting teachers and other school professionals
are very rare, it is remarkable that the OECD has sought to target teachers and
school leaders directly by publishing A Teacher’s Guide (OECD, 2014b) as part of
TALIS 2013.

The 28-pages guide is branded as “a global ‘selfie’ by teachers” (OECD, 2014b,
p. 7) and presents recommendations as to how TALIS data can be used by
teachers and school leaders. According to an OECD analyst we interviewed, the
guide is part of a broader OECD strategy to reach out to teachers and school
leaders directly, since they are not likely to read the main TALIS reports. Raising
their awareness about TALIS and OECD activities in this way is meant to increase
the support from them — and hence response rates — in future rounds of TALIS
and other OECD activities.

The guide was only made available in three languages, (English, French, and
Spanish), yet the guide shows that the OECD seeks to reach deep into local
micro-spaces and in so doing may bypass nationally located governments and
teacher unions. The same phenomenon is indicated by the recent launch of
OECD PISA-based Test for Schools, which is targeting individual schools eager
to engage in international benchmarking serves to (OECD, 2018; Lewis, Sellar,
& Lindgard, 2016).

These unfolding developments raises the question as to the mechanisms
through which the teaching profession is represented in TALIS, and the refram-
ing and recoding of the vertical relationship between EI, the global federation of
teacher unions, and its member affiliates. By winding in, and advancing an evolv-
ing engagement of EI in the two rounds of TALIS through TUAC, the OECD is
also reorienting EI toward the agendas that are being advanced in this thickening
global policy space.

EI has taken part in TALIS BPC meetings since they were initiated in 2006. As
the primary organization working for teachers’ interests in TALIS, EI was given a
broad mandate by its member affiliates to negotiate on their behalf in the TALIS
BPC. The TUAC representatives participating at TALIS Board meetings reported
to a sub-group of EI affiliate member organizations that was set up by EI through
the TUAC Education, Training and Employment Policy Working Group.
Accordingly, EI affiliates were encouraged to mobilize support for TALIS among
their members (Education International, 2012). It should be noted that EI affili-
ates finance and decide policy priorities for EI and TUAC activities (see also
Carter, Stevenson, & Passy, 2010). However, EI was only granted permanent
observer status in the Board (as well as the PISA Governing Board) in 2009.
Attaining this status, EI has been consulted on draft chapters and enjoyed
enhanced opportunities for submitting comments and ideas. In interviews,
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OECD, DG EAC, and EI personnel all characterized their cooperation in TALIS
as productive and constructive.

According to a senior official in EI, the organization’s engagement with
TALIS began in the aftermath of the report Teachers Matter (OECD, 2005), as
the organization was concerned about some of the policies advocated by the
OECD. In particular, the issue of performance-based pay for teachers stood out
as a “red line” not to be crossed for El and its affiliates. EI thus sought to become
engaged in the TALIS BPC to influence the construction of knowledge gener-
ated in the program, and more generally to contest the evidence presented by
increasingly powerful actors, such as the OECD, the European Commission,
Pearson Education, and McKinsey & Company (see also Education International,
2007, 2012). We might say that EI sees TALIS as an essentially political con-
struction through which the prioritization of certain policy themes, indicators,
and phrasing of questions, is bound to contain a bias toward particular notions
of education and the role and working conditions of teachers. Accordingly, a
focal point for EI in the TALIS BPC so far has been the phrasing of TALIS
questionnaire items.

Whilst EI have opted for the strategy to engage directly with TALIS, our inter-
views with EI staff suggest that they seek to find a delicate balance and not
become too entangled with the evidence-based policy agenda due to the associ-
ated risk of de-politicization of teachers’ work. In the words of an EI senior offi-
cial, “we perceive as a general danger that evidence somehow hijacks social
dialogue,” thereby undermining the development of frameworks for collective
bargaining.

And indeed a few of the developments in TALIS and OECD discourses on
teachers’ work could be interpreted as victories for EI, showing that power rela-
tions in global education governance should not always be conceived of as a zero-
sum game. First of all, there was a reinforced focus on teacher self-efficacy as a
theme in TALIS 2013, which corresponds with the organization’s own work
(Bangs & Frost, 2012) and TUAC Chair John Bangs’ endorsement of the theme
ina TALIS 2013 media event (Education Fast Forward, 2014). Moreover, whereas
the OECD used to advocate performance-based pay for teachers, this preference
is less explicit today and have been replaced by the emphasis on giving voice to
teachers and the societal value of teaching. While the Teachers Matter report
(OECD, 2005, pp. 184—186) thus discussed the pros and cons for performance-
based pay, the main TALIS reports were reluctant in making any recommenda-
tions on the issue. Still, weak evaluation structures for teacher appraisal and
feedback continue to be lamented (OECD, 2009, pp. 138-139, 155, 158, 161,
169-171; 20144, pp. 20, 32, 120, 124, 137, 140), and there remains a deep interest
in teacher salary differentiation (see especially OECD, 20144, pp. 142-143).

However, OECD as well as EI staff emphasize that the influence of the teacher
unions on the conception and direction of TALIS remains limited. The formal
mandate to the OECD comes from member governments, and the role for EI as
a permanent observer in the TALIS BPC can therefore not be compared to that
of governments, formally and informally. It is thus illustrative that EI representa-
tives do not take part in the TALIS priority-ranking exercise of policy themes
and indicators.
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What then do the dual dynamics of globalization — scale and denationaliza-
tion — mean for the representation of teachers’ interest in education governance?
In the context of TALIS, we see that global scalar cooperation on teacher policy
has resulted in a complex ensemble of dynamics whose work proceeds from the
assumption that common issues and “best practices” can be identified with
regard to teachers’ work at the global scale. This also applies to professional
autonomy, and the way teachers are able to put their ideas forward and exercise
control over their work. In this respect, EI remains vulnerable to the critique also
directed toward the OECD and the EU, namely, that of “democratic deficits” in
terms of representing the interests of their members. EI is attempting to make its
voice heard on the global scale, but the vertical structure that should enable EI to
consult member affiliates as part of the ongoing work of TALIS appears ambigu-
ous and opaque. For EI it might seem that this is inherent to the mandate given
to it by its affiliates, but in reality it serves as a mechanism through which dena-
tionalization dynamics are enabled and driven. For the time being, it appears to
be the price that must be paid for having any agency with a mandate to represent
teachers’ interests actively engaged in the political construction of TALIS.

Private Sector Policy Actors and TALIS

We argued earlier that the OECD as a global policy actor is increasingly being
joined by private consultancies and corporate philanthropists who operate
beyond national spaces of representation and democratic accountability (Ball,
2012; Robertson & Verger, 2012). This is also the case with TALIS, yet private
sector organizations do not appear to have been much involved in the concep-
tion or design of TALIS.

According to our interview data, BIAC involvement in TALIS was fragmented.
The Paris-based BIAC officials do not see education as one of their key areas — in
contrast to TUAC - and did not take any initiative to create a strategy or coordi-
nate responses from business. BIAC’s two places in the TALIS BPC for the 2013
round were hence filled somewhat by coincidence by a representative from the
Confederation of Danish Industry, and a director from Microsoft in Education.
The latter were encouraged by the OECD to become involved in TALIS through
the BIAC mechanism after having introduced a Microsoft-sponsored research
project on 21st-century skills (see SRI International, 2011) to them. It is indicative
of the strong engagement of Microsoft in education policy that the OECD project
lead for TALIS 2013 had been employed in Microsoft Partners in Learning — and
involved in the same research project — prior to joining the OECD.

More generally, private sector organizations have engaged with TALIS in two
distinctive ways. A few of the National TALIS Centres implementing the survey
have included private companies (as was the case in England for TALIS 2013).
Due to the strict research design, these contractors have very limited possibilities
for influencing the objectives and contents of the survey. In addition, numerous
private sector organizations are clearly engaging with TALIS in the use of data
and interpreting results (see, e.g. Education Fast Forward, 2014).

In summary, private consultancies and corporate philanthropists mainly appear
to operate on the periphery of the TALIS ensemble as policy entrepreneurs and
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data brokers. While they have very different profiles in terms of policy prefer-
ences, strategies, capacities, and horizons of action, they share the feature that
their activities, whether for-profit business or venture philanthropy, produce
policy recommendations on the basis of TALIS data with a view to offer products
and services. In this sense, private sector policy actors engage in a symbiotic rela-
tionship with the OECD; they simultaneously rely on research programs such as
TALIS and help to legitimate these very programs by further raising their profile
toward decision-makers and the general public.

The recent OECD proposal for an annual summit of the global education
industry (OECD, 2014c), meant to complement the annual International
Summits on the Teaching Profession, confirms this development, whether the
OECD itself is perceived as driving the agenda forward, or merely reacting to it and
trying to contain and structure the “Wild West” of current commercial practices in
global educational governance.

Tensions and Contradictions in the TALIS Program

In this section, we provide a critique of the mechanisms for improvement under-
lying the TALIS program. We draw on the unpacking of the TALIS ensemble
above and show that the program involves tensions and contradictions regarding
the reform of the teaching profession and teaching. Our critique follows two
steps. First, we show that there is a tension running through the entire TALIS
program in that the “subjective” survey responses of teachers are framed as sub-
ordinate to the “objective” data on student performance as assessed by PISA.
Second, on the basis of our examination of the indices and items in the TALIS
questionnaires, we contend that TALIS involves a bias toward constructivist
pedagogy and flexibilization of teachers’ work. Each of these gives rise to contra-
dictions. We noted earlier that TALIS aspires to be wide-ranging in its coverage
of issues related to teachers’ labor. Yet, our analysis suggests that TALIS does not
live up to that intention.

“Subjective” TALIS Results as a Secondary Form of Evidence

Since the 2000s, intergovernmental organizations, such as the OECD (1996,
2007) and the European Commission (2001), have endorsed the notion of evi-
dence-based policy which is theoretically influenced by the bio-medical agenda
(Clegg, 2005). Evidence-based policy proceeds from the argument that knowledge-
based economies rely on the growing codification and transmission of knowledge,
centered on the identification of best practices (OECD, 1996, p. 3).

TALIS and related OECD activities on teachers are also underpinned by the
notion of evidence-based policy, with multiple references to the importance of
making evidence- and knowledge-driven innovation a central feature of teachers’
labor (see OECD, 2005, p. 14; 2009, p.3; 2014a).

This puts the TALIS program in a delicate position, as it is based on teachers’
and principals’ self-reports which are impossible to translate into “best practices”
in terms of improving those student performances that are ultimately held by
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the OECD to be vital for economic competitiveness. In other words, the status
of the very codifications of knowledge or “evidence” enabled through TALIS is
ambiguous:

TALIS results are based on self-reports from teachers and school leaders
and therefore represent their opinions, perceptions, beliefs and accounts
of their activities. This is powerful information because it provides insight
into how teachers perceive the learning environments in which they work,
what motivates teachers and how policies that are put in place are carried
out in practice. But, as with any self-reported data, this information is
subjective and therefore differs from objectively collected data. (OECD,
20144, p. 29)

The nature of TALIS as a self-reported survey has rendered it a lower-profiled
program compared with the harder, more “objective” results of PISA which relate
directly to the main policy problem of student performance. In this context, the
continuous efforts by the OECD to forge closer links between the TALIS and
PISA programs can only be understood as attempts to further subordinate the
“subjective” TALIS results to the “objective” PISA results. In other words, the
quality of the teaching profession has become a high-profile problem and
solution to economic growth due to teachers’ role in raising student achievement.
In the race for global competitiveness, the labor force of teachers is ultimately a
means in the service of a higher purpose.

This point is also reflected in the fact that a video study of teaching practices
has been promoted to participating political entities as part of the TALIS 2018
package. The video study will gather evidence from math lessons in classrooms
and incorporate pre- and post-tests of learning outcomes using PISA items,
teacher and student surveys, and the TALIS questionnaires for teachers and
school leaders (OECD, 2016). An OECD senior analyst explains the initiative:

During the second round of TALIS, we also asked how TALIS could evolve
to say something about effectiveness. Self-reported surveys have its weak-
nesses in telling you anything about effectiveness, you can't get objective
measures for teaching practice. That’s why the TALIS video study was
launched. Again, that’s a quite long step from capturing some practices
and say that they’re effective, but the TALIS video study takes you to this
next stage of looking at, objectively, what is going on in classrooms.

The challenges of how to identify and codify effective teaching practices lead us
to the next contradiction which concerns the OECD preference for constructivist
beliefs in relation to the nature of teaching and learning.

The Preference for Constructivism

The OECD’s pedagogical project would appear to be anchored by construc-
tivism, which, in its more radical versions, is based on the view that there is
no independent, pre-existing world; reality does not exist independently of
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the subjects acknowledging it (Olssen, 1996). The appeal of constructivism
for an organization like the OECD is that such an ontology of social reality is
highly compatible with the OECD Convention’s commitment to preserving
individual liberties through economic development, and more particularly
expanding world trade and liberalization of capital movements on a non-
discriminatory basis (OECD, 1960). With their emphasis on individual
agency, constructivism links the wider project of neoliberalism to the emerg-
ing social base of production and the competitive knowledge economy (see
Robertson, 2012a).

However, in the context of TALIS, the emphasis on the need for constructivist
pedagogy proves self-defeating due to the limited conception of teaching and
learning underpinning the relevant questionnaire indices and items. These are
based on the simplistic juxtaposition of “constructivist” beliefs (“characterised by
a view of the teacher as the facilitator of learning with more autonomy given to
students”) and “direct transmission” views (seeing “the teacher as the instructor,
providing information and demonstrating solutions”) (OECD, 2009, p. 269;
20144, p. 217).

As a result, the findings on teachers’ beliefs about teaching and learning
and their reported classroom practices stand out as rather vague (OECD,
2009, Chapter 4; 2014a, Chapter 6; Rinne & Ozga, 2013; Robertson, 2012a).
Furthermore, the reduction of indices in TALIS 2013 to merely include an index
on constructivist beliefs to capture teachers’ beliefs about teaching and learning
(OECD, 20144, p. 217; compare OECD, 2009, p. 69) epitomizes the bias toward
constructivist pedagogy.

The OECD preference for constructivism leads to a contradiction because in the
light of the current drive toward a standards- and market-based ‘bi-dimensional
pattern of educational control’ combining central authority with self-managing
institutions (Moutsios, 2000, pp. 50-59), we see that there are very real limits to
the agency and freedoms of the individualized learner. In this respect, Sahlberg
(2011) puts forward the convincing argument that the Global Educational Reform
Movement (GERM) advocated by the OECD, the World Bank, and many govern-
ments across the globe frames the scope for individual agency with standardized
performance measures which tends to result in narrowing concepts of learning
due to the excessive emphasis on assessment and testing frameworks. Moreover,
GERM therefore circumscribes teachers’ professional autonomy, undermines
job satisfaction, and ultimately system innovation. The ambition of maximizing
student performance in select literacy areas, as a simplistic indicator of “human
capital” is therefore likely to lead to the opposite effect.

With regard to student outcomes, another point that must be addressed con-
cerns the implications of constructivist pedagogies for educational equality.
Constructivism operates best for those whose cultural, economic, and political
resources can be mobilized from within the environment (Moss, 2001). It thus
tends to be selective of middle- and upper-class capabilities and resources, rather
than those less privileged in terms of home background and parents’ educational
background. This dynamic creates even further fractures in opportunities and
relations between social classes, in turn undermining one of the conditions for
ongoing capital accumulation — social cohesion.
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Teachers and the Flexible Work Regime

This leads us to another contradiction inherent to the TALIS model of develop-
ment: TALIS was allegedly launched to give “voice” to teachers yet over time the
program could contribute to teachers losing their collective voice. We would
thus contend that the above-mentioned concern of the senior official in EI that
evidence might “hijack” social dialogue is very real: teachers” hard-won collective
rights to negotiate working conditions, employment status, and wage levels,
are likely to be overruled by the weight of “evidence” generated in large-scale
comparative research programs like TALIS that are conceived and designed in
education ensembles in which the representation of teachers’ professional inter-
ests can be acknowledged when convenient and ignored if deemed necessary.

In its discussion on collective bargaining, the Teachers Matter report articu-
lates the contradictory stance of teachers’ voice versus student outcomes which
is held to be the gold standard of economic competitiveness: “contrasting find-
ings reinforce the basic point that collective bargaining agreements, like any
other mechanism for determining school resource levels and their uses, ulti-
mately need to be assessed in terms of their impact on student outcomes” (OECD
2005, p. 146).

In this respect, it is imperative to point out that the employment relations and
status of teachers continue to vary across the globe. In Europe, for instance,
teachers follow widely different career and employment pathways and might be
distinguished either as civil servants, career civil servants, or employees with
contractual status, depending on national or sub-national arrangements
(European Commission and EACEA/Eurydice, 2013, p. 50).

The OECD claims that the TALIS program in its design acknowledges such
institutional differences and identifies cross-culturally valid and comparable
information about the working conditions of teachers and the learning environ-
ment in schools (OECD, 20144, p. 26). Yet, because TALIS draws on a positivist
methodology in the school effectiveness tradition, centered on the creation of
“effective teaching and learning conditions” (OECD, 2013), the program tends to
isolate schools as teaching and learning sites from the communities and wider
societies they are embedded in. It is thus characteristic for the OECD model of
improvement that the functionalist belief in harnessing all forces for the single
goal of student performance renders context-specific institutional trajectories
potentially subject to be found inefficient, depending on the accumulated data and
their interpretation. So, along with the OECD claim that TALIS acknowledges
that education systems reflect societal and cultural contexts, follows the key
message that such differences in institutional arrangements are to be overruled
in the maximization of student performance as conceived and reframed by
the OECD.

The Teachers Matter report provides further insights into the OECD’s model of
development. In descriptive terms, the report distinguishes between two types of
employment status: (1) “career-based” (oriented toward specialized qualifications
and selecting the best-suited candidate for each position); and (2) “position-based”
systems (more civil or public servant-like, usually with an early entry into tenured
positions, based on demanding academic credentials or examinations) (OECD,
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2005, pp. 143-145). Yet, in its recommendations, the report clearly opts for the
career-based type. For example, we recognize the neoliberal project in the call for
“using more flexible terms of employment” (OECD, 2005, p. 162) as a policy prior-
ity and the preference for non-tenure in teachers’ employment status.

We mentioned above that the TALIS program addresses policy themes such as
teacher evaluation, feedback, and salary differentiation. Against this background,
itis remarkable and appears like omission by design that the main TALIS reports
do not address the issue whether national or subnational differences in employ-
ment status and relations might be related to the institutional arrangements con-
cerning these themes. The only remaining trace is that “a career-based wage
system” (OECD, 20144, p. 79) is conceived as a potential barrier to a principal’s
effectiveness.

The TALIS Model of Development and its Wider Politics

This chapter set out to examine the changing nature of the global governing of
teachers’ work by breaking open the TALIS ensemble. We argued that the
constitution and processes in this ensemble reflect a major transformation under
way aimed at reframing and rescaling where and how decisions are made regarding
teachers, their labor, qualifications, careers, and working environments.

We showed that the TALIS program is both a major research exercise and a
political construction, predicated on incremental institutional developments
reflecting the multilateral negotiation of policy preferences by the OECD and
the range of organizations and authorities involved in the TALIS ensemble.
As Pawson (2006, pp. 1-4) reminds us, we all expect political calculation to form
the basis of policy choices and strategies. Under the veneer of alleged objectivity,
the TALIS program is driven by complex modalities of power.

We contend that TALIS is a political construct which sets in train political
processes, and as such constitutes a global policy instrument.

o As a political construct, TALIS frames and aligns the work of teachers explic-
itly to the putative demands of creating more competitive knowledge-based
economies, and in doing so, is a concerted yet negotiated push on the part of
the TALIS ensemble to advance particular ideas of education, teaching, and
learning as a means of resolving the ongoing crisis of capitalism for many of
the developed economies.

e Asapolitical process, the program is dependent on, and gives further momen-
tum to the globalization of the education policy space and its articulation of
a model of teacher competence and development. This occurs in two ways:
first, by thickening the global policy space through the promotion of the
TALIS ensemble; and, second, by drawing down, into and up, a range of
micro-environments in the sub/national policy space in ways that will
advance the work of the TALIS ensemble, in turn, denationalizing these
framings and encodings.

o As a global policy instrument, TALIS goes beyond simply governing by num-
bers. On the basis of indicators and standards, TALIS serves as a lever in the
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global and national policy spaces through the ways in which it strategically
reframes policy problems. The TALIS model of development is embedded in
the same paradigm as the OECD program PISA, with student performance
assessed according to the OECD brand of literacies and the associated claim
that these are valuable proxies for the development of globally-competitive
knowledge-based economies. Accordingly, the driving mechanisms of the
TALIS model of development is oriented toward shaping a learner for the
twenty-first-century economy in which teachers are to prioritize constructivist
pedagogy and work under flexible terms of employment.

Dale (2005, pp. 132-133) makes the important point that recent developments in
governance are not to be understood as a zero sum game, and suggests the notion
of pluri-scalar governance to capture a developing functional, scalar, and sectoral
division of the labor of educational governance, which in turn transforms the
nature of the relations within and between actors, scales, and strategies. The
re-scaling of education governance is thus selective in addressing the core
problems of the capitalist state regarding on-going economic growth and devel-
opment, and the role that education should play in managing and resolving
these challenges. This sets in play rescaling dynamics that move upward and
downward away from the sub/national which is where the governing of teachers
have historically been located.

Our argument that teachers’ work is currently being reframed for global com-
petitiveness should be understood in this light. The teaching profession is on the
policy agenda internationally because it has become directly associated with the
support of capitalist accumulation, one of the core problems of education.
However, we would expect — supported by the analyses of the TALIS program
presented in this chapter — that national states and governments to remain very
much involved in “interpreting and translating into nationally appropriate forms
and priorities the consequences of the shaping ‘rules’ of the international organi-
sations” (Dale, 2005, p. 133).

Contemporary transformations in the global educational policy field are tied
to fundamental questions around democratic representation and the viability of
national institutional arrangements. While the focus on teachers might look as if
teachers are now being made visible in ways in which they have not been in the
past, our analysis shows that representatives of the teaching profession have not
been invited into the spaces for engagement as equal partners. On behalf of its
affiliate member organizations, the global federation of teacher unions EI can
react and attempt to negotiate proposals and decisions taken in international
fora. Yet, the very complexity of global educational governance means that the
representatives and voice of the teaching profession risk being reduced to a sim-
ple vehicle for advancing the interests and agendas of competitive global capital
and realigned national and regional agendas.

The OECD’s embrace of a particular construction of “evidence-based policy”
might be used as a lever to subvert the hold — or undermine the development — of
sub/national institutional arrangements to improve and protect teachers’ work-
ing conditions across the world. At the same time, teachers are now constituted
as direct targets for policy by the OECD so as to reduce those scales in the middle
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between the global and the located individual, with the overall intention of
limiting the space for frictions that in turn slow down the pace of change. Never
before have the efforts to connect global education policy agendas with local
practices been this sharply focused.

Notes

1 Potential interviewees were contacted on email, with a letter about the aims,
knowledge interests, and methods of the research project. If the individual agreed
to participate, an interview guide was provided before the interviews took place.
Eight interviews were conducted face-to-face, three via Skype. An interview
transcription was subsequently sent to the relevant interviewee for approval.
The interviewee would have the opportunity to comment and make edits before
approving the final version of transcription for use in research.

2 International Standard Classification of Education (ISCED) was launched by
UNESCO in 1976 to facilitate comparisons of education statistics and indicators
across countries on the basis of uniform and internationally agreed definitions.
ISCED has since been revised twice.

3 Subsequent summits have since taken place in New York (2012), Amsterdam, the
Netherlands (2013), Wellington, New Zealand (2014), Banff, Canada (2015),
Berlin, Germany (2016), Edinburgh, United Kingdom (2017), and Lisbon,
Portugal (2018).
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School Principals in Neoliberal Times

A Case of Luxury Leadership?
Helen M. Gunter, Steven J. Courtney, David Hall, and Ruth McGinity

Introduction

Reforms to public education systems in western-style democracies have sought
to make major interventions into the identities and practices of serving and
aspiring school principals." Neoliberal transformation strategies continue to
construct the school as a corporate business, and the school principal as
entrepreneur. Drawing on empirical evidence and conceptual analysis from four
ESRC-funded projects,” we site our analysis in England as a “laboratory” for radi-
cal changes, where we explore globalizing trends in the promotion, adoption,
and evolution of the school principal as leader, who does leading and exercises
leadership. The idea and opportunities afforded by the status of corporatized
leaders, leading and leadership have been presented to the education profession
as an inspiring and motivational approach to school principalship, with claims
about improvements to pupil outcomes, through a change-imperative-induced
lexicon of modernization with moral purpose.

While critical education policy studies has sought to describe and understand
the changes taking place (Grace, 1995), to locate within policy reform strategies
and enactments (Ball et al., 2012), and to conceptualize change (Thomson, 2005),
we present an approach that provides significant new insights. Specifically, we
read our data through “luxury leadership” in order to examine the construction
of school principals as change agents in ways that tempt educational professionals
to mimic and enact identities and practices that are associated with corporate
elites. Our data show that neoliberal ideas and practices are being promoted and
shared in ways that create the conditions in which school principals can read
their agencyin alignment with those who are the forefront of capital accumulation.

Luxury leadership is a novel way of thinking about what it means to be and do
“leader;” “leading,” and “leadership” in public-service education. In drawing on
debates from critical luxury studies (Adams, 2012; Armitage & Roberts, 2016;
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Berry, 1994; Faiers, 2015), we intend examining key features: first, as an elite
project designed to segregate the leader from the led; second, as an elite practice
that requires recognition and consent from “others” as the led; third, as dynamic
and contextually located, and so while the “on the pedestal” location of the elite
leader remains intact, it is open to reimaging and rebranding.

Luxury Leadership: An Elite Project

Contemporary understandings of luxury are located in definitions that capture
the consumption of material and experiential products, hence luxury is about:
“elite objects and services available only to a privileged few” (Faiers, 2014, p. 5).
Language is focused on the “exotic” (Faiers, 2014) and “sumptuous” (Wilson,
2014), where objects and services are imbued with something extraordinary
regarding the finest raw materials and the deployment of rare craft skills, with
branding through logos attached to trusted names of people, companies, and
places. Luxury is visible to, accessible by, and known about within elite networks,
in ways that are structured through the complexities of class, family, race, and
status. There are luxury branded goods (clothes, shoes, bags, food) and
experiences (travel, hotels, leisure, service), where “the power of luxury goods is
not just their social exclusiveness and the visibility as status symbols, but the
image they have of providing sensory fulfillment: the prospect of experiencing
new sensations and pleasures” (Featherstone, 2014, p. 48). The luxury of personal
service matters, where Wilson (2014) argues that such assistance goes beyond
the idea of having the resources to employ staff (PA, housekeeper, butler, driver,
valet, image consultant) toward building a team that is integrated in ways that
suggest simulated family connections through emotional links of devotion.
It seems that in a busy world, the ultimate luxury is time, particularly being idle
or at least not having to do the ordinary things.

Luxury leadership is an object to desire and of desire. The objectification of the
person and the top job means that status, activities, and experiences are presented
as desirable — it is about holding and exercising power, and the associated
trappings and deference that create distance with material conditions, whether
that is the design/location of the office, support staff, and/or remuneration.
It is structured by power relations that enable a person as a luxury leader to be
advantaged through class, race, gender, and sexuality. The rationalities of
organizational control can mask complex forms of inter-dependencies which
may be paternalistic, and/or forms of “desired eroticized relationship between
leader and follower” which is homoerotic (Harding et al., 2011, p. 929).

A person is enabled fo desire through imagining what it would be like, what
they would do, and how it would feel and bring tangible gains through name,
reputation, and success. We are therefore tapping into Armitage and Roberts’
(2016) deployment of the “spirit” of luxury that means “the enlivening or
fundamental wellspring of humankind that imparts life to physical organisms,
contrary to their purely material components” (p. 18). Job titles and descriptions,
office furniture, and electronic presentations, are animated in ways that con-
nect emotions, motivations, and well-being. The division of labor within an
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organization means that such desire can be about rising up the ranks in ways
where such mobility is “against the odds,” while for others it is about taking their
rightful place that family, education, and wealth have guaranteed.

Leadership is exclusive, and not everyone is able to reach the dizzy heights of
the top job, and even those who feel entitled could be disappointed. What we
mean here is that while leadership is an object to desire, it is about an object
of desire through how those who are permanent followers have beliefs and imag-
inings about the person and role, and admire (or not) those who are above them
in the organizational rank order. The recognition of talent, attributes, and skills
enables leadership to be based on the assumed passive consent of non-leaders,
who imbue the person as leader with especial powers. Much is demanded of
those in leader roles, where expectations within context shape what is thought,
said, and done as leading. The creation of a team with and for the person in
charge is integral to this process, whereby the closeness-distance of executive
powers softened by personal connections and notions of shared goals and
fidelities, enables the opportunity to bask in achievements. The risks can be
huge, as failure by the leader may impact on the occupational survival of
individuals and whole teams, but the way desire works is to invest emotional
commitment into the rationality of choice in taking up a post and by those who
give various support or acquiesce to such moves.

What new insights does this provide for leaders, leading, and leadership
in schools?

School leadership has been created as an object to desire through the exhorta-
tions in reform texts and investment. There are now 70-90 differentiated school
types in England (Courtney, 2015a), and where data sets from student and school
outcomes (examination results, budget efficiencies and effectiveness, inspection
judgments, and reports) are causally linked to principal leadership. Rewards are
based on performance-related pay, acclaim in the media, and taking over other
schools, often with recognition through a Knighthood or Dame of the British
Empire. A codified evidence base and normative claims for improvement are
used to create a pipeline of aspiring school leaders (who may or may not be
trained and qualified teachers) with a ladder of accreditation and licensing. The
plural nature of the field and the option of alternative approaches to the
conceptualization and practice of school leadership are marginalized (see Gunter,
2012, 2016). Furthermore, the discriminatory effects of this approach are
recognized but this has not yet impacted on the corporatized model of
transformational leadership that dominates training and approves of practice
(e.g. Courtney, 2014; Fuller, 2015).

For example, the New Labour governments (1997-2010) had a reform program
that required principals to be “top dog”:

All the evidence shows that heads are the key to a school’s success. All
schools need a leader who creates a sense of purpose and direction, sets
high expectations of staff and pupils, focuses on improving teaching and
learning, monitors performance and motivates the staff to give of their
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best. The best heads are as good at leadership as the best leaders in any
other sector, including business. The challenge is to create the rewards,
training and support to attract, retain and develop many more heads of
this calibre. (DfEE, 1998, p. 22)

Such an approach is evident in our data:

You know, the vision for this school is in every cell in my body, and I can
stand in a church hall, or in a primary school assembly room or in the
home of a local resident who's thinking of sending their kid here, and
I can talk to them with absolute passion about what this school is about.
I don’t think every head has that commitment and passion for their
school, and I think that is the defining feature of a true leader in a
school. (06)

I've got a vision, I need to bring staff along with that vision. And for the
school, when you walk around the school, there’s an ethos in the school
which has to be created, not just by myself, but by my staff. (19)

The object to desire equates being and doing as a principal with running a
business where status and recognition are vital, and this is “an inducement to
consumption” (Berry, 1994, p. 5). Policy texts are in no doubt that this is chal-
lenging, but the creation of school leadership as the means by which to raise
standards is officially regarded as attractive for the profession (Gunter, 2012).
Our data demonstrate how principals have clarity about the required position-
ing: “I like the authority. to be perfectly honest. and I like to know that if I have
an idea, I can see it come to fruition by guiding it on its way” (13).
Official recognition of approved of practice can be important:

I was invited four years ago to a meeting in London by the Department for
Education and Skills (DfES) ... there were about 200 of us ... and that was
because we had been identified as being transformational leaders. And it
had come through a variety of Ofsted reports, knowledge from the DfES of
you, Local Education Authority recommendations and so on. (14)

While principals talk about children and learning, they have learned to focus on
delivering standards, and so this head states:

[I]Indeed, this school when I started was second to the bottom of the league
table. This year we have beaten every other inner city school, but we also
came above six other middle-of-the-road schools. Now I would say those
schools are vastly under performing. (14)

Principals have been required to shift their identities from professional matters
to data-driven comparisons in a competitive national and local context. In
addition, principals have to think about product placement in the market:
“I want the school to look different, I want it to look like something you can’t buy
anywhere else” (28). Another principal talks about strategy, asking:
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If we were a car, what kind of car would we be? And when you walk into a
Mercedes garage, you don't see lots of banners about this week’s special
offers, you just see a Mercedes sign and you see Mercedes and you know
exactly what you're getting. (08)

Integral to this is the title:

As soon as you use the word “Headteacher”, people just think you're a
school. And we’re not. We are an academy ... (20)

Some of the sorts of things I have to do is beyond what headteachers
used to do ... and ... is more about being a Chief Executive Officer rather
than a headteacher. (08)

And a sense of communicating excellence to the market:

My personal Twitter stream is followed by in excess of three thousand
followers around the world, so, yes, when I tweet, either personally or on
behalf of the school, it is [saying] that we as a school are something that
has depth.(06)

So all the purple, the umbrellas, with our branding on, the coats, every-
thing, all the marketing, all the, everything that we did was about showing
we are around and about. (05)

Branding is important, and how this is located within the status of the named
role and organization.

The focus on the top job enables the luxurious object of desire to be created
through a stratified hierarchy in which people work day-to-day, and over the
longer term there is a career structure that combines personal aims with a linear
process of experience, recognition, and accreditation. Principals reflect on their
own careers, where they realize that they could and wanted to “make a difference”
in ways related to personal agency:

I'd got fed up of doing the dogsbody work underneath. I suppose when you
get through that it might be down to a more deep feeling that maybe I could
have more effect on student life and on students generally than I was. (10)

One respondent provided a biographical narrative in which they stated “I just felt
that I really wanted to have a school of my own” and how through official
recognition they are able to develop beyond this:

at the moment my role as headteacher has also diversified into that of a
Primary Strategy Consultant Leader, so I am able to go out and support
other schools with the work and the vision of the school, so I have been
very lucky I feel in my job to date. (18)

There is a sense of exceptionalism here, as not everyone can reach the top job.
Professional luxury goods can be luxuriated in — a personal assistant who acts as
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gatekeeper on time and demands. Principal time is precious, is enabled through
discretion, and must be invested in ways that have a strategic focus on the
relentless delivery of national standards. Though there is time for the principal
to luxuriate:

Between you and me, there are times when, during the day, ... sometimes
you're sat there thinking, ‘I should be doing something. You have to sit
there and think, “Well, everything’s going as it should be, I'll just leave
this’ (08)

The focus on the school as a product, the generation of income, and the winning
of projects are exciting, and while grounded with a focus on children’s learning
and working with colleagues, segregation works through how school principals
who are teachers do not normally teach.

Luxury headship is an object of desire through the creation of sustained follow-
ership, whereby the principal is the causal location of leadership distribution to
their senior team and to other performance-controlled roles in the division of
labor. There is a tendency to use “we” when speaking about vision and mission:
“we wanted to make use of this opportunity to create something completely
unique and completely revolutionary” (06).

As two principals stated:

If I believe something’s right, I do it. I try to do it in a way that brings
others along, and I think you can, you can do that, I think my own view of
leadership is that people actually quite, like, like it if there’s a clear sense of
where you're going. (09)

I think what they [the staff] also want is somebody to make decisions. You
know, ultimately, they want somebody to lead. So you can’t dither all the
time. You can do as much inclusion as you want and get a staff voice, but at
some point in time they all go, ‘Stop discussing it and just tell me!” (19)

Agency is located in the construction of “we are in this together” combined with
distance and difference in regard to those who are led, steered, and motivated
through the especial attributes and skills of the principal. Once the organizational
brand is internally established, then forms of delegation that are currently labeled
“distributed leadership” can be used:

[Y]oure not an expert in everything so you've got to be able to delegate
leadership. (19)
And I think the ability to step back and allow other people to take for-
ward the agenda at the right time, once you've modelled it, once you've
given it direction, once you've given birth to it, as it were, is key to it. (05)
The principal has to make sure that senior leaders are “on message”: “If you
[Senior Leadership Team members] don't agree with it, in this meeting, I don’t
care what you say, you can say what you want; when you go out there, it’s one
message” (19).
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Questions and ideas can be framed as disruptive, where senior and middle
leaders as followers comment that:

We get very little negativity. It’s wonderful to see the staff response to neg-
ativity. If you get somebody who is not of the culture, negativity does not
go down well at all. (01)

There has been a time when people have passed comment and it’s got
back and they’ve got into trouble about it. (03)

There is a “veneer of glamour” (Featherstone, 2014) covering organizational
unity, and evident in the position of the school in the league table, in winning a
bid for major funds for a school project, and in the principal being called to
London to be “consulted,” and there is reflected glory for followers who plan,
teach, and grade children’s work.

Luxury Leadership: An Elite Practice

Integral to objectification are exchange relationships. When people think, say,
and do in their encounters, they do objectification through how they position the
self and others. Hence luxury leadership as an object to and of desire is created
and recreated through how power is recognized and engaged with: in this instance,
it is about asymmetry, where leader, leading, and leadership are given meaning
that shapes practice as “leader-follower” This can take place in private, but can
also be fueled through public rituals of recognition and cultural endorsements as
celebrity. Consumption of the object is never satiated, where in the “contempo-
rary brandscape” (Faiers, 2014, p. 10) there is an ever-present normalization that
rarity and exclusivity are located in distinctive roles and people who inhabit them.
Western-style democracies may speak the rhetoric of access and participation,
but they tend to be leader-centric. Normalized assumptions abound, that order
and organization are premised on exceptionality, and where occupational posi-
tions are inhabited by people with unique knowledge and attributes. People and
their leadership are identified within politics, business, academia, the arts, and
sport, where names are attached to activity in ways that create a state of “luxuri-
ous delirium” (p. 8). What we therefore need to give attention to is how luxury is
“traditionally defined by rarity and connoisseurship” (p. 5).

Luxury leadership is therefore premised on followers learning about distinc-
tiveness and what it means to take the ultimate responsibility. Connoisseurship
is embodied and “can range from simply knowing where to shop to knowing the
identity of specialist makers and which is claimed by luxury brands anxious to
reflect their price points by an equally elevated declaration of expertise” (p. 11).
The purchase of leadership as an object for the self, or the buying into leadership
by and of others as an object to control the self, requires investment within and
through exchange relationships. Following Bourdieu (1990), we draw on his rec-
ognition of how position-taking is related to the investment of symbolic capital,
along with economic, social, and cultural capitals, in order to stake a claim for
recognition. The objective relations between people in a field (exemplified within
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an organization, a meeting, a document) illuminate how a person knows which
capitals to invest and where, and knows how power works through a structured
sense of taste. A person knows, and they know how and why, regarding what to
wear, what to say, and how to relate to others with ease and deportment: “these
processes are central to connoisseurship, which involves both training the senses
and the accumulation of knowledge” (Featherstone, 2014, p. 54). Family, school,
and life in general enable dispositions to be structured within rituals, the meeting
of expectations through what is said, how it is said, and how accent is used, where
the architecture with the room and seating layout symbolizes differentiation, and
how there are understandings about the work that someone does and does not
do, and what is other people’s work. The interplay between agency and structure
is not just about access to being and doing leader, leading, and leadership but
about thinking and feeling, and how to respond to it, and the importance of how
learning takes place through recollection, that “draws the user towards more
distanced modes of aesthetic evaluation” (p. 49).

What new insights does this provide for leaders, leading, and leadership
in schools?

The complex modes of thinking, talking, and doing involved in the objectifica-
tion processes within and for luxury leadership draw attention to a complex
range of exchange relationships. There is the symbolic capital of association with
corporate leaders through new forms of schooling as autonomous businesses,
and how their expertise is important:

One of my governors, for example, works for [large IT company]. You
don’t work for [them] and know everything there is to do about the IT
world and be on the HR side of it and so on without having a really useful
and very forceful presence. (23)

The image of tough hard-nosed decision-making is evident: where one principal
states: “If it works, it works, if it doesn’t, kick it out” (02). Another head is ebul-
lient about the pleasures of team building:

I get a lot of pleasure and a lot of job satisfaction, I suppose, out of the
collective effort. The colleagues I've got are really excellent. We're different
in lots of ways but we share common core values so that means that we
have interesting times. (12)

Training and support mentoring/networking are based on functional knowledge
that enables standards to be delivered and evidenced, and where troubling issues
within the community that affect educational engagement are not allowed to
interrupt the standards agenda. The structuring of discretion means that a
particular form of connoisseurship has been developed, where challenges are
confronted based on corporate thinking and values. In a sense, there is a strong
sense of the person’s own position, which is enjoyed: “I think whatever happens,
you're king in your own school, aren’t you?” (08); “The decision-making that was
all mine, I just loved it” (05).
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Illustrative of this espoused agency is how school principals talk in binaries in
regard to staff: whether they are good or bad at their job, and how they can use
their powerful position and the standards imperative to control the appointment
process. For example, principals who take over established schools talk about
taking responsibility for teacher performance:

It’s all about the type of people, the right people and chucking out what
wasn't needed and getting in what was ... And it’s like football ... if you buy
the best players, you get some success. And if you don’t get some success,
the manager gets sacked. And I think a lot of what happens in schools is a
bit like that. (08)

Within our performance management structures, staff have three
performance management meetings with my Deputy, where targets are
agreed, monitored, assessed and then evaluated over the year. That then
influences a discussion with governors about pay, but also their position
within the school as a whole ... Staff who in their first year have shown that
they are not engaged with the school and they are not working with us and
are not taking advice and guidance on how to improve, will be asked to ...
as I say, not return in September. (06)

Principals of new schools such as academies talk about the quality of staff from
the closed “failing” local authority schools, and how in designing the new school
they exercised judgment about whether those teachers are suitable:

I absolutely 100% knew that I was not taking all of them shit people out of
the predecessor schools. (04)

There were so many people who were inadequate, the Local Authority
knew they were inadequate, they were never gonna change; they'd been
inadequate for years. And some people who should never have been
allowed near children, let alone inadequate teachers. And they should
never have been allowed to transfer to the Academy. And I spent 18 months,
two years in one case, having to take remedial action. (05)

What is important about these extracts is how the research process enables post-
hoc reflections and articulations of such key events and the leadership processes
that are demanded. Research is revealing how the principal can luxuriate in how
they take control and ensure, following Collins’ (2001) corporate maxim, that the
wrong people are off the bus, and the right people are on the bus and in the right
seats (see Courtney & Gunter, 2015).

Luxury Leadership: Dynamic and Contextually Located

Leaders, leading, and leadership as an objectification process within and of
exchange relationships are historically and culturally located and are subject
to ongoing reconstruction (Armitage & Roberts, 2016; Featherstone, 2016).
Codifying definitions can be testing, where determining what “it” actually is or
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means faces slippage, as new forms of goods and experiences actually trouble
the meaning of luxury, and seek to redefine it through new technologies
(Faiers, 2016).

There are a number of key points to make about the contextual location of use
and meaning-making. Kovesi (2015) shows how the development of the word
and the conceptual underpinnings of luxury are linked to the emergence of new
money through trade and the capacity to purchase rather than to inherit:

It was in early modern Italy that luxury emerged as a core idea in the
conceptualization of consumption for the first time since antiquity. In
early modern Italy ... things happened in the longer history of the concept
of Luxury. First the word itself was both revived in its classical Latin usage,
with the full weight of classical and Christian moral censure upon it.
Second, for the first time in Western Europe, a vernacular word was
invented for this same concept — lusso, again with pejorative connotations.
(p. 38; original emphasis)

Consequently we need to recognize that the word luxury has historically been
used in disapproving ways, but also how luxury has itself been rebranded from
condemnation to congratulation, particularly through how “positive associations
of magnificence had started to be overlaid upon classical conceptions of luxury”
(p. 38). In this sense, luxury leadership is dynamic through how what is and is not
accepted is open to disapproval and acclaim where the logic of practice is linked
to the exercise of power, which itself is subject to complex processes of challenge
and genuflection.

Faiers (2014) has noted that while luxury is now used mainly to signify approval
of exclusive splendor, there has been a shift from goods to experiences. Hence
the objectification of leaders, leading, and leadership is increasingly premised on
access by those who demonstrate merit and who take up the opportunities that
social mobility affords them. Indeed, one person, one vote means that access to
power is more widely shared now than it was in medieval Italy, and the ordinary
population are enabled to desire by nationally approved of forms of gambling
(e.g. playing the lottery) where people win extraordinary amounts of money, and
where talent shows catapult people into fame and potential wealth. Such dynam-
ics impact on how we might think about luxury leadership, and we can learn
more about this from Kovesi’s (2015) analysis:

But if luxury is one of the key words of our time, it is also one of the most
elusive to define, with paradoxes at its core. Luxury at its most elemental
is defined by the non-essential; goods or even simply experiences that are
superfluous to need. And yet the engine of luxury that fuels its associated
industries requires that superfluous desires are transformed into pressing
needs. Moreover, luxury is a concept which requires objective expression,
but which depends upon subjective perception. However, due to its sub-
jective perception, luxury’s objective expression is in constant flux. This
year’s luxury soon becomes last year’s necessity, or even base commodity.
(p. 26; original emphasis)
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How people are invited into and respond to the objectification process is there-
fore key to how luxury leadership is constructed and engaged with. For example,
Nickel (2016) engages in thinking about “the Starbucks Card Mobile App” where
the customer can order and pay for their coffee (or other products) in advance,
and then arrive and collect without getting into line. Precious time can be saved,
through the customer’s proactive approach and the barista’s responsive service
delivery. Following Kovesi (2015), it seems that the “app” is the “objective expres-
sion,” and this is linked to what it means for the busy person through their “sub-
jective perception” of the impact on their busy lives. There is more to it than this.
For Nickel (2016), the “app” illuminates the luxury of time segregation of those
who do and do not have a mobile phone, and it is an expression of power “to” and
“over,;” where some people are enabled to put themselves above and beyond
others because they don't have to get in line. Space and places are hierarchized
through how “the luxury line of priority selves gives formation to the ways in
which luxury today involves regard and disregard in the practice of time and
concomitant relations of order” (p. 56). Hence the egalitarian notions of “queuing
up” and “first come, first served” are rendered unnecessary through how some-
one can buy themselves out of the line, particularly since waiting in line is
increasingly seen as a practice undertaken by poor or homeless people (at food
banks, for welfare claims, and for night hostels). Moreover, the use of “queuing
tape” shifts the public from the self-organization of position-taking to externally
managed forms of social control where a person’s location is determined by
someone who controls objective relations through distant private decisions:
“the self-forming queue is transformed from a democratic practice into a
deeply governed practice” (p. 56). Luxury leaders not only have segregated
advantages but can be responsive to new tools that generate new advantages;
certainly the adoption of distributed forms of leadership can enable the leader at
a distance to interrupt the work of others, and potentially displace that work and
person through delegating work down the line and so use their “extreme and
random discretion” to affirm their status as the leader and their right to under-
take work that they consider to be more important (Nickel, 2016, p. 58).

What new insights does this provide for leaders, leading, and leadership
in schools?

The form of luxury leadership that we have revealed within our data has been
constructed within and for the privatization of public education in England from
the 1980s onwards. As Faiers (2014) shows, even though there continues to be
economic dislocation for many, the actual spending on luxury “has never been
greater” (p. 5), where symbolic as well as financial investment in luxury leader-
ship in public education remains high. It seems that while the rhetoric is about
raising standards in schools in areas of disadvantage: “the reality of austerity
lurches alongside widespread awareness of luxurious excess as an international
class of the super-rich floats above the landscape like the angels depicted in
Renaissance paintings” (Wilson, 2014, p. 18). Accounts by those who have recog-
nized and embraced luxury leadership as an object to desire, and are beneficiaries
of how it is an object of desire by the followers they lead, outline the adoption of
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corporate elite ideas, dispositions, and practices (e.g. Astle & Ryan, 2008). What
Gronn (2003) describes as “designer leadership” in England is enabling the
suturing of privatized aspirations with corporate gains, and so investment in
leadership training is not so much about the technicalities of the job as learning
to play the game.

Our data provide interesting insights into how this actually works. For example,
the Chair of Governors of a successful school that was at the time converting to
academy status under the 2010 Act, outlines how this decision meant that they
had been able to enter and work within the top echelons of government:

We had a very positive meeting thanks to [name of local MP and member
of the government] facilitating it to get hold of some actual capital funds
to do some stuff on the site because we didn’t seem to fit into any particular
current category ... I suppose what [name if local MP] has enabled us to do
ultimately is get in front of [name of the parliamentary undersecretary for
education] as we did this week and get him to say ‘OK, what you are doing
is absolutely what we want, we will find a way of fitting you into a funding
stream’ If I am being perfectly honest, probably that would have been
quite difficult to get that without [name of MP] opening the doors in the
first instance. But we always know, it’s not necessarily what you know, it’s
who you know, sometimes ... but I don’t think he would have done us any
favours unless he was, he was personally convinced that this was actually
going to deliver real positive outcomes. I think he is very sensitive to the
fact that he can’t be seen doing something in his constituency unless he
can stand up and say this is going to deliver results. (24)

A second example is from a principal who outlines how private funds are being
used to keep the school open:

We haven’t had enough money. So, our current predicament is being
supported by our Chairman ... Because of who he is, he’s in a position
whereby he’s got a charitable foundation and ... he’s in a position to turn
round, and if we needed a six-figure donation, he could quite easily do
that, a seven-figure donation if he had to. (20)

In this sense, agency is based on knowing how to network, jostle for position, and
pull levers to obtain funding, rather than be in receipt of funding based on trans-
parent and equitable formulas. Following Nickel’s (2016) analysis of “the
Starbucks Card Mobile App,” what is emerging is how some principals (with their
governors) can skip the queue in order to gain advantages.

The provision of public education in England is shifting from a universal
service free at the point of delivery toward stratified private provision based on
the savviness of those who are in the principal post, in alliance with those who
are interested in supporting the school (local politicians, local entrepreneurs).
Hence luxury leadership may speak more to those who head up “successful” and
“top of the league table” schools, and/or who are networked with powerful and
wealthy people. But it also speaks to those who are required to aspire to luxury
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leadership but who are troubled by those demands, and where it seems that
authentic luxury leadership is out of reach. It seems that some schools and
communities mean that principals have to accept “affordable” forms of luxury,
where they are required to speak and do corporate practices even though they
do not enable them to do the job. We have data where principals speak about
such challenges:

[M]ost of the largest proportion of schools to fail Ofsted is special schools
like ours, in a sense, understandable, isn’t it? ... you read Ofsted reports
and when it comes to talking about how well schools are doing, they are
doing hunky dory, apart from special schools ... I think I would like a little
more recognition nationally of this issue. (26)

And I feel it gets worse and worse, that no matter what you do and no
matter what progress you make, it’s always not good enough ... I know of
one headteacher’s post that came up recently in a local school, very popu-
lar school, leafy suburb, just the sort of place that you would expect people
to want to go to work, and there were three applicants. (17)

If they [the government] really want a school like this to remain secure
and on the right track, they’ve also got to recognize that it’s got second and
third generation unemployment out there, and it will take more than four
years of funding ... to make a difference to the community. (14)

The literatures on luxury are helpful in interrogating this data, particularly in
regard to how an object of and to desire is a relational process based on needs
and wants. Practices within and for objective relations are constructed within
a particular context, and so the transient nature of luxury — what was novel and
exclusive today is basic and widespread tomorrow — means there is a sense of
permanent change. The extracts indicate that what principals are actually
saying is that this change is not authentic. It seems that what principals “want”
or desire is to work on teaching and learning within a social justice and inclu-
sive context — not all children are perfect or come from perfect homes. But
they are told they “need” a model of school leadership that will enable them to
get ahead in the business game, and compete with other principals and other
schools. The experience of principals is producing stratification — those in
schools that are officially graded as excellent can luxuriate in their leadership,
but those who are not, find that luxury leadership not only does not give them
what they want, but also it does not actually give them what they are deemed
to need (see Berry, 1994).

Our data suggest a shift over the past decade. The narratives from the KPEL
project (interviews with principals that took place 2006—2007) illuminate strong
public-service values, where principals head up local authority schools and are
concerned at how the changes are impacting on who they are:

I think headship has become much more a managerial system in which the
forces of accountability are the ones that hit you large rather than the
forces of restructuring and re-culturing. (27)
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Lots and lots of concerns ... the big one was having to implement govern-
ment policy when you didn't agree with it ... I had the responsibility of
motivating staff to do the work, but convincing them that it was a good
thing do anyway ... And then a little bit further down the line, the govern-
ment policy would change again and I felt quite, not stupid, as if I'd been a
pawn in the game really (29)

Yes, I've given up many a weekend for this place. I take it as part of the
job but it shouldn’t be really. The added pressures are Ofsted and if your
SATs results dip, you know we are driven by data. It’s a cold data-led
profession and I don’t like that particularly. (30)

While luxury leadership is the mantra of success, it does not feel like that to
many of those in the job.

The type and phrasing of concerns by principals seem to reach back into
classical and Christian notions of indulgence associated with luxury:

Luxury can cause harm. Excess or straying into immorality through ‘lust’
and ‘desire’ and ‘temptation’ has generated counter-claims of ‘sacrifice’
and ‘doing without; or ‘a form of renunciation that can become associated
with alternative life orders, based on the asceticism of curbing excessive
sensations and pleasures, as we find in certain religious and political
movements’ (Featherstone, 2014, p. 48)

Indeed, one of our respondents raises other purposes for schools: “and I do think
that leadership in a Catholic school is about service, not just about leadership,
and sometimes theyre in conflict with one another” (25). Residual attitudes of
doing your best for the children through inclusion, and collaboration, are evident
in our data, and connect with civic welfare values and identities within the
research tradition in England (e.g. Ribbins, 1997). While the profession have
found the investment in “headship” to be productive, and have a strong commit-
ment to autonomy (see Thomson, 2010), the self-promotion involved in “desire”
can be seen as alien, if not a little vulgar.

By the time of Courtney’s Leadership and School-Type Diversification
(LASTD) project (from 2011), the principals interviewed are from the new
types of schools such as academies and free schools, where their narratives
illuminate how forms of luxury leadership are based on a break with public
education and local systems of democracy, with strong trends in the adoption
of corporate leadership (Courtney, 2015b). Indeed, McGinity’s (2014) three-
year ethnographic study of Kingswood Academy shows how the change from
a successful local authority school to an academy is based on the principal’s
reading of the situation in regard to the construction and funding of schools
as local businesses, and how as chief executive, there was a need to draw
on corporate and political resources and networks in order to stay ahead in
the game. While principals have been told and trained in the need to be
corporate, they learn through doing the job that what they actually need are
political skills.



Conclusion
Conclusion

Our reading of our data from four ESRC-funded projects about schools in
England has enabled the power dimensions of leader, leading, and leadership to
be interrogated. Luxury leadership is evident in policy strategies and texts, where
for serving and aspiring principals it is an object to desire — an elite especial
role — and it is an object of desire — a role where the majority cannot aspire to hold
and so are required to be followers. The construction and reconstruction of
luxury leadership within context enable the contribution to the corporatization
of schools as independent businesses during the past 40 years to be revealed.
Importantly our focus on the luxurification of leadership, speaks to what Berry
(1994) identifies as “the nature of social order” (p. xi). There are at least two
issues from this: first, hierarchy based on exclusion and imbued with power-over
status lifts the principal out of and above the “workforce;” in ways that limit
professional discourses and decisions to organizational efficiencies and
effectiveness; and, second, how priorities are identified and ranked impacts on
how our professional assets are invested in: “public resources — financial, admin-
istrative and legal — should be devoted to upholding what is socially necessary
and letting the unnecessary look after itself” (p. 241). The borderline between
what is and is not necessary is at the heart of our analysis, where our data
collected over a decade of major reforms show how principals have been posi-
tioned to deem professional and organizational branding, competition, and rank
ordering to be normal and necessary. The stratification of schools within the
market means that there are principals who can and do luxuriate, though even
principals who desire, secure, and win at leadership, can find that it can be taken
away — where contracts can be terminated, and the rapid movement of principals
from one post to another. Others struggle to engage with a form of leadership
that does not enable them to focus on the curriculum and pedagogy, and chal-
lenges deeply held notions of care and inclusion. Significantly, data from other
studies show how the recruitment of principals in England is problematic,
particularly in areas of disadvantage, and how serving principals are planning
to retire (Weale, 2016).

Our contribution for the field is therefore both conceptual through the devel-
opment and deployment of luxury leadership, but it is also empirical in putting
on record the voices of those who have experienced this major change to their
professional identities and practices. This is not just about the nature and
demands of the job, but the moral issues involved in the potential harm to the
person (and staff and children) through exaggerated forms of excess, particularly
the emphasis on high-stakes data production. Luxury leadership is enabling
some principals to play and win in the game, but as Adams (2012) argues:

When the wealthiest elites in any society usurp a disproportionate chunk
of that society’s resources and power to support their exclusive lifestyle
and supremacy, they then persuade everyone else that they too might
some day reach such meaningless heights of limitless extravagance,
however absurd the delusion.
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And he goes on to say “as a result, the charade takes the entire society hostage to
the hubris of the benighted few” (p. 174). Luxury leadership has enabled us to
reveal how too much emphasis has been put on one role, the impact this is having
on the identity and practice of those who currently or may inhabit that role, and
how those who by virtue of these exclusionary processes cannot take up that role
are rendered complicit in their own limited contribution.
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1 We are using ‘principal’ in this chapter for the role of headteacher. This is
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England. However, if our interview respondents use “headteacher” or “head,” we
have retained that.

2 The Economic and Social Science Research Council (ESRC) funds projects in the
UK on the basis of research quality. We are drawing on data from four projects — see
Acknowledgments — based on six ethnographic projects in schools and from a
database of over 40 school principals from the mid-2000s to 2015.
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The Expansion of Private Schooling in Latin America

Multiple Manifestations and Trajectories of a Global Education
Reform Movement

Antoni Verger, Mauro Moschetti, and Clara Fontdevila

Introduction

Pro-privatization policies are at the center of global debates on educational
reform, and are very present in the educational reform processes of an increasing
number of countries and regions (Mundy, Green, Lingard, & Verger, 2016;
Sahlberg, 2006). Latin America is the world region where educational
privatization, understood as the number of students enrolled in private
institutions, has grown more constantly in the last two decades (see Figures 7.1
and 7.2).! At the primary education level, the region stands out not only as
leading the ranking of regions with greater private educational participation, but
also as being the region in which such growth has been more sustained. At the
secondary level, Latin America is also among the world regions with the greatest
levels of private enrollment, topping the ranking along with Sub-Saharan Africa.

However, despite the huge expansion of educational privatization in Latin
America, the literature focusing on the phenomenon is still limited, and research
that takes a regional perspective is even scarcer (see some exceptions in Bellei &
Orellana, 2014, and CLADE, 2014). Adopting a regional perspective in the study
of educational reform in Latin America is particularly difficult given the great
internal diversity of this region. In fact, a thorough understanding of the nature
of privatization in Latin America requires a detailed analysis of the socio-
political, institutional, demographic, and historical determinants of educational
reform in a multiplicity of national and sub-national education systems.

In order to capture the heterogeneity of policies and processes through which
educational privatization advances, as well as the multiplicity of contexts in which
the phenomenon develops, our study adopts a cultural political economy perspec-
tive (see Verger, Fontdevila, & Zancajo, 2016). The main objectives of this chapter
are, first, to disassemble the nature, constraints, and variants of educational pri-
vatization in the different countries and territories in the Latin American region
and, second, to establish a typology of trajectories of education privatization that
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Figure 7.1 Percentage of enrollment in private institutions by regions — primary education,
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Conceptual Framework and Methodology

is able to capture not only the formal processes of educational privatization, but
also the contextual character in which these processes develop in the region.

The chapter is organized as follows. In the first section, we present the con-
ceptual framework and the methodology adopted in the study, both for data
collection and for analysis purposes. In the second section, we systematize and
present the six different trajectories toward educational privatization that we
have identified in Latin America. In the third and last section, we discuss the
results of our review and present the main conclusions.

Conceptual Framework and Methodology

Defining Education Privatization

Originally, proponents of pro-market policies aimed at converting state school
systems into private supply systems strongly subject to incentives and competi-
tive pressures (Friedman, 1955). However, the processes of privatization and
destatalization of education systems (Jessop, 2002) have not in practice responded
to a single path and have rather been characterized as “complex, multifaceted
and interrelated” processes (Ball, 2009, p. 83). Thus, privatization has typically
manifested itself in the constitution of hybrid education systems in which the
public and the private sectors interact and distribute responsibilities in a com-
plex and often contradictory manner (Maroy, 2004).

In a widely circulated publication, Ball and Youdell (2008) capture this hetero-
geneity by distinguishing between two major types of educational privatization:
on the one hand, exogenous privatization, which occurs when states open the
public sector to private participation (including different schemes of public-pri-
vate partnerships, vouchers in education or charter schools programs) and, on
the other, endogenous privatization, consisting of importing into the public edu-
cation system private sector techniques and practices, such as business-like
school leadership policies or performance-driven financial incentives (Coupland,
Currie, & Boyett, 2008). Nonetheless, although this conceptualization succeeds
in overcoming excessively linear and rigid distinctions between the public and
the private categories in education (Burch, 2009), in practice, exogenous and
endogenous forms of privatization usually develop in an interconnected way
(Verger et al., 2016).

Strictly speaking, the complexity of the privatization phenomenon requires a
rethink of the public-private dichotomy and conceiving educational privatization
as a gradual and contextualized process of institutional transformation. For
feasibility and conceptual clarity purposes, this study focuses mainly on the
analysis of exogenous privatization processes, independently of their possible
connection with other processes of privatization of a more endogenous nature.

A Systematic Review Approach

In order to map the situation of educational privatization in Latin America, this
chapter triangulates three methods of data collection. First, our research is based
on a systematic review of the literature focusing on the processes of educational
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privatization in Latin America (see Gough, Thomas, & Oliver, 2012). Specifically,
we have reviewed the scientific production on privatization at the primary and
secondary education levels contained in academic sources (from the SCOPUS
and Google Scholar databases) and in gray literature published between the years
1990 and 2016 (see Appendix B).

Second, these data have been combined with statistical information on rates
of enrollment, percentages of participation of the private sector in student
enrollment, among others. The sources of data under consideration come pri-
marily from the UNESCO Institute for Statistics and World Bank Educational
Statistics.

Third, we conducted interviews with key informants and experts in specific
educational contexts and countries (n=16) in order to triangulate the statistical
information and data obtained from the academic literature, prioritizing those
countries where less updated research on education privatization is available.

Main Results: Different Trajectories toward Education
Privatization in Latin America

For the synthesis of the retrieved data via the literature review, statistical sources
and interviews, we relied on the categorization of trajectories toward educa-
tional privatization on a global scale previously systematized by Verger et al.
(2016). According to these authors, educational privatization can be manifested
in at least six different trajectories: (1) as part of the structural reform of the
State; (2) as an incremental reform; (3) educational privatization in Nordic wel-
fare states; (4) historical public-private partnerships; (5) privatization by “default”;
and (6) privatization by way of disaster. These global trajectories have been
adapted and redefined for the Latin American context. Specifically, the so-called
“Nordic way” to education privatization, which occurs eminently in countries
with well-developed welfare states, does not apply to the Latin American con-
text. In Latin America, in contrast, we identify a trajectory toward education
privatization that has not been sufficiently studied at a global level, which we call
“latent privatization”

Table 7.1 shows, schematically, the main components of the trajectories toward
educational privatization that we have identified in Latin America. In the
following lines, we present in more detail the main characteristics of each of
these trajectories; we illustrate them on the basis of the most representative
national cases, and by focusing on the main contextual contingencies, agents,
and drivers of education privatization.

Education Privatization as Part of the Structural Reform of the State

Educational privatization might take on a structural character and entail a pro-
found redefinition of the role of the State in the financing, provision, and regula-
tion of education. As a result of this drastic redefinition of roles and functions,
the State moves from providing education directly to focus on the evaluation of
educational outcomes and on the distribution of incentives.



Table 7.1 Summary of results

Path (countries) Drivers of educational privatization Origins Actors Policy outputs
Privatization as a e Neo-liberal orientation of the military 1980s Military Junta; technocratic Per capita funding scheme
structural state reform dictatorship governments and other mechanisms of
(Chile) e Authoritarianism Center-left governments school competition
e ‘Public education in crisis’ discourse Families Private sector liberalization
e Mechanisms explaining continuity: Private providers Extended school choice
— Difficult reversibility for institutional/ Endo-privatization reforms
legal framework
— Political pressure from parents and pri-
vate providers
— Ideological evolution of center-left
political parties
— Negotiation with conservative parties
- Aid conditionality from the World Bank
Scaling up privatization e New public management paradigm 1990s-2000s  Local and state governments  Public-private partnerships
(Colombia, Brazil) e Resistance to pro-market proposals. Private providers Charter schools
Charter model as second best (Colombia). Teacher unions Small-scale voucher programs
e Administrative decentralization
(federalism)
e Strong inequalities
e Legal framework defines education as a
‘service’
Default privatization e Increasing educational demand 2000s Small local entrepreneurs LFPSs (sole proprietors and
(Peru, Dominican inadequately addressed by the state International agencies chains)
Republic) e Overcrowding of public schools, Transnational corporations Integration of LFPSs in PPPs
especially in urban areas.
e State ambiguity regarding the private
sector (regulation/deregulation)
e Legitimating effect provided by the

increase in school coverage

(Continued )



Table 7.1 (Continued)

Path (countries)

Drivers of educational privatization

Origins

Actors

Policy outputs

Historical public-
private partnerships
(Dominican Republic,
Argentina)

Privatization by way of
disaster (El Salvador;
Guatemala, Haiti,
Honduras, Nicaragua)

Latent privatization
(Uruguay)

Historical centrality of faith-based 1940s-1960s
institutions in educational provision

Increasing educational demand in

contexts of fiscal crisis

Choice and freedom of education as

legitimating frames

Pressures to expand PPPs to non-religious

providers

Difficult reversibility from a financial

perspective

Triggering effect of natural disasters or 1990s—2010s
armed conlflicts; crises as opportunities for

privatization advocates

Lack of democratic debate as a result of a

situation of exception

Emphasis on emergency legitimate

controversial reforms

State vulnerability and strong presence of

external agencies (especially, multilateral

development banks)

Loss of prestige of public education 2000s-2010s
Historical tax exemptions for religious
institutions despite strong secular
tradition

Establishment of partial tax exemptions
for private donations to educational
institutions

Promotion of infrastructure public-
private partnerships in the context of
budgetary constraints.

Support for public subsidy formulas by
social-democratic forces (ideological
evolution; impact of global trends)

Religious institutions
Private non-religious
providers

International agencies
(especially the World Bank
and the IDB)
Market-oriented think tanks

Private providers acting as
interest group

Think tanks

NGOs

Political parties

Long-term public subsidies
for private schools
Deregulation and autonomy
for private schools

School-based management
reforms (SBM)
Consolidation and expansion
of the central role of
subsidized private education
via vouchers

Infrastructure PPPs
Indirect funding for private
providers via tax exemptions




Main Results: Different Trajectories toward Education Privatization in Latin America

The process of privatization undertaken by Chile is one of the most paradigmatic
exponents of this trajectory toward privatization. A profound reform of primary
and secondary education implemented during the military dictatorship
(1973-1990), led by General Augusto Pinochet in the beginning of the 1980s,
turned this country into a pioneering case of orthodox application of the neo-
liberal doctrine in the field of education. This reform was fundamentally
articulated through a voucher system that aimed at promoting school choice
and school competition dynamics. Over time, the voucher scheme adopted a
quasi-universal character, reaching 90% of primary and secondary school
enrollment in the country (Paredes & Ugarte, 2009). Other key elements of the
reform were the decentralization of public school management to municipali-
ties and the deregulation of teaching work (Bellei, 2007).

The first element to aid understanding of the adoption of this reform in Chile
is the strong influence that neoliberal monetarist economic theories, developed
under the influence of the Chicago School and especially the economist Milton
Friedman, exerted over Pinochet and his cabinet. The ideological commitment
of the Junta Militar to the neoliberal doctrine explains the early adoption, the
rapid advance, and the marked political origin of the reforms — in education and
other policy fields — through which this doctrine was implemented (Fourcade-
Gourinchas & Babb, 2002).

Nonetheless, beyond factors of an eminently ideological nature, there are other
elements that also led to the implementation of such an ambitious reform agenda.
On the one hand, the relatively low economic growth experienced by Chile dur-
ing the 1960s and 1970s, together with high levels of inflation, contributed to
generate social tension and unrest that ultimately legitimized the radical nature
of the reforms undertaken (Fourcade-Gourinchas & Babb, 2002). On the other
hand, the context of hard political repression of the dictatorship made the articu-
lation of an effective opposition to such drastic reforms impossible (Delannoy,
2000; Gauri, 1998).

The return to democracy in 1990 raised many expectations about a possible
reversal of the pro-market reforms in education. However, the market system did
survive to the new democratic regime (Carnoy, 2003). The center-left coalition
that emerged in the first democratic elections kept unchanged the main charac-
teristics of the market model during the almost two decades in which it remained
in power. Although an attempt was made to address the quality and equity defi-
ciencies of the education system, these objectives were followed in practice from
a compensatory perspective, without challenging and altering the centrality
acquired by market mechanisms and logics within the system (Mizala, 2007).

The continuity of the market regime in the Chilean education system is
explained by a complex combination of factors and circumstances. First, the high
level of participation of private actors in the education system had resulted in the
articulation of a series of interest groups (including private providers and fami-
lies) with the capacity to exert strong political pressure to maintain the pro-mar-
ket rules (Carnoy, 2003). Second, the Constitutional Organic Law on Education
approved in the final stage of the dictatorship protected the market rules of the
game in education. Due to its organic character, it was very difficult to have a
sufficient majority in the Parliament to modify this law. Third, internal tensions
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within the successive center-left coalition governments prevented the return to a
national system of public education, since not all factions within the government
were politically committed to advancing a pro-public education reform (Bellei &
Vanni, 2015; Gauri, 1998). Fourth, and finally, the aid conditionalities of the
World Bank also contributed to the continuity of the educational market scheme.
In some of the lending procedures approved in the 1990s, the World Bank made
explicit that Chile had to maintain both the voucher scheme and the high level of
decentralization of the system (Cox & Avalos, 1999).

Finally, the approval of the educational copayment policy in 1993, as a result of
the pressures of the conservative opposition (Mizala, 2007), represents a turning
point in the increase of educational privatization. This policy, which enabled pri-
vate schools that were publicly subsidized via vouchers to collect additional fees
from families meant the consolidation and expansion of private provision by
making education a potentially lucrative economic sector (Carnoy, 2003).

Since 2014, the center-left government has been promoting an educational
reform process aiming at expanding public education and reducing the centrality
of market dynamics within the system. However, the high level of educational
privatization and the structural character that privatization has acquired are
making the reversal of privatization in Chilean education very challenging. As
Bellei (2016) points out, recent governmental initiatives to deprivatize education
face strong resistance, which is both pragmatic (due to the strong reliance of the
system on private provision) and ideological (due to the prevalence of a concep-
tion of education as a private good) in nature.

Privatization as an Incremental Reform

In some countries, education privatization has advanced not as a result of drastic
or structural reforms, but rather as a consequence of the accumulation of gradual
measures and changes. These changes are frequently adopted at a sub-national
level and, to some extent, appear disconnected from one another. However, the
sum of these partial changes ends up significantly altering the structure and gov-
ernance of the public education system. In Latin America, these processes can be
most clearly observed in Colombia and in Brazil. Both cases have in common a
number of characteristics, which are as follows.

First, both countries are characterized by high levels of decentralization and by
the existence of important inequalities between regions — so that the adoption of
profound education reforms at a national level is particularly difficult.
Furthermore, the decentralization of public administration has not always
ensured a clear distribution of education responsibilities between national, state,
and local-level authorities. Frequently, governments have the capacity to stimu-
late the provision and consumption of private education through fiscal incen-
tives (see Rezende Pinto, 2016, for the Brazilian case) but do not have the power
to determine and enact reforms with a direct impact on the governance of the
education system.

Second, a series of legal arrangements in both countries formally recognizes
the role of the private sector in the provision of education and, most importantly,
accommodates and encourages the outsourcing of education services to private
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providers. In Colombia, although the 1991 Constitution establishes the right to
free education up to the age of 14, the 1994 General Education Act opens the
possibility of charging fees to those who can afford them, and establishes the
obligation for the State to contract private education providers where the public
offer is not sufficient (Termes, Bonal, Verger, & Zancajo, 2015). In Brazil, the 1988
Constitution guarantees the freedom of teaching and protects private education
provision — provided it conforms to general regulations and it is formally recog-
nized by public authorities (Reis de Figuereido, 2016). Moreover, the education
reform promoted in 1996 by the first Cardoso administration, aimed at the
modernization of the public system, endowed local governments with further
levels of competence and financial responsibility, and allowed non-profit schools
to benefit from public subsidies (Bellei & Orellana, 2014).

Third, several factors have fostered a middle-class flight to private schools.
This process has been the consequence of a combination of factors including
high levels of social inequality, the stringent regulation of school choice within
the public sector, and the chronic under-funding of public education (although
the public education investment in Brazil rebounded significantly during the
Workers’ Party’s last terms in office).”

Finally, the difficult advance of pro-market reforms at the national level is not
solely the consequence of institutional contingencies (i.e. high levels of adminis-
trative decentralization), but also of the result of a range of political specificities
among which teacher unions’ resistance features prominently. In Brazil, govern-
ment action is unlikely to prosper without the support from labor organiza-
tions — including teachers’ unions, openly opposed to market-oriented reforms
(Brooke, 2006). In Colombia, the possibility of adopting a voucher program
was finally dismissed in anticipation of the (predictably fierce) opposition from
left-wing parties and from the national teachers’ union — the influential
Colombian Federation of Educators® (Termes et al., 2015).

In both countries, the combination of manifest and latent forms or resistance
has resulted in the selective advance of market policies perceived as moder-
ate — including charter schools programs (Termes et al., 2015), and measures
of endogenous privatization such as pay-for-performance and results-based
budgeting schemes (Da Silva & Alves, 2012). The implementation of this kind of
policy tends to be limited in scope, so that their impact in the long run is uncer-
tain — they can be extended to other areas (as was the case of the charter schools
program in Colombia), but also eventually discontinued once the pilot stage
is over.

Privatization “By Default”: The Emergence of Low-Fee Private Schools

In most low-income countries, the private sector has expanded substantially in
the last decades — even in the absence of policies deliberately aimed at promoting
privatization. In these countries, a combination of factors has created a window
of economic opportunity for the emergence of private education providers,
including an increase in education demand, limited access to (quality) education,
and the restrictions faced by the State in addressing these challenges (De,
Noronha, & Samson, 2002; Phillipson, 2008; Tooley & Dixon, 2006). Privatization
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in these contexts can thus be considered to advance “by default” The main pri-
vatization modality expanding in these contexts is the emergence of so-called
low-fee private schools (LFPSs). LFPSs are defined as private schools that have
been set up and are managed by an individual or small group of individuals, have
generally a for-profit motive and offer basic education to low-income families in
exchange for relatively low fees (Phillipson, 2008; Walford, 2011).

Some researchers argue that the advance of this model is related to the almost
inherent “quality advantage” of private schools over government schools,
which would presumably have a determining impact on families’ school choice
decisions (Tooley & Dixon, 2006). However, a number of studies explain the
population migration to private schooling by pointing to the governmental
neglect of public education (which has resulted in the lack of resources and/or
massification of public schools, or in the absence of free alternatives located in
close proximity), and also to the specific linguistic and religious preferences of
certain social groups that are not satisfied by the public sector (Hdrmi, 2013;
Sarangapani & Winch, 2010; Srivastava, 2008). From an equity perspective, the
alleged affordability of LFPSs is also a controversial question. In most of the
cases, fees are not sufficiently low so as to avoid excluding the poorest sectors
(Day Ashley et al., 2014).

In Latin America, similar factors are behind the recent expansion of LEPSs in
countries like Peru and the Dominican Republic. First, in both countries, the
expansion of the LFPS sector has been particularly sharp in urban and peri-urban
areas that have recently experienced high levels of population growth — coupled
with a major rise in education demand. In the city of Lima, enrollment in private
basic education rose from 29% in 2004 to 50% in 2014, which is a period of rapid
LFPSs proliferation (Balarin, 2016). In the Dominican Republic, comparable
trends have been documented in Santo Domingo in connection with an unprec-
edented demographic growth experienced by the city during the last decades of
the twentieth century (Flores, 1997; Guzman & Cruz, 2009).

Second, the lack of public investment in education has given rise to severe
shortages of school places in a public sector that is under great pressure due to
increasing levels of educational demand. In the Dominican Republic, for instance,
public investment in education hardly ever exceeded 2% of the GDP in the 1970—
1995 period. The cumulative deficit of public school places led to the over-enroll-
ment of state schools — a trend only partially reversed between 1993 and 2005
through the Education Decennial Plan initiated in 1993 (Guzman & Cruz, 2009;
UIS, 2016).

Third, educational authorities in these countries often adopt a tolerant, lax or
ambiguous attitude when it comes to the supervision and regulation of the LFPS
sector — and in fact many LEPSs are not formally recognized or authorized by the
administration. In Peru, for instance, their regulation falls partially under the
jurisdiction of the Consumer Protection Office instead of the Ministry of
Education (Balarin, 2016). Consequently, the sector frequently operates in a
highly deregulated environment, in which quality standards are often neglected
as a means to keep costs down. Most of them, for instance, turn to the use of
non-qualified teachers, and teacher salaries are frequently lower than those of
their unionized counterparts in the public sector. However, and in spite of these
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irregularities, the increase in education access associated with LFPSs has a
crucial legitimation effect. In the Dominican Republic, for example, Flores (1997)
notes that “a high dose of tolerance has been required in order to avoid a massive
closure of schools that, although precariously, offer education services which the
State is unable to provide” (p. 10, authors’ translation).

Historical Public-Private Partnerships

In some countries, the heavy reliance on private provision is the result of a
long-standing tradition of collaboration between the State and religious organ-
izations in the educational field. These countries rely on dual systems that
combine public and private schooling, whose institutionalization is discon-
nected from (and in fact pre-dates) the emergence of neoliberal policies and
discourses of the 1980s. In their attempt to establish or expand their education
systems, these countries opted for the instauration of stable partnerships with
religious entities — establishing alliances that would be subsequently extended
to other types of providers. In Latin America, these kind of public-private part-
nerships (PPPs) are particularly well established in the Dominican Republic
and Argentina.

In the Dominican Republic, the religious sector has played an important role
in the provision of education since the middle of the last century, typically in
partnership with the State (Guzmén & Cruz, 2009). The agreement signed in
1954 between the Vatican and the Dominican Republic government resulted in
the institutionalization of a regime of public subsidies to Catholic schools, mod-
eled on the Dutch PPP system. As a consequence of this treaty, which remains in
force to this day, and the low levels of State investment in public school infra-
structure, the Dominican education system includes a high number of “publicly
owned and privately managed schools” and “semi-official schools” (Flores, 1997).
The former are owned by the State, but are generally run by the Catholic Church,
whereas the latter are privately owned, mostly by Catholic congregations, and
supported by the State through the transfer of funds earmarked for the payment
of up to 90% of teacher salaries. In addition, the Ministry of Education and the
Dominican Episcopate signed in 2015 a contested agreement that contributes
decisively to the consolidation of the system by expanding the number of Catholic
schools entirely subsidized by the State (Tejada, 2015).

In the Argentinian case, the configuration of a large-scale education PPP is the
result of a different combination of factors. In this country, the period between
the establishment of the nation state in the 1860s and the early 1950s was char-
acterized by the progressive contraction of the private sector and the expansion
of public education. Around 1945-1950, the private sector accounted only for
7% of enrollment in primary education (Morduchowicz & Iglesias, 2011).
However, from the 1950s to the present, there has been a steady increase in pri-
vate enrollment (Morduchowicz, 2001; Narodowski & Moschetti, 2015).

The origins of this privatization process in the country can be found in the
institutionalization in 1947 of a system of public subsidies to private education.
The system was initially envisaged as limited in scope, as it was essentially aimed
at tackling the job instability affecting the teachers of a (then shrinking) private
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sector, which contrasted with the improvements in the public sector secured by
unions (Cucuzza, 1997). However, between the 1950s and the 1990s this arrange-
ment was progressively extended, enabling a greater participation of the State in
the private education sub-system. The expansion of the system was accompanied
by a process of deregulation of the private sector, which gained also significant
levels of autonomy (Morduchowicz, 2001; Narodowski & Andrada, 2001). This
evolution, in turn, was paralleled by a process of legitimation of private provi-
sion — based on the principle of “freedom of education” and on criticism of State
interventionism (Vior & Rodriguez, 2012). This way, the subsidy system ended
up acquiring a structural character so that, currently between 40—100% of teacher
salaries are directly funded by provincial governments in as much as in 65% of
the total number of private schools in the country (Mezzadra & Rivas, 2010;
Moschetti, 2015).

Recently, the expansion of the private sector has benefited from the economic
growth experienced by the country during the post-crisis period (2001-2002)
(Bottinelli, 2013), and especially from a relative redistribution in favor of an
emerging lower-middle and middle class (Gamallo, 2011; Judzik & Moschetti,
2016). Currently, the private sector accounts for nearly 30% of the total enroll-
ment in compulsory education, and for over 40% in major urban centers.

Fundamentally, the Argentinian PPP results from the sedimentation of a series
of decisions made by different governments and ruling parties (during both dem-
ocratic and non-democratic periods). Either by act or omission, successive
administrations have supported and consolidated a dual system of education
provision (Gamallo, 2015; Narodowski, Moschetti, & Gottau, 2017; Vior &
Rodriguez, 2012). This partnership has long been perceived as a cost-efficient
means to expand education coverage in a context characterized by increasingly
frequent periods of budgetary constraint (Narodowski, 2008). Such a perception,
together with other factors such as the country dependency on private provi-
sion,* the lobbying power of particular associations of private providers, and the
presence of private sector representatives within the organizations in charge of
monitoring the non-State sector, makes the reversion of this hybrid system par-
ticularly difficult (de Luca, 2008; Puiggrds, 2003).

Privatization by Way of Catastrophe

In some countries, educational privatization occurs in the context of catastro-
phes or deep humanitarian or political crises. Emergency situations, natural dis-
asters, or armed conflicts often provide a fertile ground for drastic educational
reforms that would face greater difficulties advancing under conditions of nor-
mality or stability (Saltman, 2007). In Latin America, the cases of El Salvador,
Nicaragua, Guatemala, Honduras, and Haiti well illustrate this path toward edu-
cation privatization.

In spite of their great diversity, these different cases share a series of elements
that give consistency to this path. First, episodes of humanitarian crisis lead to a
significant presence and influence of external agents who conceive the affected
territories as “testing grounds” for innovative policies and solutions. Second, in
post-disaster contexts, the democratic debate is often overshadowed by the
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prevailing sense of urgency. This ultimately facilitates the adoption of drastic
reforms that would otherwise generate more debate and controversy. Finally,
catastrophe episodes offer a considerable amplification potential so that reforms
adopted in these contexts are frequently replicated beyond the initial geographi-
cal and time boundaries (Verger et al., 2016).

During the 1990s, El Salvador, Nicaragua, Guatemala, and Honduras adopted
similar educational reforms that were introduced under very adverse social and
political conditions with the support of international aid agencies. These reforms
mainly focused on the adoption of educational decentralization policies
and school-based management programs (SBM), paradoxically, in a time when
pro-decentralization reforms faced strong opposition in the region (Edwards,
2015; Ganimian, 2016).

With some differences, the various SBM programs implemented in Central
America were characterized by their managerial approach, seeking to expand
access to education with significant savings derived from the unpaid labor of
parent associations, the use of existing infrastructures and, fundamentally, the
reliance on lower teacher salaries than in the public sector. As forms of endoge-
nous privatization, these programs contributed to delegitimize state provision
and weakened teachers’ unions (Cuéllar-Marchelli, 2003).

Significantly, SBM programs implemented in the region were adopted in a
context of suspension of the democratic debate. In El Salvador, the civil war
(1980-1992) served as the basis for the implementation of the EDUCO program
(Educacion con Participacion de la Comunidad) during the final stage of the con-
flict. The first World Bank loan used to implement the program was agreed upon
in 1991, before the peace agreements of January 1992, in a political context that
was not yet conducive to an open and democratic policy debate (Guzman, Mesa,
& De Varela, 2004).

Similarly, in Nicaragua, the PEA (Programa de Escuelas Autdnomas) was
launched in 1993 after two decades of armed conflict and in a context of severe
economic constraints. In this case as well, external influence played a key role in
the reform process. The program benefited from assistance coming from the
World Bank, the Inter-American Development Bank (IDB), and the US Agency
for International Development (USAID), and was implemented by a govern-
ment coalition with the explicit support of the US government (Castillo &
Martinez, 2015).

In Guatemala, PRONADE (Programa Nacional de Autogestién para el Desarrollo
Educativo) also originated in the final phase of the country’s 36-year-long conflict,
and received technical and financial support from the German Development Bank,
the French government, and the World Bank. However, it should be noted that this
assistance was never as significant as the one received by other Central American
countries for the implementation of SBM programs (Ganimian, 2016).

In Honduras, PROHECO (Proyecto Honduresio de Educacién Comunitaria)
was adopted later in 1999 and was fully financed by the World Bank. With
teachers’ unions engaged at the time in a struggle to meet wage increases, and
in a context of crisis triggered by Hurricane Mitch, the World Bank faced little
resistance and was able to openly promote SBM as means of recomposing the
educational system (Yitzack Pavén, 2008).
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Finally, in Haiti, the devastation resulting from the earthquake that struck the
country in 2010 was key in the consolidation and integration of public-private
partnership schemes rather than in the expansion of the private sector, which
already accounted for 80% of the total enrollment in the 2000s (Demombynes,
Holland, & Ledn, 2010; Vallas & Pankovits, 2010). The earthquake and the con-
sequent need to rebuild the education system transformed what had been until
then a de facto privatization trend into a set of deliberate pro-privatization
policies. Specifically, the reconstruction programs implemented in Haiti focused
on remodeling and integrating the private sector through a system of public sub-
sidies for private providers. This funding system was essentially channeled
through a reform plan announced in March 2010 by the IDB, which became the
main government partner in the reconstruction of the educational system
(McNulty, 2011; O’Keefe, 2013; Vallas & Pankovits, 2010).

Latent Privatization

The last path to education privatization describes countries where private edu-
cation has historically had a very limited development, but where privatization
policy discourses and practices more recently have been emerging. In these
countries, pro-market discourses and logics are gaining centrality within both
policy circles and public debates, something that denotes an incipient penetra-
tion of a privatization agenda that is already widespread in other parts of the
region. This latent privatization path is well represented by recent developments
in Uruguay. In this country, the public sector retains a central role in educational
provision and private education has had a relatively small weight throughout
most of the twentieth century, ranging from 10-15% of the total enrollment
(Bellei & Orellana, 2014; Betancur, 2008; INEED, 2015; Mancebo, 2008). To a
great extent, the limited development of the private sector in the Uruguayan
education system is due to the country’s strong secular tradition, linked to the
early separation of the Church and the State (see Da Costa, 2009).

However, the reasons for the limited growth of the private sector and the lack
of penetration of the neoliberal agenda in education during the 1980s and 1990s
remain more uncertain. The reviewed literature points to explanations of a dif-
ferent nature, including: (1) the “personal” ideological preferences of the promot-
ers of the educational reforms of the 1990s, who opted for a “cushioned neoliberal
reform,” despite the conservative sign of the government of the time (Betancur,
2008); (2) the key role of public schooling in the establishment of the modern
Uruguayan state and its association with a democratizing political project
(Betancur, 2008; Bordoli & Conde, 2016); (3) certain specificities of the country’s
institutional tradition and the architecture of its political-administrative system
(especially its gradualism, pluralism, and centralism) (Betancur, 2012; Bordoli &
Conde, 2016; Lanzaro, 2004); (4) the opposition to the neoliberal agenda led by
social organizations (Moreira, 2001); and (5) the limited influence of the IDB and
the World Bank in the country.

In recent years, however, a significant change in the discursive order can be
appreciated. Different political and civil society actors have started to associ-
ate private provision with higher levels of efficiency, while dissociating public
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education from quality education and questioning the link between public
education and social mobility. These discourses have proliferated under a
growing perception of an “educational crisis” (Betancur, 2008; Bordoli &
Conde, 2016).

While these discursive changes have not translated into an immediate growth
of the private sector, they have contributed to creating a propitious climate for
pro-privatization proposals by setting new priorities in the political agenda and
infusing a new “common sense” regarding public education among the political
class. Accordingly, voices in favor of freedom of choice, private provision, and
public funding schemes have been growing since the 2000s (Betancur, 2012;
D’Avenia, 2013). Although such proposals are more clearly associated with the
center-right party (Partido Colorado) and with groups linked to the Catholic
Church, this agenda has permeated almost the entire political spectrum, being
gradually assumed by factions of the current center-left government coalition
(Frente Amplio) (Bordoli & Conde, 2016).

Finally, it should be noted that, beyond the current absence of pro-market poli-
cies in education, some recent legislative changes have sought to create a private
initiative-friendly environment for the provision of social services. Specifically,
the 2007 tax reform established a tax exemption of 82.5% for business donations
to educational and social entities. This law has not translated into a clear increase
of private educational initiatives, but has had a consolidation effect of preexisting
dynamics. At the same time, the law has encouraged the establishment of a small
group of experimental privately-run, free-access secondary schools, targeted at
economically disadvantaged students (Bordoli & Conde, 2016). Likewise, the
new budget law of 2015 establishes a remarkably favorable framework for public-
private partnerships in the field of infrastructure, which is potentially susceptible
to being extended to the management of educational centers.

Conclusion

Education privatization is a global phenomenon that is particularly pronounced
in Latin America. Despite the global dimension that education privatization has
acquired, the growth of the private sector in the region does not respond to a
monolithic reality and rather advances through a wide range of different trajec-
tories. International aid organizations have been very active in the promotion of
pro-private sector reforms in relation to some of the trajectories identified, but
education privatization processes in Latin America do not necessarily corre-
spond to the penetration of global neoliberal agents and the expansion of neolib-
eral discourses in national policy settings. In fact, as our research shows, the
increase in private schooling in the region needs to be understood in the light of
a series of markedly endogenous specificities and contingencies of a political,
economic and institutional nature.

The literature on educational privatization in Latin America is not equitably
distributed in territorial terms. Some national cases, such as Argentina,
Colombia, and especially Chile, are well documented and studied from a great
variety of approaches. On the contrary, some cases of expanding educational
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privatization, which would be of great interest from a political economy
perspective, are particularly under-documented. Ecuador, Panama, Paraguay,
Uruguay, and Venezuela are clear examples of this. In these cases, the available
literature is usually scant or comes basically from non-academic sources. In
any case, the relative scarcity of literature for certain geographic areas certainly
does not reflect a lack of relevance of the issue of educational privatization but
rather the existence of central and peripheral areas in the production and
dissemination of scientific knowledge.

Although we have drawn the paths toward educational privatization on the
basis of national cases, it should be noted that, in some countries of the region,
educational privatization results from the convergence of elements, mecha-
nisms, and actors pertaining to more than one path, as in the case of the
Dominican Republic, where both historic PPPs and the rapid emergence of
LEPSs are happening simultaneously. In addition, in most educational systems in
the region different pro-privatization policies overlap and sediment in complex
ways. The governments’ lack of institutional capacity to impose and sustain
reforms over time gives Latin American educational systems a fragmented
appearance that reflects the coexistence of different and, at times contradictory,
educational policies.

Finally, this study suggests that against the general trend in the region, in some
cases private enrollment has been on a downward trend in recent decades. This is
particularly the case of Bolivia, where the recent decrease in private enrollment indi-
cates that we could be facing a possible path toward education de-privatization.
While in this Andean country educational de-privatization could be the result of a
series of policies favoring public schooling (higher levels of investment, broader
teacher training programs, conditional cash transfers, and greater government over-
sight of the private sector) (see Marco Navarro, 2012; Mogrovejo, 2010; Schipper,
2014), more evidence is necessary to identify the main causes and drivers of educa-
tional de-privatization, as well as, more generally, the circumstances under which
this process could be effectively promoted and encouraged through public policy.

Notes

1 See also Appendix A for a country-by-country overview of the evolution of
enrollment in private institutions.

2 In Portuguese, Partido dos Trabalhadores.

3 In Spanish, Federacion Colombiana de Educadores.

4 Private education may account for up to 50% of the total enrollment in certain
urban areas.
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Evolution of Enrollment in Private Institutions by Country: Primary and Secondary Education

Appendix A Evolution of Enrollment in Private Institutions
by Country: Primary and Secondary Education

Table A.1 Percentage of enrollment in private institutions by regions: primary education.
Selected countries, 1990, 2000, 2014.

% private % private % private Levelin Level
enrollment  enrollment  enrollment % 1990 in 2014

Country 1990* 2000** 2014%** Variation FRER *xER
Peru 12.6 13.0 27.2 116.2 L M
Brazil 8.5 8.3 16.2 91.1 L M
Costa Rica 4.7 6.9 8.8 88.0 L L
Jamaica 4.8 52 8.5 78.5 L L
Panama 7.8 9.9 13.8 76.1 L L
Honduras 5.8 6.1 9.8 71.1 L L
Ecuador 15.9 21.8 24.3 52.6 M M
Chile 419 46.5 60.2 43.6 H H
Meéxico 6.0 7.4 8.5 42.8 L L
Argentina 18.9 20.6 25.3 34.2 M M
Paraguay 15.0 15.0 18.9 26.4 L M
Venezuela 15.0 14.4 18.7 24.4 M M
Nicaragua 12.6 16.0 15.6 23.2 L M
Colombia 15.2 18.8 18.7 22.5 M M
Haiti 67.0 76.7 77.2 15.3 I I
Dominican  21.2 15.8 23.6 10.9 M M
Republic
Uruguay 16.2 14.0 16.1 -0.3 M M
El Salvador  11.0 11.2 10.8 -1.7 L L
Guatemala 16.2 12.8 11.1 -31.2 M L
Bolivia 20.7 20.7 9.2 -55.5 M L

Source: Adapted from data from the UNESCO Institute for Statistics (2016) and the World Bank

Data (2016).

Notes:

*Argentina (1988); Bolivia (2000); Brazil (1999); Chile (1997); Dominican Republic (1991); Ecuador
(1993); El Salvador (1998); Guatemala (1991); Haiti (1992); Venezuela (1999).

**Honduras (1999); Chile (2002); Paraguay (2001); Haiti (1998); Dominican Republic (1999).
***Argentina, Bolivia, Brazil, El Salvador, México, Panama (2013); Chile (2012); Paraguay (2011);
Uruguay (2010).

****Levels: Low (lower than 15%); Medium (15-30%); High (30—65%); Integral (higher than 65%).
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Table A.2 Percentage of enrollment in private institutions by regions: secondary education.
Selected countries, 1999, 2007, 2014

% private % private % private Levelin Level

enrollment  enrollment  enrollment 1990 in 2014
Country 1990* 2000** 2014%** % Variation *rER *rER
Peru 16.0 22.7 30.1 88.1 M H
Chile 45.9 54.5 60.4 31.5 H H
Ecuador 24.3 32.0 29.8 22.9 M M
Jamaica 2.4 4.5 2.8 16.8 L L
Brazil 11.0 11.4 12.9 16.6 L L
Uruguay 12.7 12.5 14.5 14.5 L L
Venezuela 30.0 26.2 32.8 9.4 M H
Panama 16.3 15.8 16.5 0.8 M M
Argentina 26.3 28.2 26.2 -0.1 M M
Honduras 27.4 26.3 26.0 -5.0 M M
México 15.1 15.2 13.1 -13.5 M L
Guatemala  73.5 74.0 62.3 -15.2 I H
Dominican  23.1 22.1 19.5 -15.9 M M
Republic
Paraguay 29.4 21.5 21.8 -25.9 M M
Costa Rica 12.4 10.0 9.1 -26.2 L L
Nicaragua 32.1 23.7 21.8 -31.9 H M
El Salvador  24.9 18.5 16.9 -32.2 M M
Colombia 324 24.1 20.3 -37.3 H M
Bolivia 29.2 13.5 12.9 -55.7 M B
Haiti - - - - - -

Source: Adapted from data from the UNESCO Institute for Statistics (2016) and the World

Bank Data (2016).

Notes:

*Bolivia (2000); Brazil, Dominican Republic, Guatemala (2002); Chile, El Salvador (1998); Honduras
(2006); Jamaica (2001); Uruguay (1998).

**Jamaica, Honduras, Dominican Republic, Paraguay (2008).

***Argentina, Bolivia, Brazil, El Salvador, México, Panama (2013); Chile, Paraguay (2012);
Nicaragua, Uruguay (2010).

****Levels: Low (lower than 15%); Medium (15-30%); High (30—65%); Integral (higher than

65%). — No data available



Primary Studies Included in the Revision

Appendix B Primary Studies Included in the Revision

Table A.3 Distribution of primary studies by country or geographical area.

Country Reviewed studies
Argentina 18
Bolivia 9
Brazil 18
Chile 17
Colombia 12
Costa Rica 1
Cuba 2
Dominican Republic 5
Ecuador 4
El Salvador 6
Guatemala 2
Haiti 11
Honduras 2
Jamaica 3
Meéxico 7
Nicaragua 3
Paraguay 1
Peru 2
Uruguay 9
Venezuela 1
Comparative studies 38

Total

169
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Global Education Policies and Taken-For-Granted
Rationalities

Do the Poor Respond to Policy Incentives in the Same Way?'
Xavier Bonal

Introduction: The Globalization of Demand-Side
Education Policies for Poverty Reduction

There is little doubt that in the last few decades, the mission of poverty reduction
has become the most important objective of the global agenda for development.
Any review of the public goals of international organizations such as the World
Bank shows the centrality that the fight against poverty has acquired. UN
international summits from the Millennium Development Goals (MDGs) to the
Sustainable Development Goals (SDGs) have consolidated poverty reduction as
the most salient feature of sustainable development (Sachs, 2012). There is also
no doubt that education has played an important role in the agenda for
development and, particularly, in the means for global poverty reduction. The
absolute dominance of human capital theory as the main paradigm of educational
development has put education in the front line of the necessary investments not
just in the struggle against poverty but also to reduce poverty in a sustainable
form (Bonal, 2016). Investing in education opens up the possibility of breaking
the intergenerational cycle of the reproduction of poverty and guarantees a long-
term strategy to reduce poverty.

However, the uncontestable presence of education on the agenda for poverty
reduction has not led to a single education policy agenda. After all, agreeing on
targets such as the ones established in Jomtien and Dakar with the Education for
All program, or the ones shared in the MDGs or the SDGs, does not imply which
policy means are necessary to achieve these goals. The terrain for influencing the
best policy strategies to combat poverty is much more open to disputes and
debates and subject to power relations. While the World Bank has clearly
dominated the scene of education policy strategies for development for decades,
in the last few years we are witnessing a complex set of organizations with the
ability and desire to influence global national education policies in developing
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countries, including international organizations, aid agencies, global NGOs and
private companies (Verger, Novelli, & Altinyelken, 2012). Interestingly enough,
while the multiplicity of actors has produced debates and divergences, their
unequal power capacity and, in some cases, their ideological alignment, have not
impeded the emergence of convergent discourses and policy strategies.
Neoliberalism has certainly impinged on the conceptualization of the anti-
poverty agenda, especially via making markets work for the poor (World Bank,
2004), and has consolidated the main options (and omissions) in education
policies (Bonal, 2007; Tarabini, 2010). But the specific shape of neoliberalism in
education has not remained the same. From simple formulas based on direct
privatization of education, liberalization of education services or cost recovery,
mainstream education policies have evolved into sophisticated forms of
accountability, public-private partnerships or enterprise-like systems of school
management (Ball, 2012).

One of the observable trends in education policy reforms is represented by the
shift from supply-side to more demand-side interventions. The World Bank has
mainly directed this change, especially to expand secondary schooling and to
overcome the financial barriers that poor sectors face after completing primary
education (World Bank, 2005; Scott et al., 2016). Investing in education facilities,
infrastructure, school curriculum or school organization appears limited to
increasing access and improving the learning conditions of the poorest. By
assuming the limitations of educational expansion as a means to combat poverty,
mainstream education policies turn their focus to demand-side policy reforms,
which are seen as much more powerful in improving access and even learning
outcomes. Policies such as conditional cash transfers (CCT) (Bonal, Tarabini, &
Rambla, 2012; Fiszbein et al., 2009) or demand-side financing of education
(Patrinos, 2007) certainly have become the preferred policy options for the
World Bank and one of the most recommended systemic reforms that education
systems should undertake (World Bank, 2011). The success of a fast track social
policy has resulted in an attractive process of transnationalization of policies that
have traveled even South-North (Peck & Theodore, 2010).

There are several “virtues” associated with demand-side interventions, among
them the capacity to transfer funding to families and students themselves and the
possibility of avoiding political ineffectiveness, bureaucratic administrations,
and even economic corruption. Moreover, demand-side interventions are a
strategic means to empower people and to help them to make those decisions
they know are better for them (World Bank, 2005). Instead of considering the
poor as a social group to be served through unaccountable public services,
demand-side interventions consider the poor as people who have the power to
decide on their own future investments. The role of the public sphere is therefore
to make markets work for the poor (World Bank, 2006) and avoiding any attempt
to simply deliver services to which poor people might feel unattached or even
alienated from. Needless to say, by transferring power to parents and students
(clients), education systems may become much more dependent on their
demands. School choice and the privatization of education agendas evolve in
parallel into a set of reforms that want to empower people by giving them the
necessary resources to decide on the type of services they can claim (Verger &
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Bonal, 2012). Hence, the rise of demand-side interventions in education runs in
parallel to an agenda of privatization of education services, mainly through the
consolidation and expansion of public-private partnerships (Patrinos, Barrera-
Osorio, & Guaqueta, 2009).

In a context of financial constraints, the emergence of demand-side
interventions also appears as a strategically less expensive social policy. Generally
speaking, transferring economic resources to families is always less expensive
than direct service provision. Creating vouchers for students to attend private
schools, as is currently expanding in several developing countries after the
Chilean reference model, or transferring cash to poor families, may be
significantly less expensive than directly expanding public services. In Brazil, for
example, the Bolsa Familia program, which is the largest CCT program in the
world, accounts only for 0.5% of the GDP or less than 3% of the total social
spending (Pereira, 2015). The smaller cost of demand-side interventions does
not translate necessarily into a higher cost-effectiveness, and more analysis is
needed to scale up these interventions (EFA-GMR, 2015, p. 91).

In summary, many attractive virtues have boosted the expansion of demand-
side interventions in the last few decades. Recently, the last World Bank education
strategy Learning for All underlines the potentialities of demand-side
interventions for education equity, a group of policies that are seen as part of the
necessary strategic systemic reform that states must undertake to improve their
education systems (World Bank, 2011).

Instrumental Rationality and Theory of Change
in Demand-Side Interventions

Beyond the economic and political reasons for the globalization of demand-side
interventions, the transnationalization of these policies also carries a process of
globalization of the assumed responses of actors to policy incentives. That is, the
theory of change underlying these policy programs understands that beneficiaries
respond to incentives in a single manner, independently of actors’ values or the
cultural contexts in which they live. Demand-side interventions basically assume
an instrumental rationality of educational demand that will constantly act as
utility maximizers of their choices and decisions.

Vouchers or CCTs are incentives powerful enough to make all citizens (no
matter their socio-economic status) react positively. If people are correctly
informed and empowered, there is no reason to expect an irrational reaction
from them. Incentives therefore are potent devices of social transformation. Of
course, instrumental rationality is especially visible and expected in market
situations. Parents act as rational choosers of schools once they have all the
supposedly necessary information to make their choice. School choice then
becomes the key mechanism to boost school competition and therefore is the
best instrument to increase the quality of education. Parents, considered to be
well-informed consumers, will look for the best school for their children. Good
schools will receive demand and bad schools will be forced to close because of
lack of demand or because educational demand will have the “power to switch”
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(Chubb & Moe, 1990; Hoxby, 2003; Levinson, 1999). State models tend to main-
tain bad schools based only on the vested interest of the teachers’ unions and
other bureaucrats whose only objective is to keep their power positions and not
to respond to their clients’ needs. Against the state model of provision, the mar-
ket ensures a system of incentives and prizes that guarantees a more efficient
education system. Rational choice is therefore the motto that makes the system
work and facilitates the necessary school competition to ensure educational
efficiency.

The position oposed to the market advocates is visible in those critics of
school choice who underline the fact that the real possibilities of choice available
to different segments of the population are highly varied. There is a large amount
of evidence on the different patterns of choice used by different social segments
of the population (Ball 2003; Waslander, Pater, & van der Weide, 2010). Well-
educated parents have more choice possibilities and tend to be better informed
than less-educated parents, who, it is assumed, manage less information and are
confronted with more choice restrictions due to price or cultural barriers. School
choice may almost be ranked between “skilled, semi-skilled or disconnected
parents” (Gewirtz, Ball, & Bowe, 1995, p. 24).

In fact, the reaction of market advocates against these criticisms underlines the
fact that critics of choice actually undermine the choice capacity of those who are
the worst off. So, critics of school choice consider that some actors cannot act as
utility maximizers. By pointing out the limits in their ability to choose “correctly,
market advocates maintain that critics disregard the capacity of the poor and
treat them as less able consumers (Chubb & Moe, 1990; Ryan & Heise, 2002;
Tooley, 1993). In fact, market advocates even see a better structure of equality of
opportunities in a scenario with more private provision and competition. This is
one of the arguments of James Tooley, one of the champions of education
markets. For him, allowing for genuine markets in education can actually
overcome the persistent inequalities present in state education.

We do have evidence of inequality in state education, and evidence and a
logical argument (above) to show how inequality, perhaps even increasing
inequality, could be the result of recent educational reforms. But this is not
evidence about markets, because the relevant reforms do not bring in
aspects of genuine markets. Indeed, we have no evidence about the impact
of markets on educational equality, because nowhere is there a market in
education operating. (Tooley, 1996, p. 54)

This understanding of the rational behavior of the actor is not restricted to the
market. Many education policies assume a theory of change that takes for
granted responses to incentives restricted to an instrumental rationality. In
fact, important policy decisions were made (and occasionally are still made)
taking into account the full instrumental behavior of the actors. To offer some
examples, we can think of the school fees policy in basic education undertaken
by many national governments (and often with the acquiescence of some insti-
tutions, such as the World Bank in the 1980s), provided that the benefits of
investing in education outweighed the costs. The rational behavior of an actor
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capable of evaluating costs and benefits of education would ensure that the
introduction of school fees should not be an obstacle to guarantee school
access. However, fees did have an impact on the behavior of poor households,
especially during the Structural Adjustment programmes implemented in the
1980s (Colclough, 1996).

Likewise, one of the assumptions linked to conditional cash transfers is the
reduction, or even the elimination, of child labor. By compensating the
opportunity cost of schooling, the CCT is assumed to impact on the bad
characteristics and effects of child labor. However, reality tells us that people
attribute several meanings to child labor, beyond its economic importance.
Children’s socialization or children’s security may be powerful reasons for
families to maintain the child at work despite accepting the transfer (Bonal &
Tarabini, 2016; Gee, 2010).

Interestingly enough, one of the criticisms made by conservative sectors of
cash transfers for the poor focuses on the lack of conditionality regarding how
the transferred funds are to be spent. Conditionality applies to school attendance
(as well as to other requirements related to health or job training courses) but
does not apply to the type of investment families must make after receiving the
transfer. Some critics of CCT programs have emphasized that poor people may
be unable to make the necessary coherent and rational investments in education,
because of lack of culture or lack of proper moral behavior. The way rational and,
in this case, moral behavior is conceived by wealthy conservatives, or even by
some teachers, questions whether poor people can act “rationally” and make the
“appropriate” use of the social assistance (Morley & Coady, 2003).

Going back to market mechanisms, one of the assumed consequences of
implementing a voucher system is the prominent role that educational demand
will play in selecting good schools, and the fact that “bad” schools will be forced
to close. However, this theory of change ignores the fact that for a high number
of families many obstacles exist when choosing good schools, with geographical
factors among the most important ones (Elacqua, Schneider, & Buckley, 2006),
or even the fact that governments might be willing to keep some of those “bad”
schools open in order to concentrate those students whom schools that compete
in the market are not willing to enrol (Zancajo, Bonal, & Verger, 2014). The
second-order competition that guides processes of selection of students, meaning
the competition to attract students with certain characteristics (van Zanten,
2009), may alter how actors react to policy incentives, which can be different
from what the theory of change expects.

A final example is given by the assumed relationship between public
information on educational performance and school choice. This is one of the
strongest taken-for-granted assumptions of the theory of change of markets in
education. If governments make public the information on school performance,
families will have a basis on which to make their decisions, and again only
attractive and good schools will be chosen. In fact, many families may ignore
educational performance as relevant information to make their decisions, or may
consider it only as a secondary source of information. Choice may be influenced
by less tangible aspects, such as child’s security, school familial atmosphere, a
specific child’s needs or other reasons (Raczynski et al., 2010).
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The examples provided illustrate how actors’ responses to incentives may not
be based on what the theory of change of different educational policy measures
assumes is instrumental rational behavior. Of course, the temptation to interpret
these responses as non-rational or irrational is high for those who assume that
best practices exist in education policy and that systems of incentives can have
universal effects if they are properly designed. Demand-side interventions in
education reforms, mainly addressed to the poor, are based on the assumptions
that the theory of change works for everyone and under any circumstance. Even
when there is evidence that responses to incentives may not be as the theory
predicts, these are problems that can be solved by providing better and adequate
information to beneficiaries and correcting the possible asymmetries in the
distribution of this information. That is, what is not questioned is whether the
basis of the theory of change may be wrong because actors’ responses to
incentives have a different rationality. It is to this question that we turn in the next
section.

What Is the Rationality of the Poor? Three Alternatives
to Instrumental Rationality

Listen, honey, if you want to see how people spend their money on things
they don’t need, and don’t know much about what they are getting, and
buy it even so without thinking ahead, you'd better go study rich folks. If
I wasted money like that, I'd be dead. (an ADC mother of eight, personal
communication). (Newton, 1977, p. 50)

Debates on the rationality of agents, and particularly, on the rationality of the
poor, have been at the center of disciplines such as economics, philosophy,
sociology or psychology for a long time. Interestingly, positions have evolved
from a simple understanding of the irrational behavior of the poor, who behave
quite differently from the neoclassical homo economicus, to a recognition that
the poor’s behavior might be explained by the specific circumstances under
which they live. Highly significant is Schultz’s (1964) expression, “poor but
efficient, which underlined the fact that the poor’s behavior had nothing
particular, but was adapted to their economic circumstances, as the mother
interviewed by Newton clearly shows in the initial quote of this section. As Ester
Duflo states, from Schultz’s assertion:

[A] new paradigm “poor but neoclassical’; helped define an empirical
agenda and structure a vision of the world, even though it often remained
implicit in empirical work. While the poor (and the rich) are all perfectly
rational, the markets, left to themselves, may not produce an efficient
outcome. (Duflo, 2006, p. 367)

Thus, the recognition of inefficient markets and other institutions concentrated
the attention of neoclassical economists who did not question the perfect ration-
ality of the poor. However, other interpretative alternatives give us tools to
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understand why the poor might behave (and respond to incentives) differently
than other sectors of society. In the education domain, three main approaches
can be identified: (1) the cultural deficit approach; (2) the bounded rationality
theory; and (3) the social class habitus included in the theory of reproduction of
Pierre Bourdieu. These three perspectives provide us with different visions of the
rationality of the poor that can explain different responses to policy incentives.

Cultural Deprivation and the Rational Deficit

When James Coleman et al. published the famous report Equality of Educational
Opportunity in 1966, commissioned by the US Department of Education, the
main conclusion that emerged from it was the fact that differences in funding
and resources did not explain the unequal results between segregated black and
white schools. Some of the immediate reactions to this report were offered by
politicians and intellectuals, who focused on the cultural deprivation of the poor
(or the blacks) as the main reason for their underachievement. Lack of access to
culture explained why people became poor (and not the other way around), and
why poor students became underachievers. A “culture of poverty,” from this
point of view, explained the disorganization and deficits that poor people faced,
and therefore could also be a powerful explanation to understand their wrong or
irrational behavior when making choices. In education, the “deficit thinking”
approach has been advanced to explain school failure and the bad socialization
of children in poor environments (Valencia, 1997).

Compared to market inefficiencies identified by neoclassical economics, the
cultural deprivation model blames the victims themselves for their inability to
act rationally. They are simply unable to do it since their whole socialization
generates a “culture of poverty” that goes beyond material aspects and limits
their rational capacity. Besides the large amount of psychological literature
embedded in this paradigm that emerged in the 1960s and 1970s, it is noteworthy
that some of the critiques of school choice policies and market mechanisms in
education construct their arguments in an ambiguous position regarding the
capacity of the most deprived sectors of society to choose rationally. As we have
mentioned before, the category of “disconnected parents” (Gewirtz et al., 1995)
reflects some kind of implicit socialization that detaches parents from being able
to choose rationally.

Somewhat paradoxically, the debate about the most extreme positions on the
virtues of the education market and their critiques may carry a simplistic
understanding of the rationality of choosers. On the one hand, market advocates
assume a form of rational behavior limited to instrumental behavior and utility
maximization. Itis assumed that the chooser can manage appropriate information
and make subsequent informed choices because he/she is able to calculate the
costs and benefits of his/her choices. Consequently, if the system guarantees that
access to information is perfectly available to citizens, we must assume that all
actors behave rationally and make informed decisions. Market advocates
therefore react to their critics by accusing them of treating some sectors of the
population as irrational actors, unable to evaluate properly the costs and benefits
of their decisions and making biased choices.
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On the other hand, it is certainly the case that some of the most radical posi-
tions against school choice construct their criticisms simply assuming less
choice possibilities among the lower SES groups, because of less access to
information or because they find a number of barriers (economic, cultural) to
attend the same schools than those who are better off. So some critiques of
school choice assume that the reason for some parents not choosing the best
schools is due not to their “irrational behavior” (as market advocates state that
market critics assume) but to the impossibility of behaving rationally because
of the many barriers they face. Of course, the poorer the people who aim to
choose a school, the higher the barriers that impede them from exercising real
choice. Education inequalities are then the result of the fallacy of school choice.
The system sets a number of rules which are supposed to apply to all potential
choosers but which actually don’t (Dwyer, 2012). This applies especially to
sound educational reforms such as the No Child Left Behind (NCLB) launched
by the Bush Administration, based on simple notions of the rational behavior
of parents when choosing schools and selecting the best schools available
(Hursh, 2007).

While critical positions of school choice cannot be accused (as the market
advocates do) of morally devaluing the poor, the weight they give to barriers and
external circumstances seems to exclude any possibility of considering alternative
rationalities of the poor. The more the economic barriers there are, the higher
the disconnection from any form of decision-making, seems to be the axiom that
attaches these positions to a sort of cultural deficit.

Bounded Rationality

From a different perspective, a recent critique of liberal positions of school
choice and the parent as a rational agent has come from authors who have used
the concept of bounded rationality as an alternative to a narrow and too simplistic
understanding of rationality (Ben-Porath, 2009, 2012; De Jarnatt, 2008; Jones,
1999). Building on behavioral sociology and economics, Ben-Porath (2009)
criticizes the understanding of freedom and autonomy embedded in normative
liberal theories and advocates for a social policy that takes into account the real
ways in which people makes their choices. By observing several ethnographic
studies, Ben-Porath states: “The introduction of empirical research to the liberal
democratic conceptualisations of freedom and choice suggests that the conditions
of choice should be reconsidered if they are to satisfy the requirements of
freedom” (p. 531). Thus, Ben-Porath invites some form of choice policies that
take into account the actual “limitations and challenges parents and families have
in making these choices” (p. 538). This position helps us to set aside a narrow
understanding of the rational actor in making choices, and claims for an analysis
of the conditions under which choice is made. This author provides several
examples of ethnographic research that shows how gender, race, or class
condition the process of searching information or accessing different social
networks, or how risk aversion highly conditions immobility from bad schools,
even when parents have the opportunity to change, as in the No Child Left
Behind program launched by the Bush administration.
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The idea of bounded rationality goes beyond the basic division between choice
as a free process of utility maximization and choice as almost a denial for those
who have no opportunity to access certain schools because of cultural or
economic barriers. Bounded rationality recognizes some forms of hierarchy in
the conditions of choice that different parents face, depending on their class
status. However, this does not make them necessarily “disconnected” or detached
parents from the process of choice. Considering that there is a bounded rationality
implies the need to observe empirically social behavior in the processes of school
choice and understand the conditions that limit and challenge the act of choosing.
It is precisely the existence of constraints on the act of choosing that produces a
bounded rationality, which does not necessarily evidence lack of skills or
“disconnection” By observing empirically how parents respond rationally to the
limits they face, the politics of choice may become more democratic and socially
fair (Ben-Porath, 2009, 2012).

Bounded rationality, therefore, gives a prominent role to external circumstances
and their impact on the decision-making processes. From that perspective, the
poor’s behavior is not irrational, but rationally adapted to their circumstances.
Indeed, there is a difference between Schultz’s position of “poor but efficient”
and bounded rationality. While the former implicitly understands that the poor’s
behavior could respond to an undifferentiated instrumental rationality if the
barriers that impede them were removed, the bounded rationality theory
assumes that barriers and external circumstances generate a different rationality,
which would remain qualitatively different even if market imperfections were
eliminated. As Duflo (2006) states, in any circumstance the poor would act as the
poor and the rich would act as the rich.

Yet, the question that is still unsolved is whether any form of bounded
rationality is exclusively the result of those limits that parents face when making
choices or whether these limits interact with specific preferences or values of the
actor —in Weber’s axiological rationality sense (Weber, 1978). In other word,
assuming the existence of a bounded rationality resulting from boundaries and
constraints, does it imply that all parents facing the same limitations will respond
to incentives in a similar way? And if they don’t, which other aspects shape their
specific rationalities? For example, the concept of bounded rationality applied to
school choice cannot be understood only as the result of objective constraints,
because they include values and preferences that evidence diversity of choices,
even under the same type of constraints. Choices may rather be a result of an
interaction between objective constraints and specific dispositions that parents
have when choosing (Bosetti & Pyryt, 2007).

Social Class Habitus and Rationality

The above reflections apply specifically to a common simplistic understanding of
how poor families choose a school for their children. While most research on
school choice and actors’ rationalities focuses on the middle class (Ball, 2003;
Power et al., 2004; Swift, 2003; Van Zanten, 2013), the poor as a group are rarely
unpacked as a category of analysis, and are usually treated as a “disconnected,”
“detached,” or “alienated” category of choosers. For market advocates, as we have
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seen, poor people are perfectly aware of what is and what is not quality education,
so we must assume they have the same skills as any other middle-class chooser.
In addition, understanding choice as a reaction to limits or boundaries (whether
economic, geographic, or cultural) may not grasp the richness of different
rationalities that poor parents may develop in the educational marketplace.

How can we then understand the different responses of the poor to policy
incentives beyond instrumental rationality and even beyond a bounded ration-
ality? How can we interpret that the condition of being poor affects responses
to incentives taking into account objective constraints and specific preferences,
yet without understanding that rationality is necessarily bounded? A possible
explanation may be identified in Bourdieu’s concept of class habitus. The con-
cept of habitus grasps a logic of action that relates conditions of existence to a
disposition to act in a certain manner, while at the same time these dispositions
have the capacity to act as the motto of practices and representations. In
Bourdieu’s words:

The conditions associated with a particular class of conditions of existence
produce habitus, systems of durable, transposable dispositions, structured
structures predisposed to function as structuring structures, that is, as
principles which generate and organise practices and representations that
can be objectively adapted to their outcomes without presupposing a con-
scious aiming at aims or an express mastery of operations necessary in
order to attain them. (1990, p. 53)

From Bourdieu’s perspective, we could interpret that the conditions of poverty
provide a certain habitus, that is, a system of dispositions to think, feel, and make
decisions in a particular manner. Applied to our discussion of the poor’s
rationality, the habitus of the poor should inform us about their structured
dispositions and therefore should help us to understand why and how the poverty
condition leads to specific reactions to policy incentives.

The recognition of a structure (class position) that conditions action, however,
does not mean that all people sharing the same conditions of existence will react
in the same way. Actually, the habitus, as a concept, tries to overcome the
structure-agency dualism. Since it is a dynamic concept, the habitus is reflected
in every specific field, and each field may have different positions and practices
that project the habitus in a certain way. Diane Reay clearly stresses this point:

In relation to the charge of determinism, Bourdieu (1990: 116) argues that
habitus becomes active in relation to a field, and the same habitus can lead
to very different practices and stances depending on the state of the field.
(Reay, 2004, p. 432)

Therefore, the poor’s rationality as a response to policy incentives may then dif-
fer and not be identical, but they may not respond uniquely to boundaries and
limitations (as the bounded rationality theory would predict), but to a set of
specific dispositions emanating from the habitus that results from the condition
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of being poor. From this point of view, habitus does not eliminate choice at all.
The habitus gives space for

the ‘art of inventing’ (Bourdieu, 1990, p. 55), but at the same time the
choices inscribed in the habitus are limited ... Choices are bounded by the
framework of opportunities and constraints the person finds himself/
herself in, her external circumstances. (Reay, 2004, p. 435)

If we understand responses to incentives as framed and emanating from the habitus,
we can understand that the reactions of the poor to policies such as school choice or
CCT programs combine personal options or preferences (which in turn are framed
by the habitus) within specific constraints that limit people’s options. In that sense,
the concept of habitus overcomes the limits of the bounded rationality theory,
because by using the former concept, we can interpret responses not exclusively as a
product of the limitations and challenges that the poor must face. From this per-
spective, interpreting human behavior goes beyond the limits imposed by the objec-
tive condition of being poor, though the condition of being poor certainly leads to a
behavior that would not take place under different objective circumstances.

This difference is significant, for example, in interpreting school choice in con-
texts of poverty. While there are objective barriers (price, selection by the
schools) that impose and limit the capacity to choose of poor families, the ways
in which poor families understand “quality education” or the kind of aspects they
have as a priority when choosing can be interpreted as a result of their specific
habitus. Their reactions are not a simple product of instrumental rationality
(even under market imperfections) or a product of the constraints. Choice exists
within a specific field personally and collectively experienced.

Policy Implications

Why are all these discussions relevant for the study of global education reforms?
Are conceptions of rationality significant for the design, implementation, and
evaluation of education policies? In this last section I will provide arguments to
justify the positive answer to the above questions.

In the policy domain, rationality debates are especially relevant because
policies always convey an explicit or implicit understanding of human behavior.
Of course, in the specific area of policy incentives, assumptions about human
reactions to external inducements are at the heart of their design. Assuming how
actors will react to external inputs may be a key issue in policy success or failure.

As we have discussed in the first part of the chapter, the globalization of educa-
tional reforms has imposed a convergence and universalization of the under-
standing of human responses to policy incentives. Instrumental rationality has
been assumed as the only possible rationality of the poor, and their expected and
predictable reactions to policy incentives are at the heart of the theory of change
of demand-side education policies. Neoclassical economics understands that all
individuals are in a position to efficiently calculate costs and benefits and make
decisions based on them. Interestingly, by defending universal instrumental
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rationality, market advocates censure other positions because they undermine the
poor’s capacity to be rational. From this perspective, they consider themselves in
a morally superior position because they do value the poor’s full capacity to act
naturally like any non-poor individual.

Neoclassical economists have also been able to adapt their understanding of the
rationality of the poor to non-perfect situations. It is well known that the theory of
perfect competition has certainly considered a number of market imperfections that
produce suboptimal distributions of goods or services and justify the need of state
intervention. The education market is therefore exposed to “systemic failure”
(Williamson, 1975), which is evidenced in the existence of positive or negative exter-
nalities, imperfect information, asymmetric information, adverse selection (or cream
skimming) or imperfect competition. These are sufficient reasons for the public sec-
tor to intervene and introduce corrections in a system of market provision. However,
even if we accept the systemic market failure, this approach keeps assuming that
individual choices respond basically to instrumental rationality. In other words, the
theory of choice assumes that market failure can be compensated for by an adequate
state intervention. And this compensation, among other things, overcomes the
obstacles that prevent families from making rational (instrumental) choices.

Obviously, neoclassical economics is not blind to the diversity of consumers’ pref-
erences. That is, acting rationally means a response not to a single objective, but to
a proper evaluation of costs and benefits associated with specific preferences.
However, the recognition of the diversity of preferences is never reflected in policy
design. Policies to regulate school choice, norms to have access to a CCT, incentives
to be eligible for certain grants, eligibility for specific programs, never consider
alternative systems of preferences than those that maximize the instrumental
benefits within a specific program. Policy incentives are exclusively conceived from
this perspective. Indeed, any needed correction in the policy design is rarely made
as a consequence of a change in the expected behavior of the beneficiaries. Policy-
malkers usually ignore that agents’ behaviour are not exclusively shaped by what the
theory of change predicts. In fact, policy-makers may introduce changes in design
as if people’s behavior would keep being instrumental.

If policy-makers develop policies and programs as if ..., then we should ask,
what are the social consequences of applying policies based on erratic
assumptions? The fact that market rules are not followed as their advocates
would assume, for example, does not make them harmless. These rules do really
alter, although in a different way to public choice theory predictions, education
agents’ responses: their strategies, logics of action, and responses to incentives
do not take place in a vacuum, but rather in social and institutional settings
strongly shaped, precisely, by market rules or by other systems of the generation
of incentives (Verger et al. 2016).

Alternative frameworks such as the bounded rationality theory or Bourdieu’s
theory of reproduction (through the acquisition and projection of class habitus)
certainly go beyond reductionist understandings of the poor’s rationality, and
open a new door to comprehend why and how the poor’s responses to policy
incentives may be different. Restrictions, in the former case, and socialization, in
the latter, may conform to other logics of action, which do not necessarily have to
operate at a conscious level. The inclusion of ways of reasoning that are not
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simply the product of an instrumental rationality, the inclusion of barriers that
go beyond market imperfections, the attention to habitus as the motto of a logic
of practice, open a space to understand differently why people do what they do
and how the most disadvantaged groups in society respond to incentives in a
variety of ways.

Considering alternative rationalities, which are neither single nor uniform, is
an invitation to profoundly review policy design, implementation, and evaluation
of demand-side interventions and, in particular, to introduce the necessary
flexibility in policy development to grasp the richness of people’s responses to
incentives. Systems of conditionality, conditions of eligibility, or public
information delivered might not work in the same way or have the same impact
on different beneficiaries. The same living conditions do not have necessarily to
lead to uniform policies, which in turn do not have to lead to similar responses
from the beneficiaries. Globalization might generate convergence in certain
economic, political, and cultural processes, but might certainly generate the
wrong responses if we keep thinking that globalization brings with it global and
unique solutions for poverty reduction.

Note

1 An earlier version of this chapter was published as Bonal, X., & Zancajo, A.
(2018). Demand rationalities in contexts of poverty: Do the poor respond to
market incentives in the same way? International Journal of Educational
Development, 59, 20-27.
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The Politics of Educational Change in the Middle East
and North Africa

Nation-Building, Postcolonial Reconstruction, Destabilized States,
Societal Disintegration, and the Dispossessed

Eugenie A. Samier

Introduction

The Middle East and North Africa (MENA) is one of the most complex regions
of the world, diverse in its ethnic and cultural make-up, composed of very poor
and very wealthy states with nations ranging across the national development
scale (UNDP, 2015), containing large populations of dispossessed and refugee
peoples, and consisting of countries with a multiplicity of societal arrangements
and national conditions. The sectarian differences that cause conflict extend far
beyond religious schisms to include long-standing national, tribal, ethnic, class,
generational, and urban differences which were exacerbated by colonial govern-
ments with little understanding of the region and following a pursuit of their own
interests (Zdanowski, 2014). After a 500-year domination by the Ottoman
Empire and European colonization, the region came under bi-polar American
and Soviet influence after World War II as one of the regions subject to Cold War
maneuvering (Salem, 2015). Many of its countries have emerged recently from
colonization by Britain, France, and Italy that reflected a range of foreign inter-
ests from trade and oil resources to “civilizing” programs, although economic,
political, military, and cultural ties to former imperial powers still exist or have
been transferred to the US (Angrist, 2013). According to Brown (1984), the
region has been subject to more power politics for 200 years than any other
region, leaving a distinctive mark on its politics that continues to the present day,
and the use of the educational system in nurturing nationalism in the region, for
example, in Palestinian “university nationalism” aimed at survival of the
Palestinians as a nation and in the use of the university by authoritarian regimes
as a form of policing (Romani, 2009).

MENA countries have a broad range of political systems and regimes due to
their historical cultures and to the differing policies of the colonial powers that
shaped the social institutions: the Eastern countries under British rule that did
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not impose language and culture aggressively (e.g., Egypt, Palestine, Iraq); and
the Western countries under French rule that experienced a systematic assimila-
tionist linguistic and cultural campaign (e.g., Algeria, Tunisia, Morocco). The
political order that existed up to the mid-twentieth century has broken down in
many parts of the region, beginning with Egypt’s decline after 1967 (Salem,
2015). Since then, a number of political changes have implications for educa-
tional systems. The al-Assad regime in Syria took control and established an
authoritarian government. Iran went through a revolution that installed an
authoritarian Islamic state that also caused recent political disruption in the
region due to its nuclear program, support for forces in Yemen, and its involve-
ment in Syria through its support of the al-Assad regime, as it has contributed to
destabilization and collapse of some other states (Salem, 2015).

MENA countries are in various stages of nation-building, and others, due to
the “Arab Spring” have either weathered the political challenges, like Algeria, are
on the brink of instability, like Egypt, or have disintegrated, like Syria. Cultural
ties are predominantly educational in nature where the former colonizer is either
a destination for higher education or, under globalization, provides branch
organizations, curricular programs, and teaching staff. Beginning in the 1970s,
Islamist movements of various kinds, like the Muslim Brotherhood, have criti-
cized Western influences on Middle East societies, aiming at returning them to a
more pious life partly through an Islamic-grounded education (Angrist, 2013),
although considerable controversy in the Islamic world exists over how and to
what degree this should be done (Zollner, 2009). At the same time, surveys con-
ducted on equal higher educational rights for women in a number of Arab states
have shown a high level of support, even among many democratic Islamists
(Tessler & Robbins, 2014).

The Middle East is also a region with the longest history of human civilization
and accomplishments with currently some of the most devastating destruction
in human history. Its location now, as throughout history, has been what Attar
(2009) calls “the land bridge of civilization” and “a major artery for contact”
between continental regions, making it a strategic location for empires from the
beginning of recorded history subject to invasion, occupation, and colonization.
Butitis also the region in which the first schools and universities were established,
contributing a critically important intellectual heritage in all fields internationally
(Makdisi, 1981). Much of its territory in the twentieth century has suffered from
a“backward administrative system in the Arab world” (Attar, 2009, p. 16) — despite
the development of a sophisticated and humane administrative tradition during
the Medieval period — and the disruptions of European colonizers. Its economic
character is distinctively different, consisting in its early periods of “a conquestal
mode of production,” a “military mode of production,” and the “nomadic, kin-
ordered mode of production,” that rests upon an “absolute internal solidarity”
and loyalty (p. 17), all of which still have influence. Many conflicts in the last few
decades and high levels of security spending have drawn heavily on resources,
causing low levels of expenditures in investment in other social institutions
(Attar, 2009) and, for many countries, conflict and devastation have depleted the
infrastructure necessary for social programs. The rise of ISIS has threatened the
stability directly and indirectly of many Middle East states.



Introduction

Many Middle East states have rapidly increasing population levels; the region
has the highest unemployment rate globally at 11.1% (UNHDP, 2013), while
water is becoming more scarce throughout the entire MENA region, having only
1% of global renewable water (World Bank ME Risk Report, n.d.a) and only 4.3%
of the land is arable (World Bank Arable Land, n.d.b), that could lead eventually
to social and health crises. It is also a highly valued strategic geopolitical location
for a number of foreign powers due to vast oil reserves, and under globalization
also represents a large market for Western products and services, including
education.

Some states have developed quickly and with considerable success considering
the short time period that modern state-building has taken place, such as in the
Arabian Gulf where government expenditures on education, while varying, are at
its highest in the UAE with 27% of total government expenditures (El Jaouhari &
Hasan, 2012) prior to the drop in oil prices. Two countries from the Gulf rated
“very high” with eight others from the region in the high category of the UN
Human Development Report of 2013 — indicating the gains made in education,
quality of life, and improved women’s equality in parts of the region. The
development of communications technologies has provided improvements in
education in the region and also a medium through which social action was
organized in producing the uprisings of the Arab Spring (Khondker, 2011). The
region is also populated by large and powerful non-state actors, some with state
backing, like Hezbollah with support from Iran, dominating Lebanese politics
and involvement in the Syrian civil war, others like the Yemeni Houthi movement
with the ambition to create a state, and the many Shii and Sunni militias
challenging state authority. The Arab Spring brought a number of presidencies
down, although the conditions following regime change vary greatly, from the
relative stability of Tunisia, to the fragile state in Egypt, the disintegration of the
government in Yemen and Libya to the current struggle to maintain power in
Syria (Angrist, 2013) with the added incursion of ISIS forces.

All of these factors combine to place enormous pressures on social institutions.
It is against this background that educational systems have to be examined, as
contextual factors including the political system, cultural traditions, levels of
stability and development, population diversity, environmental conditions, and
globalization play influential roles in how social institutions are shaped and how
education can serve as a site for socio-economic, political, and cultural struggle
and the construction of local and national identities (Abi-Mershed, 2010). While
rapid change is taking place in many MENA states in positive and negative
directions, few can be classified as going through “reform” in the Western sense
of substantial structural changes or redesign in the substance, structure, or
functioning of an existing and established social institution (Pollitt & Bouckaert,
2011) with functional labor laws and professional unions affecting practices,
programs, or administration.

This chapter examines system-level developments in education in the MENA,
focusing primarily on the relationship of education to its regional and interna-
tional contexts. The argument made here is that, given the political and eco-
nomic instability throughout much of the Middle East (Aman & Aman, 2016),
the social institution of education is a function of local and foreign contextual

175



176

The Politics of Educational Change in the Middle East and North Africa

factors undergoing other forms of development than “reform” as it is generally
understood in the West. The Middle East is still affected by ongoing influence of
world wars, colonization, the Cold War, the Gulf Wars, and disruptively high
levels of modernization and globalization influences. Barakat (1993) has
approached this combination of internal and external factors as those that fall
into a set of diversity and integration polarities that create the tensions that
Middle East states are coping with: unity vs fragmentation, tradition vs moder-
nity, sacred vs secular, East vs West, and local vs national —all of which have a
profound impact on educational systems and their curriculum, teaching, and
administration as well as the ends it is conceived to serve (e.g., Kaplan, 2006).

The politics of education in the Middle East for many countries is not a matter
of reform, but of other kinds of political processes in combination with
international and regional forces and the legacy of history that shaped their
political structures, social norms, and social institutions. There are five major
country patterns, each of which has a corresponding structure and condition of
educational system: (1) those countries undergoing rapid modernization and
multiculturalism that are relatively stable, in which nation-building is well under
way, characteristic of the Arabian Gulf states like Qatar and the United Arab
Emirates (UAE) (Davidson & Smith, 2008); (2) postcolonial or post-war
reconstruction characteristic of Morocco, Algeria, Jordan (Alon, 2007), and
Turkey (Abdel-Moneim, 2015; Kaplan, 2006; Nohl, Akkoyunlu-Wigley, & Wigley,
2008); (3) destabilized states experiencing varying degrees of transformation and
tension, such as a number of the “Arab Spring” states (Danahar, 2013), like Egypt
(Abdel-Moneim, 2015; Lacroix & Rougier, 2016) and Lebanon (Shuayb, 2012);
(4) states that are disintegrating and suffer human devastation, like Syria, Iraq
(Al-Ali, 2014), and Yemen (Brehony, 2013); and (5) the dispossessed, like the
Palestinians (Knudsen & Hanafi, 2011), the Kurds (Allsopp, 2015; Aziz, 2011),
and Syrians (Abi-Mershed, 2010).

General Educational Trends in the Middle East
and North Africa

Understanding the developments and changes in educational systems requires an
historical perspective that extends in its most immediate effects in the Middle East
to late nineteenth-century European imperialism and post-Ottoman Empire influ-
ences, primarily from France and Britain (Fieldhouse, 2006; Owen, 1992) and Cold
War activities (Halliday, 2005) that positively and negatively affected state- and
nation-building. Current globalization influences, therefore, can be seen as a con-
tinuation of foreign influences, currently mostly from the US, the UK and Russia,
in combination with regional and local dynamics that create a complex regional
and international assembly of factors that Jreisat (1997) refers to as “converging
obstacles” due to the inextricable interplay of internal and external factors.

The US has been a major influence in the region on educational development
for a number of decades aimed at creating allies that are more democratically
oriented in order to maintain access to waterways, provide locations for military
bases, and diplomatic support in peace processes and more recently in anti-terrorist
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activities. According to Pease (2011), this has required not only improving access
to education, increasing literacy rates and better preparing students for the
workplace, but also curriculum content that is important for US interests, a clear
goal in the US State Department’s administration of the Middle East Partnership
Initiative, whose objectives are: “efforts to expand political participation,
strengthen civil society and the rule of law, empower women and youth, create
educational opportunities, and foster economic reform throughout MENA”
(cited on p. 7). This program is complemented by USAID’s work in preparing
curricular materials and programs and a US Department of Agriculture program
that provides teacher training and school meals for malnourished children in a
number of countries, like Pakistan and Afghanistan. Pease notes of US involve-
ment in Egypt an aim “to promote civil and secular education reform” (p. 11).
The main efforts in Egypt, similar to those in other countries, are directed at
improving access and parental involvement, improving the quality of teach-
ing — away from conventional rote methods toward critical inquiry — building
schools, building and stocking libraries, providing scholarships at the higher
education level.

Many efforts to improve education have been made regionally, in addition
to those of international organizations like the UNDP, UNESCO, and the World
Bank, such as the Arab League for Educational and Cultural Scientific
Organization (ALECSQO), which has organized a number of summits — Algiers in
2005, Khartoum in 2006, Riyadh in 2007, and Tunis in 2008 and 2011 — aimed at
triggering initiatives in a unified direction to promote the Arabic language,
strengthen core religious and humanitarian values, and build human capacity to
support economic and social development (Akkary, 2014). As Akkary notes,
there are three main goals: (1) aligning with international standards and
modernization; (2) regional collaboration among Arab states to safeguard Arab
culture and identity; and (3) responding to individual countries’ social, political,
and economic conditions and requirements. However, the aim for many states in
achieving a “knowledge economy” creates dependencies on English and foreign
curricula (Abi-Mershed, 2010).

If one defines colonization as not only the imposition of political and military
power, but also the cultural shaping of ideas and imagination (Said, 1993; Thiong’o,
1986), then globalization through education carries with it a recolonizing effect.
According to Sayigh (1991), education’s role in colonizing Middle East territories
provided the intellectual framing of colonized and postcolonial states as depend-
ent and underdeveloped, which colonized the mind by dispossessing people of
their own (intellectual) history, providing a foreign ideology of development that
was disadvantageous to them, and has continued to conflate a positivistic
approach to growth with national development that effectively alienated Middle
East peoples from a societal development that preserved the integrity of indige-
nous social institutions. One example of this are universities in some Western
nations, like the UK, competing in the creation of new educational markets to
sell their expertise aided by “international development” offices (Beech, 2009).
This is one concern expressed by Abusulayman (2007) in his critique of education
in Muslim countries — an imitation and replication of Western education that
does not take into account the values, cultural goals, and conditions of Muslim
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societies and a “distortion” of the Islamic vision that affects mentality, knowledge,
and educational methods (p. 11).

Under globalization, transnational companies operating in the Middle East
also bring with them informal and non-formal forms of education through
management expertise and training programs (Ehteshami, 2007), reflecting
foreign practices such as the GEMS educational company, operating in the UAE,
Qatar, and Jordan (Beech, 2009). The major international organizations
responsible for knowledge transfer are UNESCO, the OECD and the World
Bank, although, as Beech (2009) points out, they are operating with different
concepts of development — UNESCO using a humanist perspective aimed at
strengthening human rights and freedoms, the OECD with balancing economic
development with social development, and the World Bank, an exclusively
economic model based on human capital theory and cost-effectiveness — but all
oriented toward the “information age” and a “universal” educational discourse
grounded in Western assumptions.

Education cannot be separated from religion in the MENA, although practices
vary considerably across public and private schools throughout the region.
Religion is both a subject of study and a practice. Islamic religious education
is a subject that varies from a low of 2 hours per week in Egypt to 9 hours
in Saudi, and also plays a strong role in Arabic language and social studies classes
in public and some private schools. As a practice, it is evident in codes of behav-
ior, including dress, and practicing all the Islamic rituals of praying, fasting, etc.,
integrated into the very culture of schools. However, as Faour (2012) demon-
strates in his study of teaching and curriculum in Egypt and Tunisia, approaches
can vary significantly: in Egypt, the schools use a more exclusive Islamic approach
with a more rote learning aim, whereas in Tunisia, beginning in 1989, the cur-
riculum took a broader and liberal Islamic view of the world by including topics
like Darwinian evolution in science, promoting the tolerance tradition in Islam,
and removing intolerance of non-Islamic content. Tunisia’s approach to curricu-
lum and pedagogy is also more consistent with many Western approaches that
aim for critical thinking and philosophical analysis. In many countries there are
also Islamist parties and movements, such as the Muslim Brotherhood, that take
a more conservative view of education, believing that it should be brought into
line with an exclusionary practice that is strictly Islamic in its content in coun-
tries like Egypt and Tunisia where “they would like to introduce a comprehensive
education reform that creates an integrated curriculum across all subjects with
explicit Islamic themes” (p. 12).

Equally significant are security concerns that directly and indirectly have an
impact on education, originating during World War I, and continuing up to the
present time since the Gulf is a strategic location with vast oil reserves. Halliday
(2005) identifies three main influences on Middle East societies that frame or
shape an investigation into any aspect of society: (1) security issues, both internal
and inter-nation, largely due to “political Islam” — radicalized groups, the most
serious by 2016 being the Islamic State movement that has captured large parts
of Iraq and Syria; (2) overall economic decline with a rising population and high
unemployment rates creating greater labor demands; and (3) an increasingly dis-
ruptive ideological atmosphere affecting internal and external relations. Evidence
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of this can be seen in the use of educational systems in maintaining social control
(with a few exceptions), but inhibiting the transformation of education toward
progressive and critical thinking that is occurring in other global regions
(Baytiyeh & Naja, 2014).

Educational curricula are still commonly based on rote teaching in the region
(Neill, 2006; Rugh, 2002) and have a large percentage of the curriculum devoted
to religious instruction, often where schools are supported by Muslim and
Christian religious institutions. While reducing the amount of time available for
more progressive curriculum, they do provide a strong sense of community and
national identity (Leirvik, 2004; Rugh, 2002). This has begun to change in
countries like the UAE, Bahrain, and Qatar where foreign curriculum schools
have been established, many with an International Baccalaureate, American,
British or Australian curricula (Buzan & Gonzalez-Pelaez, 2009; Willoughby,
2008) and often heavily staffed with expatriate teachers (Heard-Bey, 2004). At
the higher education level as well, Western university branches dominate the
landscape in the UAE, Qatar, and Saudi Arabia, accompanied by foreign
educational consultants (Akkary, 2014), although local universities are slowly
developing academic status. One concern with this form of globalized education
is its impact on indigenous social institutions.

Complicating the development of education are also many waves of migration
from Western expatriates moving into the Arabian Gulf for employment
opportunities, Eastern European migration due to perceived life improvements,
and Arab expatriates who have either moved for employment opportunities or as
refugees. This produces a great cross-cultural complexity that can lead to
conflicts and tensions over ideas and practices about how organizations should
be structured and function.

Despite the various political and educational conditions, some educational
development in the region is quite literally astounding. The numbers of
universities has expanded at a very high rate since the 1940s when there were
only 10 universities in the MENA region, rising to 13 by 1953 (5 of which were in
Egypt and 3 in Lebanon), 140 by 2000, but mushrooming since then to 260 in
2007, and by 2012 more than 500, the majority of which are private, although
some are non-profit. If one includes community colleges, teacher training
institutes, and similar special focus organisations, the total is 1139, with non-
public organizations exceeding public ones by 80% in Bahrain, Lebanon,
Palestine, Qatar, and the UAE (Wilkens, 2011, p. 2), many of which are branches
of foreign universities from the USA, the UK, Australia, and India. For example,
the number of universities in Saudi Arabia increased from 8 in 2003 to over 60 by
2015. Part of this expansion is caused by the globalization of Western universities
into the region with 40 branches established in Qatar and the UAE during the
2003-2009 period (Romani, 2009).

Access to education has dramatically increased through expansion in school
systems over the last five decades, resulting in high primary school enrollment
with increasing, but still low rates at the secondary level (UNDP, 2011), for
example, from 25000 to over 4 million students in Saudi Arabia and from 907 in
1970 to 600000 in Oman by 2002, reflected in government spending among Arab
states at an equal level to that of North America (Rugh, 2002). From 1970 to
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2000, education for women aged 15-24 improved considerably, with many
countries like Oman, Algeria, and Egypt increasing literacies rates among women
two- to three-fold (UNESCO, 2003) with equality in high school achieved in
Algeria, Bahrain, Jordan, Kuwait, Oman, Qatar, Palestine, and Tunisia (AbouZeid,
2011) and more girls in secondary school than boys in Lebanon and the UAE
(Rugh, 2002) with accompanying increases in literacy rates. For example, the rate
among women in Middle East countries ranges from a low 45% in Yemen, to 65%
in Algeria, and to very high levels in countries like Qatar at 93% (Angrist, 2013).

Many Middle East countries still have large agricultural sectors, such as Egypt,
Iran, Syria, and Yemen, reducing demand for education generally, particularly
higher education, and many have high unemployment rates that disadvantage
women having to compete with men for scarce jobs. The main challenges that
exist, though, are top-down political agendas that are not informed by educational
practitioners, initiatives that are driven by external state and NGO actors whose
own interests overshadow those of the recipient states and are often disconnected
from the social, cultural, and educational realities accompanied by an “uncritical”
adoption of Western, mostly US and UK, (pre-packaged) materials and practices.
The top-down approach, conventional in the Middle East where initiatives are
viewed as the responsibility of national government, contributes to teacher
passivity, where innovations at an individual level may bring retaliation, according
to Akkary (2014), but is an even more critical problem at the higher education
level where scholars have to demonstrate expertise in teaching and research.
Accompanying this is a common lack of adequate implementation planning for
overly ambitious, large-scale projects, which are expected to be adopted in
unreasonably short time periods with a cultural barrier to critical reflection and
acknowledging mistakes.

At an organizational level there are many other challenges. At the school level,
many teachers lack sufficient training (World Bank, 2008) and are at the bottom
of a hierarchy in which they are implementers and “uncritical followers” (Romani,
2009). Despite the many advances made, there are a number of problems that
must be addressed to meet international standards: poor quality school systems
with inadequate curricula and teaching practices that do not prepare students
sufficiently for higher education; poor pay; a lack of financial resources;
inadequate public policy, accreditation, regulation and assessment; and rigid,
authoritarian governance and a lack of administration that is more “enlightened,’
transparent and accountable (Wilkens, 2011, pp. 3, 4). Ehteshami (2007) reports
many of the same problems, initially reported in the Arab Human Development
Report of 2003: ‘the deteriorating quality of education in many countries in the
region, [and] curricula in schools that encourage submission, obedience,
subordination and compliance rather than free critical thinking’ (p. 155). Akkary
(2014) also reports a lack of development in classroom practices, school climate,
and student achievement, confirmed in TIMMS and PISA results for Arab
countries generally (UNDP, 2011).

Higher education also faces many problems. Academics are often expected
to simply follow direction, and by contract, have their hours filled with
assigned duties leaving little time for research; an overvaluation of the quality
of university teaching, poor research, and the unavailability of vocational
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education accompanied by a “brain drain” from the region (Romani, 2009). There
are also low levels of academic freedom, university autonomy, and “obstacles to
publication” in higher education; a lack of financial resources (Wilkens, 2011);
and libraries reported to be in a poor state (Ehteshami, 2007).

El-Baz (2009) identifies a number of problems with scholarship from the 2003
Arab Human Development report. He highlights, as do many, poor training and
lack of preparation of teachers as well as the need for them to also have a greater
measure of professional autonomy. The Middle East generally lags behind
developed nations in scholarly production, in 1995 with an average of 26 research
papers compared with France at 840 and at a high of 1878 in Switzerland,
although ahead of China at 11 and India at 19, mostly in applied fields like medi-
cine, health, life sciences, agriculture, and engineering (UNDP, 2003). Another
indicator of research success is the citation rate, which in 1987 saw only one
paper each from Egypt, Saudi Arabia, Kuwait, and Algeria quoted more than 40
times, compared with 10481 papers in the USA and 523 papers in Switzerland
(UNDP, 2003). Other important indicators are the low number of full-time
researchers at 3—-10% of developed country rates, and only 50 technicians per
million population compared with 1000 in developed countries (UNDP, 2003). A
major cause of the low rates is the very low expenditures in relation to developed
countries, with Arab countries investing up to 0.2% of GNP compared with
developed countries at 2.5-5.0%, the former mostly from government sources
whereas around 50% in developed countries up to 1995, with low levels of trans-
forming research into investment projects (UNDP, 2002). Another deficiency in
humanities and social science research is a focus on topics that are only relevant
to an Arab context, with little study of other traditions or parts of the world and
few scientific societies or professional associations. Improvements in these areas
have been steady but slow, and still not at international levels (UNDP, 2009).

Al-Rashdan (2010) more recently identified several similar challenges and
problems: a soaring demand given the rapidly increasing population in the
region; insufficient funding that also affects faculty and staff’s living standards
with a high export of wealth by Arab students studying abroad; little or no aca-
demic freedom granted by government and university administration; poor
quality research with unclear goals; administrators appointed by government
aimed more at serving officials than building and supporting an academic
organization; weak relationships among universities in their systems; poor prep-
aration of academics through rote teaching and enforcing submissiveness and
suppression of opinions; and a lack of good governance. Yamani (2006) reports
that 25% of university graduates emigrate from the Arab world contributing a
“brain drain” to the problems of educational development, a pattern that has
existed for some time due mostly to work overload (with as many as 35% of
instructional resources used in remedial education for students not prepared for
higher education) and top-down research management that is overly bureau-
cratic (Rugh, 2002).

Not all issues for education are part of economic and human capital devel-
opment — globalization and postcolonial critiques also focus on national
identity, religious, and cultural issues related to the heavy use of foreign
languages in many Middle East countries where the English and French have
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dominated education since the late Ottoman period, when European and
American missionaries became involved in formal education in countries like
Lebanon, that since has reinstated Arabic as the common educational lan-
guage as part of postcolonial national identity development (Zakharia, 2009).
The educational system has been used both by colonizers to ‘“Westernize’
Middle East states and by postcolonial governments to instill an independent
national identity, as well as a later instrument of modernization in countries
like Egypt, Lebanon, and Turkey by expanding primary schooling, creating
national curricula, and including Islamic learning (Ashkenazi, 2009). The
language issue is a complex one, particularly for English, promoted for its
preparing people to study abroad and manage globalized conditions, while
others see education through the foreign languages of French and English as
a “cultural invasion,” like Suleiman (2004) and a carrier of a body of values,
like Shakib (2011).

Sub-Regional Conditions

Stable Nation-Building

The oil and gas resources of the Arabian Gulf States (Saudi Arabia, Kuwait,
Oman, the UAE, Qatar, and Bahrain), as well as economic diversification, public
investment in infrastructure, including education, and national employment and
security policies have produced relatively stable states, although Saudi Arabia
and Bahrain have experienced ISIS radicalism and internal tensions. Despite
similarities in religion, history, and culture, it is important to stress the differences
in countries in the region and even in the Arabian Gulf, where political and legal
systems and levels of wealth vary, institutional arrangements are different and
where philosophies and policies of education differ, as Badry and Willoughby
(2016) demonstrate in their collection on the changes in higher education in the
Gulf States. Yamani conducts a more detailed comparison of Saudi Arabia and
Qatar, showing the differences that exist in the societies that education serves
and their socio-political roles that have maintained a high level of conservatism
in Saudi and a high level of openness to women’s participation, curricular content,
higher resources levels and a more developed integrated system of agencies for
teaching, research, and quality enhancement (Yamani, 2006). Models differ
greatly, with Qatar using mostly government funding through the Qatar
Foundation, the UAE using a combination of governmental universities and
foreign branches using co-investment that is mostly market-driven, and in Saudi
Arabia, a significant portion of funding coming from the King’s office in a state-
driven development (Romani, 2009), the overall budget for which had tripled
from 2008 to 2013.

The Gulf States have had a heavy reliance on expatriate labor ranging from
25-75% (Romani, 2009), although nationalization policies have been instituted
in Oman, the UAE, and Saudi as the educational levels of locals increase
(Mashood, Verhoeven, & Chansarkar, 2009). Initially teachers from Egypt,
Iraq, Palestine, and Syria were brought to staff newly established modern school
systems (Willoughy, 2008), although in the last two decades this has been
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supplemented, especially in higher education by faculty from the US, the UK,
Canada, and Australia teaching mostly US and UK derived curricula.

The current educational system is relatively new in Gulf States, especially
higher education, consisting of government colleges and universities as well
as those established by private organizations and individuals, and foreign uni-
versities establishing branches with a heavy involvement of women, particularly
in higher education in a number of countries (Kirdar, 2007). The demand, in
part, comes from large numbers of expatriate professional labor who demand a
Western-style higher education and local families who want their children to be
able to go abroad for graduate degrees, requiring university certificates that are
recognized or who wish to remain at home to complete a high quality education
(Willoughby, 2008), but also from many locals who wish to study at home or are
unable to travel, especially women with families. For example, in the UAE,
founded in 1971, there was only one university by 1977, the United Arab
Emirates University with 502 students and 54 faculty members, but by 2007
there were 55 higher education organizations accredited by the Ministry
of Higher Education and Research with 77426 students and 10000 faculty
members (Yousef, 2009).

This large expansion of foreign universities has caused debate, though, with
negative effects reported of “cloning” Western educational models which have
de-emphasized Arabic as a language of instruction, carried a “secular” hidden
curriculum, and replaced the foundations of knowledge with a transplanted
tradition (Abi-Mershed, 2010), however, the Arabization of the curriculum in
disciplines like medicine and engineering took place in the immediate post-
colonial period in Syria and Algeria (Rugh, 2002) and some Arabization has been
taking place in Qatar and the UAE. The greatest pressure under globalization,
particularly for students in business-related subjects, has been the adoption of
the American semester system and mostly using English-medium curriculum, as
in Lebanon, some Saudi Arabian and Egyptian universities, and in the UAE
(Rugh, 2002). The degree to which education affects the culture of local
populations is still a matter of debate, depending upon the strength and continuity
of family, tradition, collectivist, and Islamic values in countries like the Gulf
States, which can modify modernization influences (Fox, Mourtada-Sabbah, &
Al-Mutawa, 2006). There are other problems such as those that are relatively
minor like the “borrowing” of what Donn and Al Manthri (2010) refer to as the
“off-loading” of failed educational experiments (or reforms) from the West to
full-scale destruction and devastation in states where education has all but
disintegrated. A rapid and extensive attendance and investment in schooling and
higher education that began in the 1950s and carried through to the present day,
however, carries limitations in contributing to nation-building if modeled on
external sources (Badry & Willoughby, 2016).

Postcolonial or Post-war Reconstruction

A number of postcolonial and post-war states in the region have constructed
fairly stable, although politically active, nations, such as Morocco with a power-
sharing system between its monarchy and a moderate Islamic government,
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Algeria that weathered the Arab Spring movements in part because of a reluc-
tance to return to recent civil war, and Tunisia that successfully held parliamen-
tary elections and passed a new Constitution. One role of colonization through
education is the importation of colonial education, producing co-existing foreign
and local systems that affected social class, religious affiliation and culture, shap-
ing identity and citizenship roles (Abi-Mershed, 2010), a process that is still
underway in the region under globalization.

Turkey, for example, despite its recent coup attempt, has also been a rela-
tively stable state following a Westernization and secularization path begin-
ning modestly in the Ottoman Empire in the nineteenth century to prepare
young men for the civil service. A more comprehensive nationalization of
education was carried out in the early twentieth century under Atatiirk with
a Western-oriented education system disengaged from Islam and Islamic elites
and organizations, bringing it under state control. This produced a pattern of
schooling following a Western model of primary, secondary, and post-second-
ary schools with state and private universities and vocational schools
(Ashkenazi, 2009; Kaplan, 2006). Following the rise of political Islam in the
1970s and the rise to political power of Ozul as Prime Minister in the 1980s,
Turkey strengthened Islam in the national system by opening Qur’anic schools
and making religious courses compulsory and established the Turkish Islamic
Synthesis that integrated religious values and traditions with Western-style
laws and secular structures (Ashkenazi, 2009). However, tensions between
secularization and Islamic interests increased during the 1990s when 10% of
the student population were enrolled in Islamic schools (after completing
mandatory years in public schools), and a new center-right political party with
Islamic affiliations came to power, sparking demonstrations and the recent
coup attempt in July 2016 in Turkey during which over 1000 private schools,
1200 foundations and associations, 35 medical organizations, and 15 universi-
ties associated with the Gulenist Islamic movement were closed and many
hundreds of teachers and university heads were dismissed or suspended (BBC
News, 2016).

Jordan has also remained relatively stable in the region due largely to the
admired leadership of King Hussein and subsequently by his son. Because the
country has few natural resources, it has followed a development strategy of
focusing on its human capital. In the twentieth century Jordan spent a high
percentage of its budget on phases of educational reform that began with making
primary education compulsory, diversifying secondary education, and finally,
instituting reforms to improve the quality of the curriculum, teaching, and
facilities (Abbas, 2012). The last major reform in education has been a
restructuring since 1998 to develop more problem-solving and critical thinking
abilities, modified in 2002 to aim for a knowledge economy involving the
introduction of more technology, the study of global cultures and partnerships
with international agencies, and the adoption of an educational philosophy
grounded in Islam, Arab culture, national identity, and an international perspec-
tive and principles of social justice (Abbas, 2012).

The main balance being struck in stable postcolonial states is between the
Islamic and Arab heritage, language, and values necessary for nation-building
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with international standards of education to engage in the global economy, inter-
national political participation, and regional relationships for stability.

Destabilized and Fragile States

A number of states like Egypt and Lebanon have experienced unrest and changes
in government, both prior to the Arab Spring and since, that compromise the
stability of the state. However, educational development has still been taking
place. Egypt, like most Middle East countries, increased expenditure on educa-
tion in the post-World War II period to support its rapidly expanding popula-
tion and increased levels of school registration from 1900000 in 1954 to 5900000
in 1973, with many graduates staffing a growing civil service, however, the
authoritarian governments in Egypt have kept a strict control over education
and the media to a large extent hindering modernization of the educational sys-
tem (Owen, 1992, pp. 35-36). Educational organizations can also fulfill state
and political roles, for example, the Egyptian state used the al-Azhar University
to promote governmental secularization policies under Nasser, which, however,
undermined its standards and credibility as a religious institution (Abi-Mershed,
2010), and it has used the curriculum since the 1950s in an expanded free and
compulsory public system to support patriotism and religion although it failed
to contribute to economic and social development or to overcome sectarian
conflict (Ashkenazi, 2009).

Egypt’s 2011 mass uprising against Mubarak’s authoritarian rule, and the 2013
military ousting of the elected president Morsi, and ISIS activity in the country
have caused significant destabilization due in part to the economic and
educational conditions. The Mubarak regime, while increasing investments in
Egypt’s economy, produced a widening wealth gap, increasingly became corrupt,
experienced frequent strikes, and saw the collapse of the public sector, including
education, which has continued to degrade through the Arab Spring due to
operational interruptions and cuts in funding (Wafa, 2015), reflected in the
country’s drop by 13 positions on the World Economic Forum’s Competitiveness
scale (Schwab & Xavier, 2013). Wafa (2015) reports on the reactionary
responsiveness that occurs in social institutions in periods of revolutionary
regime change, but also on a more proactive response by the American University
in Cairo which immediately began revising its curriculum and teaching methods
once it resumed operations after the initial 18 days of protests and disruptions,
focusing on current events with revolutionary themes and critiques and public
dialogues. While the political change provides an opportunity for capacity-
building in institutions both to respond to public demand and modernize the
curriculum, such as fitting into current trends, incorporating marginalized
groups, teaching more courses in Arabic, increasing both theoretical content and
practical application, and incorporating more international experience (Wafa,
2015), it is far too soon to evaluate the final impact political unrest and regime
change will have.

Lebanon has become a weakened state where many non-state actors that are
political movements or paramilitary religiously-aligned organizations are more
powerful than governmental institutions, producing what is generally called a
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“consociational regime” attempting to maintain a balance, and over the last five
years there has been intense fighting between pro- and anti-Syrian government
supporters and sympathizers on both sides (Watenpaugh, Fricke, & King, 2014,
pp- 6, 14). Contributing to Lebanon’s weak political status are 450000 Palestinian
refugees who receive few civil rights, in part due to their disruption of the
political balance in the country leading to the 1975-1990 civil war.

The Lebanese higher education system has been highly developed with 44
institutions ranging in size from 2000 to 70000 students and a curriculum based
either on the American liberal arts model or the French university model, most
of which use English or French as the medium of instruction. Some were
established in the nineteenth century, but most emerged after the civil war, and
most are for-profit organizations associated with a religious group or political
party, and attract many foreign students, who numbered 30000 of the country’s
180000 students before the current conflict (Watenpaugh, Frickem & King, 2014,
p. 20). The politics of language colonization is evident clearly in Lebanon where
Arabic and foreign languages compete in the school system, with Arabic carrying
a symbolic status of cultural and religious identity (Abi-Mershed, 2010).

Disintegrating States

There are a number of disintegrating states experiencing human devastation such
as Syria (Glass, 2016), Iraq (Al-Ali, 2014) and Yemen (Brehony, 2013; Mohamed,
Gerber, & Aboulkacem, 2016) due to legacies of authoritarian government, subse-
quent foreign mismanagement, and the rise of the Islamic State (Isakhan, 2015),
producing a breakdown in state institutions with a lack of central legitimate
authority. Some of these states have been in war-torn conditions for some time,
where millions of children and their teachers are experiencing the conflict at first
hand. UNICEF (2015) estimates that in 2014 there were 214 attacks on schools in
the MENA region, with “killing, abduction and arbitrary arrest of students, teach-
ers and education personnel” (p. 6) occurring with regularity, and education
buildings being used for military purposes. During this period about 13 million
children are not attending school and an estimated 8850 schools in Syria, Iraq,
Yemen, and Libya have been lost or reassigned for other use.

It is sometimes hard to remember that some fractured states in the Middle
East had excellent educational systems with high rates of enrollment and high
standards. Iraq, prior to the First Gulf War, had been commended in the early
1980s by the UN Office of the Humanitarian Coordinator for having produced
“one of the best education systems in the Arab world” (cited in UNESCO, 2011)
which was provided free through to the tertiary level. This is an educational
world that no longer exists — through wars, sanctions placed on Iraq, and a failed
rebuilding program since the second Iraq War, school years have been disrupted
for many students, buildings have been destroyed, looted or reassigned for
ammunition storage, and frequent small-scale attacks. By 2010, 20% of people
had no formal education. The effects will last a very long time — rebuilding a
viable, secure and functional educational system will be necessary in the rebuild-
ing of the state, when it emerges from its current disintegration. Syria, also, had
a relatively well-developed educational system with 93% of children in primary
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education and 67% in secondary school, with literacy rates at 95% for 15-24-
year-olds (Ndaruhutse & West, 2015). The Syrian government policy on higher
education was to heavily subsidize universities and provide equal access for
women, which by 2009 had achieved a 50% enrollment rate (Watenpaugh, Fricke,
& King, 2014, p. 13).

The situation in Iraq has been disintegrating since the first Gulf War when
sanctions were imposed in the early 2000s, creating extreme hardship with no
funds going to education and infrastructure, and foreign administration of the
country following the second Gulf War led to a complete breakdown in education.
It is generally considered to be one of the most corrupt countries in the world,
with basic services spotty or non-existent, such as electricity, and basic social
institutions like education disintegrating, while the vast majority of the budget
by 2012 went to the military. The education system has been in steady decline for
decades, partly due to teachers and thinkers leaving the country (Al-Ali, 2014).
The effects of sequential wars have also had a negative effect on ethics that have
degenerated into alienation and patron-client relationships (Jabar, 2004).

Yemen has experienced civil wars and unrest throughout the twentieth century,
causing socio-economic issues, basic services, security and the rule of law to
deteriorate up to the present escalation of violence (Alwazir, 2016). On a scale of
fragile state types, Yemen has been classified as being in a “fragility trap” meaning
that it has been fragile for a long period of time, largely due to internal conflict,
with little evidence of a stable or robust state structure and is volatile for a
number of reasons including regional and tribal divisions, patronage regimes,
and a continuing deterioration in state authority and legitimacy (Carment et al.,
2015). Since 2011, the Houthi movement, with support from Iran, has taken over
large parts of the country causing in turn Al-Qaeda activity that has destroyed
much of its civil infrastructure and produced a sufficient threat in the region that
Saudi-led coalition of forces have waged war.

Yemen is still largely rural with two-thirds of its 24 million population living in
rural areas where tribal affiliation is the primary structuring force in its
communities, and the political system is dominated by power bargaining, patron-
client relationships and extended family systems. It is the poorest country in the
Arab world and is ranked 154th out of 187 countries on the Human Development
Index, reflecting among other factors low average years of schooling (Al-Iryani,
de Janvry, & Sadoulet, 2015). Education has been underfunded over the long
term, with a significant portion of schooling provided by religious organizations
with highly variable standards. Oil and gas revenues under the recent Saleh
regime were not used for general infrastructure, leaving these areas lacking basic
services of electricity, schools, hospitals, and roads (Van Veen, 2014), a primary
factor in the current unrest in the country.

During the late 1990s when Yemen was experiencing hyperinflation and a
political crisis resulting in civil war in 1994, the World Bank and the International
Monetary Fund, with US financial aid, assisted the government in establishing a
reform package that was administered through the Social Fund for Development,
aimed at working at the community level to combat poverty and build up a social
safety net that included education, initially the largest share of expenditures
and reaching 25% of villages, although tensions have existed politically since its
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operations threaten the political patronage system (Al-Iryani, de Janvry, &
Sadoulet, 2015). Despite localized civil wars, a separatist movement in the south
and the increasing presence of Al-Qaeda, the Fund had appreciable successes in
increasing school enrollment especially for girls, and during the crises beginning
in 2011 was one of the few national institutions continuing to operate. With the
recent escalation in violence and no prospects of end in sight, the future for
education remains bleak.

Alwazir (2016) has investigated the political role of youth and students in
Yemen'’s domestic strife, composed of students, unemployed graduates, and
joined by other non-partisan older participants aiming at equal citizenship
and a civil society, distancing themselves from all political forces and parties
which they consider corrupt and which constitute the intra-elite conflict in
the country (Mahdi & Al-Hattami, 2016). Because of their non-alliance, they
have been regarded as “repositories” of legitimacy and social actors who
potentially could perform the role of consensus builders. Educational centers,
like the university in the capital, Sanaa, serve as sites for protest and govern-
ment counter-action by using snipers to fire on unarmed protesters as it did in
January of 2011.

Since the bombing campaign by the Saudi Arabia-led coalition in early 2015,
Amnesty International (2015) has reported that strikes have included schools,
killing a small number of children and disrupting the education system even
more with 34% (1.8 million) of children by late 2015 have not gone to school
since the strikes began, and 600,000 high school students not being able to sit
final examinations. By October 2015, 1000 schools had either been totally
destroyed, partially damaged, or are being used to shelter displaced people.

Syria is a quickly disintegrating state, in the last few decades initially subject
to the Assad — father and son — regime, then state war against its own citizens
during the Arab Spring period, now complicated by the establishment of ISIS
on former Syrian and Iraqi territory. By 2014, there were 6.5 million internally
displaced people in Syria and another 2.8 million refugees in other countries
like Lebanon, Jordan, Iraq, Turkey, and Egypt, a number that rose to
7.6 million displaced people in Syria and 3.9 million refugees outside Syria by
March of 2015 (Ndaruhutse & West, 2015). For most Syrians, life has stopped,
reducing most of the population to survival status and effectively ending their
education — the economy, health, and education sectors have collapsed or
even disappeared completely. Buildings and campuses have sustained severe
damage, and travel for students, teachers, and professors is dangerous — for
those who try to attend, they can be targets of violence by the Ba’ath Party-
affiliated student union and student paramilitary student group (Watenpaugh,
Fricke, & King, 2014, pp. 9-10). As in many other states experiencing war and
invasion, school buildings are converted to other uses such as detention and
torture centers or as storage centers for equipment or to house military or
intelligence personnel (GCPEA, 2014). According to UNICEF (2015), by 2014,
52500 teachers and 523 school counsellors had left the schools, many now
refugees in other countries. In Islamic State-controlled areas of Syria, the cur-
riculum has been changed to remove a number of subjects and introduce
additional rules for girls. In effect, education has stopped as a consequence of
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destruction or danger to life and is part of a humanitarian disaster, a wide-
spread violation of human rights and loss of dignity (Watenpaugh, Fricke &
Siegel, 2013).

The Dispossessed

The dispossessed in the Middle East include refugee groups like Palestinians and
Syrians, but also groups like the Kurds in Syria who have been marginalized and
oppressed, including about one million deprived of the health, educational
services, and career opportunities provided to other citizens, their language
banned in schools and the media, and many of whom were considered stateless
immigrants from Turkey (Allsopp, 2015). In Iraq Kurds were displaced and many
of their villages destroyed from the 1970s to 2001, although since Saddam
Hussein fell from power, the Kurdish population has benefited from the UN oil
program to build its economic system and an expansion in higher education to
17 public and private universities (Aziz, 2011).

A large number of Palestinians still reside in the West Bank and the Gaza, and
politically ranged between the Islamists of Hamas and Fatah nationalists who
are, effectively caught between strategies of negotiation and armed resistance
(Salem, 2015). Approximately 4.5 million were still registered in UN camps as of
2008 in Jordan, Lebanon, Syria, the West Bank and the Gaza Strip, with almost
half in Jordan (Chatty, 2010, p. 205) with varying rights to education, from full
rights in Syria to severely restricted in Lebanon and lack of rights in the Gaza
Strip. Much of the debate about Palestinian education is centered on its curricu-
lum which detractors argue incites politicized activity rather than contributing
to peace, democracy, or cultural and economic development. However, a
UNESCO report (2006), reviewing the available studies, refutes this claim, dem-
onstrating that for the most part the texts remain silent on controversial issues
like Palestinian national identity. The most recent crisis was the bombing cam-
paign in Gaza in 2014, after which UNICEF (2015) launched a “Back to School
Campaign” with the Ministry of Education & Higher Education safely returning
260000 children to government schools, providing teaching kits to 395 schools
and psychosocial support for 11000 teachers.

The situation in Syria is much more dire. Watenpaugh, Fricke, and Siegel (2013)
summarize the conditions of higher education in Syria prior to the beginning of
hostilities that followed the “Arab Spring” uprisings in 2011, with university stu-
dents playing a significant role. They report that for two generations, there was a
rapid growth in higher education due in part to the ruling Ba’athist Party support
for literacy and science and technology development, as well as women’s educa-
tion, with more than half of students being women. During this period a number
of large universities and community colleges were established in Damascus and
other major cities, with over 100000 Syrians attending university by 2000. At this
point, a number of educational reforms were under way to improve quality and
the capacity of the system: the creation of private universities that paid much
higher salaries, however, access to and success in universities were also tied to
a reward and discipline function for the Assad regime (p. 8). At the time of the
uprisings, the regime’s reaction was swift and brutal, and included targeting
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university students at the university and at home with searches, arrests,
interrogations, seizure of computers and papers, and deaths, and with the
harassment of academics, largely by Shabiha, or “ghosts,” secret police and
military personnel. University buildings were surrounded by checkpoints
which placed students and academics at risk or were situated next to a battle
front line (pp. 8-9).

By 2014, there were 1000000 Syrian refugees in Lebanon, of whom approxi-
mately 70000 were displaced university students with comparable numbers in
Jordan and Turkey. Only about 40% of refugee Syrian children are enrolled in
schools (Culbertson & Constant, 2015). In all three countries higher education
has continued for a few although the impact on these countries is already strain-
ing resources and public services, and in Lebanon there are “unwritten discrimi-
natory policies” (Watenpaugh, Fricke, & King, 2014, p. 6), excluding Syrian
university students and academics. Many of them receive financial assistance
from NGOs although the Lebanese Association for Scientific Research has estab-
lished a scholarship program that had provided 250 scholarships in its first year
of operation in 2013, and many of the male students are motivated to study in
order to avoid military service in Syria (p. 21). They are generally barred from
studying due to entrance exams that are in English or French, in which they can-
not compete well. A large number work in order to support themselves and their
families who have fled to Lebanon with them, mostly in lower-skilled jobs that
are predominantly illegal and are paid less than Lebanese workers, and they are
barred from a number of professional syndicates in higher professions (p. 24).

This situation is exacerbated by Lebanese education officials not establishing
education programs for displaced Syrians, a legacy partly of not creating perma-
nent institutions or programs for the large refugee Palestinian population residing
in the country. A contributory factor is the Syrian al-Assad regime’s occupation of
Lebanon from 1976 to 2005, maintaining a force of almost 30000 soldiers and
secret police, and fears among at least some university students that Syrian secret
police have continued to operate in Lebanon, sometimes posing as students
(p. 16). Other aspects of life are also difficult — problems crossing border points,
going through checkpoints, threats to personal security by Syrian Embassy staff
if not pro-regime, and harassment and detention by Lebanese officials.

In Lebanon, Syrian academic refugees experience the same general problems in
legal impediments, high competition for positions, sectarian bias, weaker English and
French, hurdles in obtaining work permits and residency, and fears of Syrian regime
activity in the country detrimental for those who are not pro-regime. For many,
international organizations and donors make work possible in universities. They face
much the same situation in Jordan. However, two higher education exile organiza-
tions have been formed among Syrians: the Union of Free Syrian Academics and the
Union of Free Syrian Students refugees to represent their interests outside of Syria and
to prepare for an eventual return to Syria (Watenpaugh, Fricke & Siegel, 2013).

The situation in Jordan is not much different — the influx of refugees has placed
enormous economic, social, and institutional pressures on the country and a
place for Syrians that has a much higher cost of tuition, fees, and cost of living
than Syria. In additional, students often do not have travel documents, academic
records or certificates, with little possibility of getting assistance from a pro-Assad
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regime Embassy. However, Jordan has relaxed documentation requirements for
many university students, but the incompatibility of the French-modeled Syrian
system and the American-modeled Jordanian system creates difficulties with
credit transfer. By January of 2013, there were an estimated 470000-500000
Syrian refugees, that rose to 657203 by August, 2016 (UNHCR, 2016). By 2014,
UNICEF (2015) reported that Syrian children have greatly burdened already
taxed schools systems in Lebanon and Jordan, and where bullying and violence
rates have been reported.

For those Syrian children in Turkey, a new language of instruction has to be
learned, although a revised Syrian curriculum was approved by the government.
The situation has been somewhat mitigated through non-formal educational
activities and additional formal education support through the 2013 launching of
a “No Lost Generation” initiative of the UN, NGOs, and international donors.
The size of the school-age refugee population from Syria has what Ndaruhutse
and West (2015) call the “butterfly effect” placing excessive burdens on the
schools systems of Lebanon and Turkey, lowering the effectiveness and quality of
their systems. Lebanon, for example, had spent US$29 million supplemented
with a further $24 million from UN agencies in 2013 for the 40000 Syrian children
in their schools in 2013, with an estimate that in 2014 and 2015 they would need
$348-434 million to stabilize their educational system as more refugees arrived
(Ndaruhutse & West, 2015).

Conclusion

Educational development in the MENA is a highly fractious, complex and varia-
ble topic, ranging from institution-building and modernization to sectarian and
political stresses and to war and disintegration. Research is complicated by many
states that do not provide information to international agencies or researchers
collecting data, and events in many countries are moving so rapidly that adequate
scholarly information is not available. Research also cannot treat education as a
stand-alone institution — it is interpenetrated by a complex array of sovereign-
ties, socio-economic conditions, cultural factors, and regional dynamics. In addi-
tion, there are postcolonial issues arising in the role of Western curriculum,
teaching, and research. One of the strategic questions relevant to this topic is one
asked by Bashshur (2005), “How [can one] benefit from the West without crush-
ing under its weight and losing one’s soul and heart in the process?”

Akkary (2014) sees two major requirements that have to be met to improve
educational provision and achievement that is grounded in empirical research in
the Middle East: first, an understanding of what improved schooling requires;
and, second, policy strategies for implementation and change that can produce
higher levels of participation and achievement. In addition, he notes a number of
practices in a transformative rather than top-down bureaucratic approach to
educational change that are needed: abandoning pre-packaged programs for
indigenous development and modified or adapted educational material and
practices suitable to their contexts, and using a system view to bring about coor-
dinated and multi-organization and agency change. Wilkens (2011), also, makes
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a number of recommendations for improvement in higher education, such as
changing governance and administrative structures to allow for more independ-
ence from government and owners of private universities, with accountability
systems for senior positions, improving the quality of faculty for teaching and
research, exploring cost-sharing and private sector partnerships to increase
funding and making better linkages between education and the workplace, and
improving the quality and status of vocational and technical education, however,
these measures are only possible in stable countries where the mind set has
changed from top-down, authoritarian practices.

The field of educational administration itself has a developmental challenge
requiring capacity-building to theoretically and empirically deal with conditions
that are not only politically and culturally different from Western nations and an
understanding and strategies to respond to nations operating under different
values systems, like that of Islam and Arab culture and/or are in distress (see
Samier, 2013). While the literature in comparative, international and Middle East
and Islamic education is expanding, it has to be more closely aligned with the
local values and conditions of the Middle East and with the postcolonial and
decolonizing literature and globalization critiques to adequately provide a
professional repository of knowledge and skills that can actually be used
effectively in Middle East contexts.
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Profiting from the Poor

The Emergence of Multinational Edu-Businesses in Hyderabad, India’
Carol Anne Spreen and Sangeeta Kamat

Introduction

Private for-profit multinational corporations are making billions of dollars
by charging poor families around the world to send their children to
school. At the same time, governments have been shirking their obligations
to provide quality public schooling by diverting significant funds to private
sector actors and inviting them in to run large segments of the education
system. If education is a fundamental human right, why should the world’s
poor be paying billions to multinational corporations for their education?

(EI Report Launch Brief, July 2016)

This chapter describes the broad neoliberal underpinnings and the corporate
interests in for-profit education and shows how these efforts undermine public
education as a fundamental human right. It demonstrates how the privatization
and commercialization of education through scalable chains of low-fee schools
and selling educational products and services unfolded and evolved in Hyderabad,
India. Through in-depth qualitative research conducted over several months, the
study reveals a complex assemblage of global actors that are invested in the
business of private education and who stand to make a considerable profit from
it. Our findings challenge the global education industry’s claims that private
schooling for the poor can be profitable while simultaneously promising a quality
education. We argue that, despite the promises of these profiteers, low-fee
private schools have not delivered anything close to a quality education, and we
show that privatization leads to increasing inequalities based on gender
discrimination and social exclusion, as well as the de-professionalization of
teachers. We explain that user fees, in particular, undermine the right to
education, exacerbating inequality, and contributing to social stratification.

We conclude this chapter by asserting that all children have the right to a free
quality public education and draw attention to several compounding factors that
have led to the decimation of public education in India. In the last few decades,
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government-funded schools have suffered from disinvestment and neglect, cre-
ating a mass exodus of working poor and the middle class from public schools,
leaving the poorest and most vulnerable behind. While tremendous gains have
been made throughout India in terms of access and enrollment, this is clearly not
enough. We point out that due to government neglect, public schools have not
been adequately resourced to handle the increasing demands — there is a teacher
shortage, 47% of schools do nt have functional girls’ toilets, and 26% do not have
access to drinking water. These conditions have fueled the exodus out of public
schools and into that private sector that has been marketed and sold as a
“better option” The lack of political will to adequately finance, support, and
monitor the public education system has legitimated corporate “solutions” to
the education crisis. The massive growth of low-fee, private schools and the
commercialization of education are directly related to the government’s failure
to meet its Constitutional responsibilities under the Right to Education Act as
well as its international obligations to provide free education as a fundamental
human right.

Examining the North-South Impact of the Global
Education Industry

Over the last decade, education for the poor in the developing world has become
an increasingly attractive market for global investors and multinational
corporations. This movement, known as the Global Education Industry (GEI), is
vested in setting up schools for profit. It presents private schools as the best
alternative to public schooling and possibly the only alternative to universalizing
access to education in developing and emerging economies.

Among developing countries, India is almost always underscored as a vast
education market ripe with potential and profits. With nearly 200 million pupils
in the school sector, the Indian education sector is estimated to be worth US$110
billion by global investors.” Multinational corporations like Pearson, along with
international chains like Bridge International Academies, have encouraged
privatization of the school sector in India through the promotion of private
school chains, vouchers, public-private partnerships and education products
and services, especially targeting schools in low-income and working-class
communities. In his research detailing the reach of the Global Education
Industry, Verger (2016) describes the range and activities of the economic actors
that are increasingly involved in providing education and the production of
educational goods and services.

While the privatisation of education is not a new phenomenon, the
increasingly prominent role of profit-oriented private organisations in
education across the globe is more recent. Now, more than ever before, a
broader range of educational services are produced, exchanged, and
consumed on a for-profit basis and through supra-national interactions.
This phenomenon is evident with services that go beyond traditional pri-
vate schools and universities and include, to name a few, alternative forms
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of educational provision (including e-learning), test preparation services,
edu-marketing, the provision of curriculum packages, private tutoring
and other supplemental education services, certification services, teacher
training, recruitment of university students, and school improvement ser-
vices. All these services — and the actors that provide them — constitute
what we call the Global Education Industry (GEI).

Verger outlines several features of the GEI that are becoming commonplace in
countries globally that are also common to India. Among these are “chains of
private schools (such as ... Bridge International Academies), which are
contributing to the diversification of the private schooling sector that has been
traditionally in hands of religious or NGO-based providers.” He also points to
“big education corporations and conglomerates, with companies such as Pearson,
which provide a broad range of publishing and educational services, and IT/
software companies, such as Microsoft, Intel, Hewlett Packard or Blackboard
standing out.” The list of players also includes:

consultancy firms, ranging from big transnational corporations such as
Pricewaterhouse Coopers or McKinsey that have broad portfolios, and
apply business logic to education, and to a wide but dispersed constellation
of individual consultants, some of which focus more exclusively on
education.

And other non-state actors such as philanthropic foundations (e.g. the Bill and
Melinda Gates Foundation or the Hewlett Foundation), which are formally
autonomous from the corporate sponsorships, but are usually implicitly aligned
with neoliberal strategies of their funders, board members and founders. Lastly,
Verger points to the rising role for advocacy networks, which emerge when edu-
businesses and other types of private corporations come together in a more or
less formal or more or less stable way to advocate for educational changes, often
in the public policy realm (Verger, 2016).

Our research reveals that the education sector in India, much like those in
other emerging economies, has incorporated most of these dimensions of the
global education industry and is perhaps its biggest market. We found all of these
aspects of the GEI in the Indian sector, including linkages with global corporations
like Pearson, the emergence of international chains such as Bridge International
Academies, and the engagement with corporate foundations like Dell and the Bill
and Melinda Gates Foundation along with a variety of international consultants.
Many of the investments and financing of the private sector in India are drawn
from venture capital firms such as Gray Matters Capital and private equity firms
such as Kaizen Management,® who are all active in encouraging and investing in
for-profit commercial ventures in India’s growing education techno