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Re: how does globalization affects education?

Posted by lulu artistika luluart@hotmail.com on Tue, 03 Sep 2002 23:32:16.
Sir my name is lulu Artistika. I'm a student of Parahyangan Catholic University. I'm working with my bachelor thesis now which is talking about how globalization in education effect democratization in Indonesia.

Talking about my point of view I have my point of view in term of Indonesia case.
In Indonesia globalization effect our education in curriculum, menegement of the education and the line of information.

First in curriculum.
In curriculum we adapt a lot of western countries curriculum but it not all of them because we still have our local values which is cannot be adapt from western country. It happen because Indoenesia as a developing country (I think now on Indonesia is underdeveloping country) need to compete with the developed country. I f we don't some reformation in education then our young people cannot compete in free trade area (APEC and AFTA. So our government made a lot changes to made a competitive worker.

In management of education
In management of education we invite a lot of scholars from around the world in order to get a better management and received some data from the first hand. Luckily our education institution have good relations with some big NGOs and International Administration Organization and they were very helpfull in donating us and invite those scholars.
Even our students go abroad to come to several international events so we can get new friends and lingkages and also experience which can shared and practised in Indonesia.

In the line of information
By using internet we are part of globalization and also we're doing education in the same time. I see internet as a part of education. From internet we can get a lot of information. This is one of educational system.

Well sir I still have alot of arguments but I cannot write down in this email. But I think you can search in internet there's a lot of scholars whom talkin g about globalization in education.

I hope my email can help you even it didn't I willing to help you. Hope we can chat someday and talked about this.

Sincerely,

Lulu Artistika 
Bissmillahir Rahmanir Raheem 

Western Education vs. Muslim Children


by Khadija Anderson 

"Understanding Islamic Education" is the title of a tape by Imam Hamza Yusuf that I have been listening to recently. Interestingly, just last week, an article came to me via the internet called "The Impact of Western Hegemony on Muslim Thought" by Prof. Yusuf Progler. First of all, I had to look up "hegemony" in the dictionary. According to the dictionary, it means, "predominance of one state over others". As I had hoped, the article was a link to understanding the differences between Islamic and Western Education. In both articles, the authors spoke about the contradiction of Western education and Islamic education, the effects of Western education on the Ummah in recent history, and most importantly, the effects on us and the next generation of Muslims, our children. 

In my family, this has recently become a predominent topic of study and conversation as my 3 1/2 year old daughter is rapidly becoming the human sponge that Allah Subhanahu wa ta 'ala created children to be. The important thing about this phenomenon is the way that children learn from watching and imitating what is around them. I did not realize this fully until one day during Maghrib prayer she recited the Fatiha and two other surahs . Just like that. I was pretty surprised and upon coaxing, I found out that she also knew two more surahs and could call the Iqama. Subhana Allah ! The need for formal education for her in another year and a half has led me to investigate different avenues available to us; private Islamic school, homeschooling, or public school. 

In Prof. Yusuf Progler's paper, he warns against Muslims participating in the Western educational system. He says that by using it, one adopts Western assumptions on the nature of existence. "Most Western practices of education have institutionalized (their) one version of what it means to be a human being...Muslims ought to re-evaluate their situation because the Western understanding of existence is quite different than the teachings of Islam. Islam has its own explanation..." 

Western colonizers of Muslim countries knew the importance of taking Islam out of the minds of Muslims, and achieved this by secularizing schools and teaching Islam only in an historic context at the end of the school day when the student's concentration was at its lowest. Results of this can be seen in many immigrant Muslims in America. When someone suggested to an immigrant sister that she should not let her children watch so much TV, and instead, teach them about their deen, she said that only Allah made people Muslims and she prayed that Allah would make her children Muslims. She honestly didn't understand the concept of educating her children about Islam. 

On the internet, a sister raised in a Muslim country was writing about the wonderful freedoms of living in the US. Some Muslims seem to take the influence of an Islamic atmosphere for granted ; adhan being called at each prayer time, modestly dressed people, halal food the norm, everyone greeting with salaams, lack of crime, availability of Qur'anic teachers and people treating one another as brothers and sisters in Islam, as being an influence in their upbringing. The importance of this environment on a young Muslims's mind can not be replaced by the material advantages of living in a western country. The Western society teaches children by exposure that the norm of society is high crime, alcohol, fornication, high divorce rate, teenage pregnancies, deviant sexual practices, immodest clothing, putting individual desires over societal needs, lack of morals and charity, etc. According to Dr. Shahid Athar in "Sex Education: An Islamic Perspective", children in America are exposed to 9,000 sexual scenes per year through the media and on television . Even now in public schools children are taught that homosexuality is an acceptable alternative form of family life. 

Homeschooling can help Muslim families veer away from Western influences not only physically, but by allowing the family to choose it's curriculum. There are many Muslim homeschooling resources, and one comprehensive program is ArabesQ Academy which is overseen by writer and educator Umm Sulaiman. She offers many solutions for Muslim families including lesson plans ranging from complete daily plans to monthly overviews. Also offered are on and offline correspondance courses with secular education taught via classic Islamic viewpoints, again with curriculum designed for each families needs. 

Another family has fought the battle of raising their children in an Islamic household and then sending them to local public schools. They seemed to be a good example of how the two opposite institutions could coexist. After many years of this apparently good mixture of two worlds, things began to fall apart. The peer pressure of participating in Western culture raises it's ugly head during the teen years. A typical problem is teenage daughters refusing to wear hijab unless praying or attending Islamic functions. 

Prof. Progler also says that "...it's not enough for Muslims to say that the West is bad without an understanding and development of what may be an alternative. This requires a delicate balance. Imbalance will lead to teaching religion without any understanding of how the modern world is affecting the practice and understanding of religion". Many Islamic schools in America try to create this balance within their curriculums. The Islamic School of Seattle, for instance, commits to "...provide children with an atmosphere as close to the Islamic ideal as possible...strenghten them to meet and deal effectively with the challenges of living in the modern American society, and...to instill in them a pride in their heritage by enabling them to approach knowledge from an Islamic point of view." 

According to Imam Yusuf in "Understanding Islamic Education", Arabic has to be a foundation for Islamic education. Knowledge is obtained by first learning the tools of knowledge; language, reasoning and the ability to articulate. The Arabic language has been preserved since the time of the Qur'anic revelations. This allows one to perceive the meanings of the Quran as it was intended and revealed to the people of that time, which is crucial as the Qur'an is not interpreted through conjecture, but through knowledge. That is why The Prophet, may peace be upon him, said that whoever interprets the Qur'an from his own opinion is mistaken, even if he is correct. Also, traditional Islamic education teaches children to memorize the whole Qur'an between the ages of 7 and 9. This, Yusuf says, "...develops a memory in a child that will surpass others in any school system." From a purely academic point of view, "the idea is to empower a child with the ability to absorb information, as a good deal of learning is based on that ability." 

The next step after Arabic and Qur'an according to Imam Yusuf, is the study of Hadith, followed by fiqh. He then commented that at least one or two people in every family should dedicate themselves to this learning, or we will seriously decrease our knowledge in the future. We need to produce scholars to lead the future ummah. The Prophet, may peace be upon him, said that the two parents of a child who memorizes the whole Qur'an will be given crowns of light on Yauma Qiyauma. Why would we rather teach our children to be engineers or doctors? Imam Yusuf and Prof. Progler both quoted the following hadith in their works: The Prophet, upon whom be peace, walked into a mosque where there was a group of people surrounding a man. The Prophet inquired, "Who is that?" He was told, "That is a very learned man." The Prophet asked, "What is a learned man?" They told him, "He is the most learned man regarding Arab genealogies, past heroic episodes, the days of Jahiliyyah, and Arabic poetry." The Prophet said, "That is knowledge whose ignorance does not harm one nor is its possession of any benefit to one ." 

We know the history of the Islamic state since the time of the Prophet, may peace be upon him. We have had successes and failures. The Prophet, may peace be upon him, said that the believers are a mirror to each other. It is imperative that we look in the mirror of history and see that the successes were achieved through seeking Allah. To do this, we must ask ourselves some serious questions. What are we living this life for? What do we want to teach our children to live their lives for? To work for Microsoft, or to work for the pleasure of Allah Subhanahu wa t'ala ? 

Many warnings about this life are given by Allah throughout the Qur'an, as in surah 31:33; "...Indeed, the promise of Allah is truth, so let not the worldly life delude you and be not decieved about Allah by the Deciever (i.e.,Satan)." 

This ayat appears again in surah 35:5. To ignore this would be to participate in the deception of our children. It is our responsibility as parents to give them the education they need in order to not be deluded by this worldly life. What this is ascribing us to is an ideal Islamic life. There are difficulties, but it is our responsibility to build ourselves and our children up to the Islamic excellence that Allah and His Messenger, may peace be upon him, have provided us with the guidance to achieve. 

Globalization: Threat, Opportunity or Both?
Guy Neave*
PRIVATE
Higher Education stands at the heart of the Knowledge Society. It faces far-reaching challenges, particularly from the thrust towards Globalization. 

According to the Spanish sociologist, Manuel Castells, one of the leading authorities on Globalization, effects on the university will be more drastic than industrialization, urbanization and secularization combined. It is, he claims, the biggest challenge the University has faced for more than a century and a half. 

Dramatic Issue 

Still, as events since the Seattle meeting of the World Trade Organization two years ago and more recently the riots in Genoa (Italy) showed, Globalization is not uncontested. Deep-rooted ideas of community based on cultural, spiritual and historic identity, remain. They sit all too uneasily with the businessman’s view of the community as customers, clients, contractors and producers. 

Convergence 

Right now, despite visions glorious or apocalyptic many writers anticipate, it is by no means clear what the real impact will be. To some, the quickening cross-national flows of people, goods, capital and information will dissolve the Nation State, push institutions – and the university is one - into a common mould. Others disagree. 

Most experts analyse Globalization by studying what is happening in the advanced economies – North America, Western Europe, Asia and Australasia. These societies are relatively stable in their political, social and institutional make up. 

For them, Globalization promises dramatic - and rewarding - change to their higher education systems. 

Yet, in lands where the Nation State is less than half a century old, where rivalries – some ethnic, others about beliefs – are all too easily inflamed, the upheaval that stands in the offing would seem even more devastating. It threatens the stability needed to build well performing systems of higher education. 

The Gift of Time 

So far, Globalization has given the advanced economies a huge advantage. They have had time to face up to the challenge. For others, this is not always so. Developing countries often have to adjust both to the quickening pulse of international exchange and to reform on many fronts simultaneously. They must move twice as fast to remain on the same spot. Not all can do so. 

This is not Globalization’s only downside. Global traffic in goods and ideas, redistributes goods and ideas. Massive flows redistribute them massively. Where they are going and how fast they are moving is, of course, the heart of the matter. 

The Dark Side 

Wealth accumulated does not always ‘filter down’ to those beneath. Benefits to the rich tend to remain with the rich –whether individuals or Nations. Either that, or they do not meet the hopes that launched them. The risk is real that accumulation of wealth at the top is quickly perceived as another form of expropriation by those at the bottom. 

So Globalization has its dark side. 

Societies on the fringe of the global economy – ‘unconnected’ is the fashionable word – face an exclusion even more devastating than their present difficulties. 

Here, one need look no further than today’s Argentina. 

Yet, many who study Globalization closely take an even more pessimistic view. Globalization, they argue, redistributes exclusion across countries and within them. In their view, society splits into two types of people: those ‘at the social core’ and those who hang on with their finger nails to the ‘social periphery’ – even in the world’s richest economies. 

A recent estimate suggests that no more than 20 percent of students currently in higher education will be at the core of the rising Knowledge Economy. The remainder will be a ‘subordinate social layer’. 

This is not a recipe for social cohesion. Far from it. 

Strategic Questions for IAU 

Whether opportunity or threat, an issue as dramatic as Globalization cannot fail to be central to the International Association of Universities as the ‘Voice of the World’s Universities’. 

What are the strategic and long-term questions Globalization poses foursquare for higher learning and for the Association? 

Two stand out. The first is ‘Commodification’ that is, the use of knowledge as a purchasable and saleable good. The second is the appearance on higher education’s landscape of what are called ‘alternative providers’ - ‘for profit’ concerns engaged in the transmission of knowledge using Information and Communications Technology. 

Commodification 

Knowledge has always been power as well as a public good. Access to it and its role in innovation, determine both the place of Nations in the world order and of individuals in society. But, commodification displaces the creation and passing on of knowledge from the social sphere to the sphere of production. Thus, the University becomes one amongst a host of different organizations engaged in ‘knowledge production’. 

Displacing and reinterpreting knowledge under these conditions raise fundamental questions for the University above all, in the area of academic freedom and in the ‘ownership’ of knowledge. They also pose questions about the ethical obligation to make knowledge freely available to those who seek it. 

Unacceptable Constrictions 

None of these issues can leave either the University or the Association indifferent. 

They herald a basic change in the very role Universities play in society. 

Defining universities simply as ‘service providers’ – bending before the rewarding contract – is an unacceptable constriction upon their responsibility to society. This at the very moment when society’s demands for its enlargement are driving in the opposite direction. 

Issues at Stake 

Today, these are precisely the issues at stake during the run up to negotiations this summer when the World Trade Organisation will discuss extending ‘the terms of trade’ to cover ‘education services’. What this means is that a trade body will decide the way higher learning as a part of the ‘Knowledge Economy’ will function. Increasingly, the market will determine how education will develop. 

Gravest of Doubts 

Like three of its member organizations, the American Council on Education, the Association of Universities and Colleges of Canada and the European University Association, together with the Consortium for Higher Education Accreditation of the United States, IAU has the gravest of doubts about the appropriateness of this step. (See the Joint Declaration in this issue) 

Alternative Forms and ‘Providers’ 

But, Globalization has other features. Many of them follow from the massification of higher learning. So called ‘alternatives to the university’ have sprung up. 

Alternatives to main stream universities have always existed. Most countries have ‘short cycle’ higher education in one form or another. They cater for the ‘private sector’ and tend to be ‘teaching only’ institutes. 

Second generation ‘alternatives’ differ radically. They have redefined the three basic ‘unities’ of the historic university – the unity of the student age range, of place of study and pace of study. They do this by harnessing mass communications technology to distance teaching. The British Open University is amongst the best-known examples of this development. 

Half Way House 

Distance teaching universities are a half way house between the historic university and its mass communications based counterparts. As learning networks, they now girdle the Earth. But they still share certain features with the main stream higher education. They are self-standing. Their mission still combines teaching and research. They are often funded and come under the responsibility of national authorities. 

This is not always so. New forms of ‘teaching organization’ are emerging where many of these conditions are absent. Amongst the new-comers are the ‘Enterprise University’ and the ‘Virtual’ University. 

The Enterprise University 

Some see the Enterprise University as the final integration of higher training into the firm. Learning is injected inside the productive sector rather than ‘servicing’ the firm from outside through external linkages. The issue the Enterprise University poses is not its ownership, nor what it teaches. It lies in whether academic freedom is indeed a condition for effective learning. If Enterprise Universities show it is not, does that mean academic freedom is a luxury in mainstream universities as well? Since the public is scrutinizing higher education for its quality, efficiency and – enterprise – this possibility cannot be dismissed out of hand. 

The Virtual University 

Virtual Universities are the most radical development in this world of ‘alternative providers’. Distance Teaching universities cater for a dispersed student body. Their Virtual counterparts in addition, perform a similar ‘service’ to their teaching staff, often temporary employees – higher education’s equivalent of ‘outsourcing’ in business. Certainly, there are advantages – close control over staff cost and ending knowledge transmission as a labour intensive industry. These are some of the benefits Information Technology bestows. 

Lean the operation might be. By reducing higher learning to an exercise in transmission, the Virtual University forces the Association and its members to face some very uncomfortable questions. How are we to distinguish a University from a ‘knowledge producing engine’? 

Urgent Challenge 

For IAU as for higher education generally, the dynamic of Globalization is a challenge of special urgency. It gives further weight to our slogan "Universities of the World Working Together." Globalization also reminds us of Ben Franklin’s dictum. 

Franklin, an 18th century American philosopher, scientist and diplomat, had a biting wit. ‘If we do not hang together, we will, most assuredly, hang separately,’ he said. 

Globalization drives that lesson home – firmly. 

GLOBALIZATION, KNOWLEDGE, EDUCATION AND TRAINING

IN THE INFORMATION AGE

Mr Derrick L. Cogburn, Ph.D.

Director, Centre for Information Society Development in Africa
Africa Regional Director, Global Information Infrastructure Commission

South Africa

1. Introduction 

The Information Revolution, and the Information Age that it engenders, is being defined by an on-going process of economic, social and political globalisation. While the term globalisation has become quite widespread, even in the popular media, there are confused and often conflicting definitions and conceptions of the phenomenon. In order for this concept to maintain any analytical usefulness, it must be unpacked, carefully defined and examined for its impact on society, the economy, and the world system.

At its most organic and fundamental level, globalisation is about the monumental structural changes occurring in the processes of production and distribution in the global economy. These structural changes are responses by many global enterprises that confront tremendous pressures and fantastic opportunities presented by the increased application and integration of advanced information and communications technologies (ICTs) into their core business processes (e.g. R&D, manufacturing, testing, back-office operations, marketing, distribution). Through the application of information and communications technologies, enterprises have the ability to diminish the impact of space, time and distance. Global companies can break apart business functions that were previously thought to be best collocated (i.e. within the same geographic area), and spread them across the globe in a globally disarticulated labor and production process. 

This aspect of globalisation requires the existence and development of an advanced information and communications infrastructure, based on a network of networks of telecommunications, broadcasting, computers, and content providers. This network of networks—a Global Information Infrastructure—currently does not exist. Such a GII should be a robust, global, broadband, high-capacity network, most likely based on fibre optic cable networks. The Internet and World Wide Web currently come closest to meeting these requirements. However, as sociologists Manuel Castells argues, "the Integrated Broadband Networks (IBN) envisioned in the 1990s could surpass substantially the revolutionary 1970s proposals for an Integrated Services Digital Network (ISDS)".

At a more conjunctural and secondary level, globalisation is affecting all of the social, political and economic structures and processes that emerge from this global restructuring. One critical issue that emerges from all of these restructuring processes is the central role of knowledge, education and learning for the success of the Global Information Society (GIS) and global information economy. Knowledge is becoming an increasingly important factor of production. More important, some analysts would argue, than land, labor and capital.

This paper explores the contours of the on-going process of globalisation, including its alternative and contending perspectives. It also comments on its impact on society, the state, and the economy. Throughout this paper, there is an underlying focus on the impact of globalisation on knowledge, education and learning and the promises and challenges of the Global Information Infrastructure--Global Information Society (GII-GIS) to meet the increasing needs and demands of the world’s citizens.

2. The Context of Globalisation and Economic Restructuring 

The global political economy is experiencing massive changes and fundamental internal and external restructuring. It has gone from a dynamic system which produced, for some, a "golden age" of capitalism in the 1950s to a system that is facing a global crisis. The current crisis is being foisted upon the world by a fundamental change in the underlying structures of production and distribution within the global economy.

Alain Lipietz argues that as a result of this restructuring a new development model is emerging. Since the 1950s, the dominant model for techno-economic development has been the Fordist—Taylorist development model. Fordism—Taylorism rested upon three major pillars. The first pillar was the factory system and mass production. The second pillar was the application of scientific management. And finally, the third pillar was the moving assembly line. These practices enabled the Fordist—Taylorist development model to "more efficiently harness physical labor from huge masses of relatively unskilled shop-floor workers." This Fordist—Taylorist model was only fully implemented in the advanced industrialised countries which has tremendous implications for the developing countries within this current period of global economic restructuring.

The global system of production and distribution is now progressing from this Fordist—Taylorist development model to one based upon what Richard Kenney and Martin Florida call Innovation-Mediated Production. Innovation-Mediated Production, challenges significantly the Fordist—Taylorist development model and is based upon the blurring of the distinctions between mental and physical labor and the increase in the application of knowledge to the production process itself. This change is so significant that it represents a fundamental shift, for much of the world, in the underlying technological and economic paradigm (techno-economic paradigm) of industrial organization. 

On the one hand, the highly industrialised countries of the world, as represented by the Organisation for Economic Cooperation and Development (OECD), are adapting to this techno-economic paradigm shift through various strategies, and high-levels of public and private sector cooperation. On the other hand, the developing countries are facing a tremendous tidal wave of changes, opportunities and challenges in this new era of globalisation and economic restructuring, which in many cases is overwhelming capacity.

The knowledge intensive nature of this development model—Innovation-Mediated production—requires firms to invest heavily in research and development (R&D), not as a luxury or solely to gain competitive advantage, but to survive. In some countries, this research system has been developed into a National System of Innovation, which harnesses the resources of the public sector, private sector, academic sector and non-governmental organizations. One area that has garnered a huge share of R&D expenditure in the developed countries has been optoelectronics. 

Optoelectronics represents the fusion of photonics technologies (using photons as the delivery mechanism) with microelectronics (using electrons as the delivery mechanisms) "to attain greater efficiency in data processing and transmission than electronics can achieve by itself." The application of optoelectronics has produced radical new developments in information and communications technologies. This increased focus on optoelectronics is "drastically revolutionizing the communication system and [is] widely expected to form the next generation of information-based technologies." These new technologies have given us the Internet, World Wide Web, Integrated Systems Digital Networks (ISDN), Asynchronous Transfer Mode (ATM), Electronic Data Interchange (EDI), and a host of other technologies that have fueled the Information Revolution. In addition, the increased application of digitization techniques blurs the distinctions between telecommunications, computers, broadcasting and other high-technology sectors. Analysts have developed a concept to describe the blurring of lines between "once separate industries into an integrated digital marketplace." They call it convergence. Since photonics, or optoelectronics, is the foundation of most of these technologies, I sometimes call what we are experiencing the Optoelectronics Revolution, as synonymous with the Information Revolution.

The Optoelectronics Revolution, amongst many other components, facilitates what Jeffrey Henderson calls the "Global Option." By applying these new information and communications technologies, firms are now able to promote a globally disarticulated production and distribution process. This means that the various components of the production and distribution process—R&D, manufacturing, testing, information management, advertising, and marketing—need not be in the same geographic location. In fact, these various components can be, and are often, spread out on continents around the world. For example, R&D can take place on one continent, manufacturing on several different ones, testing on another continent, and information management on still another. The advertising and marketing of these products can take place on a global scale with niche marketing tactics—even if the public relations firm is located in a small remote country. All of these activities are currently taking place, they are increasing, and they are proceeding at the speed of light. Henderson calls this the "World Factory" phenomenon. 

Global corporations, especially those competing in the converging high-technology industries, have increasingly expressed the tendency to utilize the new Innovation-Mediated development model and to explore the Global Option. The incessant technological development of the new techno-economic paradigm, the convergence of telecommunications, computers, and broadcasting, along with the increased pressures for global deregulation, liberalization and market-access have radically altered the global political economy and have undermined the existing the international telecommunications regime.

International regime theory, as developed in the social sciences, attempts to address the so-called "anarchy problematique." This intellectual construction addresses the ways in which "sovereign and equal" nation-states, operating in an anarchic world system in which there is no juridical or de jure authority over them attempt to address issues which are by their very nature transnational. Regime theory suggests that there are various mechanisms within the world system that facilitate the development of specific norms, principles, and values relating to the issue area and the mechanisms to enforce those norms, principles and values. Telecommunications is one of the issue areas around which one of the oldest and most successful international regimes has emerged. The International Telecommunication Union (ITU), has served as the centerpiece of this regime, with tremendous benefits flowing to national PTTs. Several social, economic, political and technological factors are converging to undermine this regime.

Globalisation and the Information Revolution present increasing difficulties for national states as they attempt to make choices about how to respond and allocate their scarce resources to confront this challenge. This challenge is particularly acute for African countries that are being bombarded with multiple "options" as to what actions and strategies are appropriate for their particular countries. As we have discussed above, knowledge as a factor of production within this new information-intensive economy, is gaining in importance in the era of globalisation. The education and learning paradigm around the world is under increasing pressure to better meet the demands of this new knowledge and information-intensive global economy.

These fundamental components of globalization set the context for this article. As these developments lurch forward, it is extremely important that social scientists, national-governments, non-governmental, international and regional organisations, and the private sector, attempt to understand the impact of globalisation on the global political economy and on local realities. The existing literature on globalization and the Information Revolution is to a large degree theoretical and overly speculative. There is a need for a clear theorization of globalization and the transformation occurring in the global economy which is grounded in an empirical analysis of local realities, including the knowledge, education and learning requirements for the information age.

3. Implications of Globalisation for Knowledge, Education and Learning 

Given the increasing economic globalisation and restructuring in the world political and economic systems, and the requirements for knowledge and information within that system, educational needs (in terms of structure, function, curriculum and approach) at all levels, especially at the tertiary level, have changed. These educational requirements for the workforce of the future are extremely important. However, the systems developed for informal learning, specifically for adult learners to engage in life-long learning, are important as well.

There are significant contrasts between knowledge, education and learning. "Education is generally seen as a formal process of instruction, based on a theory of teaching, to impart formal knowledge (to one or more students)." However, the process of learning can occur, with or without formal institutional education. "Knowledge accumulation and the accumulation of skills for using ICTs will occur increasingly outside the traditional institutions of formal education. Learning in the workplace, and through collaborations that sometimes span the global and at other times involve tightly nit local communities with similar interests, will become more commonplace."

However, knowledge should not be limited to a select few. As the store of knowledge expands throughout the world, all of the world’s people should have as much access as possible. However, the "formal institutions of education that exist today, and even many of these in the planning stages in developing countries, are becoming less relevant to the requirements of emergent ‘knowledge societies’." Mansell and Wehn argue that these countries must actively reshape their educational systems in ways that are "consistent with their national priorities." However, these national priorities must now take into consideration the fundamental changes occurring in the underlying structures of the global economy and new strategies for achieving competitive national advantage.

The role of knowledge within the economy is leading to a whole range of new industries and new developments in biotechnology, new materials science, informatics, computer science, etc. Within this new framework for knowledge, education and learning, there are at least ten components that should be included and or enhanced. Each of these components will be explored briefly below.

A focus on abstract concepts

Some of the challenges for knowledge, education and learning in this period will be ability for today’s learners to be more familiar and comfortable with abstract concepts and uncertain situations. Much of the academic environment today, presents students with ready-made problems and then asks them to solve them. The reality of the rapid-fire global economy, based on information and knowledge is that problems are rarely that clearly defined. It requires those seeking valuable employment to seek out problems, gather the necessary information, and make decisions and choices based on complex uncertain realities.

Uses a holistic, as opposed to discrete, approach 

Much of the education and learning environment today is divided into very rigid academic disciplines, focused on discrete units of research. However, the emerging Information Society and global economy requires a holistic understanding of systems thinking, including the world system and business eco-systems. Thus inter-disciplinary research approaches are seen as critical to achieving a more comprehensive understanding the complex reality currently facing the world system.

Enhances the student’s ability to manipulate symbols

Symbols are highly abstracted manifestations of some concrete form of reality. Highly productive employment in today’s economy will require the learner to constantly manipulate symbols, such as political, legal and business terms and concepts (such as intellectual property rights), and digital money (in financial systems and accounting concepts). These "symbolic analysts," as Robert Reich calls them, are in high demand.

Enhances the student’s ability to acquire and utilise knowledge

In the past, academic practitioners often saw themselves as wise "sages on the stage" delivering data, information, knowledge and wisdom to the eagerly awaiting students, whose minds were empty vessels waiting to be filled. However, if that reality were ever true, the world’s store of knowledge is increasing at such a monumental rate, that no single person can hope to adequately convey as comprehensive an understanding of a subject as is possible, or as could be absorbed by most students. The Global Information Infrastructure Commission (GIIC), an international, independent, non-governmental private sector organisation argues that:

The globalization of the economy and its concomitant demands on the workforce requires a different education that enhances the ability of learners to access, assess, adopt, and apply knowledge, to think independently to exercise appropriate judgment and to collaborate with others to make sense of new situations. The objective of education is no longer simply to convey a body of knowledge, but to teach how to learn, problem-solve and synthesize the old with the new.

There are a range of new technologies and new techniques engendered by the Information Revolution that allow for the production of new knowledge and the dissemination of data, information and knowledge. Some of these technologies include the Internet, World Wide Web, CD-ROM, and printed, audio, video and other electronic media forms. These new technologies allow for academic practitioners to move from being "sages on the stage" into the role of the "guide on the side" and assist students in gaining the skills and abilities required to acquire and utilise knowledge contained in various forms around the world.

Produces an increased quantity of scientifically and technically trained persons

As discussed above, the emerging economy is based on knowledge as a key factor of production, perhaps a factor more important than any other traditional factors of production. The kinds of industries emerging in the age of globalisation—such as biotechnology, new materials science, human genetics, advanced computing, artificial intelligence, and human/computer interfaces—demand that employees remain highly trained in science and technology. Research and development is a critical component, and many countries are trying to develop National Systems of Innovation (NSIs) that attempt to harness the combined resources of its academic institutions with the research enterprises within the public and private sectors. In these countries, universities will have to quickly adapt to the needs and provide a key component of such national systems.

Blurs the distinction between mental and physical labour 

As discussed above, the Fordist-Taylorist development model made strict separations between mental and physical labour. However, the new innovation-mediated paradigm requires a much more holistic approach to the business enterprise and valorizes the intellectual contributions of all employees. In fact, most observers would find it very difficult to make concrete distinctions between many Information Age-oriented manufacturing facilities and computer laboratories.

Encourages students to work in teams

Closely related to the last point, is the need for employees in globalised enterprises to be able to work closely in teams. Working in teams requires students to develop skills in group dynamics, compromise, debate, persuasion, organisation, leadership and management skills. Most academic institutions and programmes are set up to do the opposite, to force students to think only of themselves and their own personal development, perhaps with some very limited group work. 

Uses virtual teams around the world 

Again, closely related to the last point, is the need for enhanced virtual and networked activity. Not only should students learn to work in teams; but also they should learn to work in global networked virtual teams. These global virtual teams are being used increasingly in industry and international organisations for R&D activities. Chris Dede argues that "Computer-supported collaborative learning (CSCL) enhances team performance through tools for communicating each person’s ideas, structuring group dialogue and decision making, recording the rationales for choices, and facilitating collective activities."

Is an agile and flexible system

As command and control systems disintegrate around the world, academic institutions must become less rigid and more flexible in their attempt to meet the varied needs of learners and the global economy. This includes variety in time, place, approach and curriculum offerings. As new issues and industries emerge within the global economy, academic course offerings should be adapted to reflect these new knowledge, education and learning requirements.

Break the boundaries of space and time

Using advanced information and communications technologies, a new system of knowledge, education and learning should apply a wide range of synchronous and asynchronous activities that aid the professor and student in breaking the boundaries of space and time. Synchronous activities can include real-time lectures (featuring audio, presentations, web sites, and even video), quizzes and group discussions; all of which can occur with the instructor being at the same location or even a different location from the learner. Asynchronous activities can include archived lectures (in audio and video), and other archived course material that can be accessed at nearly anytime, anyplace. 

To meet the knowledge, education and learning challenges and opportunities of the Information Age, the GIIC argues:

It is not, however, sufficient anymore to raise the efficiency of the existing systems of education and improve the quality of their components. Even the best of them have served another set of demands for another age. Graduates of these systems, to varying degrees, now find themselves deficient in knowledge as well as cognitive skills that are necessary for the increasingly sophisticated living environment and for the ever-evolving labor market. More importantly, knowledge based businesses often complain that graduates lack the capacity to learn new skills and assimilate new knowledge.

To meet these challenges and to reap the benefits of the opportunities presented by globalisation, active responses should occur within the public and private sectors at national, regional and international levels.

At a national level, these requirements for knowledge, education and learning should be addressed with policy approaches that: (1) allow as many people as possible to engage in productive healthy forms of employment that enhances their quality of life; and (2) meet the increasing demands of global enterprises operating within the global economy.

Developing countries are behind significantly in the information infrastructure required to generate and disseminate knowledge. One concept that could address these concerns is the emerging vehicle of Multimedia, Multipurpose Community Information Centres (MPCICs or Telecentres). Current research indicates that these centres could serve as effective vehicles for enhancing the knowledge, education and learning opportunities for communities in emerging economies.

Within the private sector, at national levels, there are efforts to strengthen the partnership between the private sector and public sector in the delivery of education and learning. Again, the GIIC argues that there are specific roles for the private sector within this framework, because the educational establishment may not be able to redefine itself sufficiently to meet the requirements of the new information-intensive economy. The Commission sees three critical roles for the private sector in the education sector.

The first recommended role for the private sector is the rethinking of education. The Commission argues that. "Since its success depends to a large extent on the product of the educational system, the private sector should engage in the rethinking of education to meet the demands of the age of globalization and information by providing, systematically, input into the analytical and decision making processes in areas such as strategic shifts, curricula, restructuring, standards, and evaluation."

Collaboration in training for the new economy is a second role recommended by the GIIC for the private sector in education. This recommendation springs from an assumption that the training within private institutions has the following advantages: (1) employers can train workers quickly and place them into positions; (2) training costs are lower; (3) the technology in these enterprises is usually advanced; (4) quick responses to the needs of the marketplace.

Finally, the GIIC suggests that the provision of educational services is a critical role for the private sector in education. It argues that the public sector will be unable to continue bearing the major financial responsibility for the financing and provision of education.

With the escalating demands and the diversification of avenues of dissemination of knowledge, governments will not be able to be the sole providers of education. There will be more opportunities for the private sector to provide educational services with a competitive edge based on efficiency, flexibility, management style, and information technology. The obvious domain is at the secondary and tertiary levels as well as in the fields of skill development and upgrading and lifelong learning.

The GIIC believes that it is in a unique position, "at the intersection between technology and private businesses," to make a positive contribution to promoting these concepts around the world. It suggests the following responses for the GIIC in collaboration with its members and international partners.

1. Create and support a forum to connect scientists, information technologists, policy makers, and practitioners for the purpose of rethinking education in the age of globalization and information. 

2. Support mechanisms for the exchange of ideas and experiences in the use of educational technologies. 

3. Encourage explorations, experimentation to push the frontiers of the potential of information technologies and communications for more effective learning. 

4. Engage in the design of pilot "learning communities" that expands the time and space dimensions of education. 

5. Encourage, and engage in, collaborative schemes for the development of educational curriculum-related software that can be used worldwide to achieve economies of scale and expertise. 

6. Support the design of information infrastructure that is most appropriate for education and that is cost-effective, implementable and sustainable at large scales. 

Whether or not the GIIC engages in these activities, it is clear that at global, regional and national levels, within both the public and private sectors, there is a need for concrete responses in knowledge, education and learning to the challenges and opportunities presented by the age of globalisation. The next section focuses on key examples at each of these levels.

1. Virtual Graduate Seminar: Example of Knowledge and Learning Responses 

In the coming academic term (January 1999), the Centre for Information Society Development in Africa (CISDA) is participating in an experimental academic course. CISDA has developed a Virtual Graduate Seminar on the subject of "Globalisation and the Information Society: Information Systems and International Communications Policy." Graduate students from three leading universities are participating in this Virtual Graduate Seminar, the University of Michigan (Ann Arbor); American University (Washington, D.C.) and the University of the Witwatersrand (Johannesburg).

The Virtual Graduate Seminar has six primary objectives. Participants should:

1. Become familiar with and critique the recent literature and debates on the Information Age, globalisation, state autonomy and the role of information and communications technologies (ICTs) in development; 

2. Develop an understanding of the structure of the world system and the global economy, and the mechanisms—including international regimes—developed to "govern" the global economy within an anarchic world system; 

3. Develop a basic understanding of the technologies underlying information and communications systems, R&D approaches, and technology management; 

4. Develop a basic understanding of key issues currently being developed, debated, and negotiated in the development of the Global Information Infrastructure (GII) and Global Information Society (GIS); 

5. Develop an appreciation for the challenges and opportunities presented by international interdisciplinary collaborative research by participating in global virtual research teams with students from two other universities; 

6. Develop research, analytic, writing, technology and presentation skills through collaborative research, report writing and class presentations. 

The Virtual Graduate Seminar is based upon the assumptions discussed above in section two of this paper, which is that the world system and global economy are facing a fundamental restructuring and an on-going process of globalization, leading to the development of a knowledge-based Global Information Society. Given these changes, the discussion in section three of this paper argue that it is imperative for students interested in the converging interdisciplinary fields of information systems, information and communications technology and international communications policy, to have an opportunity to engage in cutting edge educational and learning opportunities which prepares them for the new global realities. In response to this imperative, many universities are moving to provide unique learning opportunities and are engaging their students in global basic and applied research, and using new information and communications technologies as tools to enable this educational experience.

This seminar is designed to provide such an learning opportunity for graduate students at the University of Michigan, American University, and the University of the Witwatersrand, by immersing them in the relevant literature to contribute to the development of a deeper theoretical understanding of the issues covered, while engaging them in practical and applied approaches and activities. 

The seminar seeks to break the boundaries of time, space and distance. It will employ information and communications technologies to create a networked collaborative learning environment. The seminar will have a mix of synchronous and asynchronous activities (meaning, some activities will take place at the same time, same place; some at the same time, different place; and some at a different time, different place). The seminar will provide continuous feedback, high levels of interaction and an emphasis on student work and group projects.

Each participant in the seminar will be assigned to one of five global collaborative research team (6 students) called Global Syndicates (based on the syndicate approach used at the University of the Witwatersrand). These global syndicates will be tasked with research problems, projects, case study readings, role-playing, etc. This approach is highly relevant for training in university-based research, public policy research institutes (think tanks), industry and international organizations. This type of scholarly and scientific research involves a significant degree of self-education and discipline.

To support the education and learning needs of this course, a web-site and virtual study center have been developed. Each student is expected to make extensive use of this virtual study center, which includes the following components:

Weekly Lectures

Technology Support: PlaceWare Conference CentreTM

· Real-time audio synchronized with enhanced PowerPoint slides; 

· Live web components and links including Java animations; 

· Real-time questioning and polling of students; 

· Web-based quizzes 

· Real-time courseware 

Global Syndicates (Virtual Research Teams)

Technology Support: WebBoardTM

· Threaded introductory discussions 

· Threaded syndicate discussions 

· Attached documents, sound files, images, etc. 

Technology Support: Xerox DocushareTM

· Sharing documents 

Course Archive

Technology Support: Microsoft NetShowTM

· Archived lecture presentations (PowerPoint with synchronized audio) 

· Some pre-recorded video 

· Web-based courseware and study-guides 

· Web-based background reading 

· Library of background material and Internet links (including Java animations) 

The presenter, who can be in any location in the world with connectivity, speaks into the microphone and engages with the audience using a variety of tools. Presentations include, audio, live web, other applications (spreadsheets, java animations, etc.). Audience members can pose questions for the presenter, who can decide whether or not to answer the question off-line, or pose the question to the entire seminar. Our virtual research teams (Global Syndicates) will sit together in the virtual audience and ask each other questions during the lecture. The presenter, can poll the audience with pre-developed questionnaires and can also gauge the "temperature" of the audience, in terms of their current understanding of the lecture, and feelings about pace (e.g. too fast/slow). 

1. Conclusion 

Globalization is a very real phenomenon that is transforming the world economic system including nearly all aspects of production, distribution and other business processes. With the emergence of a new development model, particularly in the highly industrialised economies, knowledge and information take on increasing importance. Thus, the era of globalisation has tremendous concomitant implications for knowledge, education and learning. 

This paper has argued that one implication of this transformation is that a new system of knowledge, education and learning will include many components that do not exist in the current educational model. The new system of knowledge, education and learning should include the following ten key components. 

1. A focus on abstract concepts; 

2. Uses a holistic, as opposed to linear, approach; 

3. Enhances the student’s ability to manipulate symbols; 

4. Enhances the student’s ability to acquire and utilise knowledge; 

5. Produces an increased quantity of scientifically and technically trained persons; 

6. Blurs the distinction between mental and physical labour; 

7. Encourages students to work in teams; 

8. Uses virtual teams around the world; 

9. Is an agile and flexible system; and 

10. Break the boundaries of space and time. 

In addressing the challenges posed by globalisation, tremendous levels of cooperation are needed, between the public and private sectors, and between global, regional and national organisations. The Global Information Infrastructure Commission is making some headway at forging such a framework for global cooperation.

Other institutions like our Centre for Information Society Development in Africa and our academic partners in the Virtual Graduate Seminar are working on concrete models for utilising advanced information and communications technologies to explore the boundaries of academic discourse. Further examples of the application of ICTs to knowledge, education and learning responses to globalisation must be explored in concrete interdisciplinary, multi-institutional research studies. Institutions like CISDA, GIIC and others may make a significant difference in helping the world’s citizens reap the benefits of the Global Information Infrastructure and Global Information Society.

Bush's Education Plan, Globalization, and the Politics of Race

Pauline Lipman
Introduction
1. George W. Bush's "blueprint" to "reform" education, released in February 2001 (No Child Left Behind) (Bush, 2001), crystallizes key neo-liberal, neo-conservative, and business-oriented education policies. The main components of Bush's plan are mandatory, high-stakes testing and vouchers and other supports for privatizing schools. These policies have a long history, going back to the free market proposals of Milton Friedman (e.g., Friedman, 1962), Chubb & Moe's (1990) argument for introduction of market forces and school choice, and the education reforms advocated under Reagan. Beginning with A Nation at Risk (National Commission, 1983) and other education reform manifestos of the 1980's, there has been a steady push for standards, accountability, and regulation of schools, teachers, and students and an explicit linkage of corporate interests with educational practices and goals. Business rhetoric of efficiency and performance standards and the redefinition of education to serve the labor market has become the common vocabulary of educational policies across the U.S. Indeed, apart from Bush's proposal to use public funds for vouchers for private school tuition, his plan is not unlike Clinton and Gore's emphasis on standards and tests. It was, after all, Clinton who declared Chicago, with its high-stakes testing and sanctions for failure, a model for the nation. 

2. Critical scholars have written extensively about the ways in which these policies undermine democratic purposes of public education, intensify inequality, and bring schools increasingly under the economic and cultural domination of corporations and the market (see for example, Apple, 1996; Aronowitz & Giroux, 1993; Asher, Fruchter & Berne, 1996; Molnar, 1996; Saltman, 2000). Bush's plan solidifies and streamlines these trends while also promoting favorite neo-conservative causes, including vouchers and the dismantling of bilingual education. In this essay, I want to focus on some implications of these policies for increased inequality and racial and class polarization created by economic and ideological trends of globalization.

3. These policies have defined the education reform agenda not only because they have been promoted by politicians, neo-liberal intellectuals and business, but because they provide "sensible" solutions to real educational problems. Tough accountability based on standardized tests resonates with parents' deep, and justifiable, frustrations with the failures of public schools, especially the failure to educate children of color. It seems something is finally being done to make sure that all children can read and do mathematics, and schools, educators, and students are being held accountable for results. Tying educational programs to their effect on test scores also resonates with the often-repeated idea that schools have not improved despite a proliferation of reforms -- in Bush's words "Congress has created hundreds of programs . . . without asking whether or not the programs produce results." The plan also follows the pervasive neoliberal logic that proclaims the market can do all things better than public institutions, from managing retirement funds, to providing health care, to running prisons. In an era of "welfare reform" and managed care, it seems logical that the market can produce more efficient and productive schools and drive out bad public schools by making them uncompetitive. 

4. Although these trends may be dominating the agendas of school boards and education policy makers and winning the battle of common sense (Gramsci, 1971), they do not go uncontested in classrooms and schools or in school districts and in the national conversation about education. This is reflected, for example, in recent opposition to high-stakes testing coming from various professional organizations such as the National Council on the Social Studies and the National Council of Teachers of English, as well as from parents, students, and teachers. There are also competing educational reform movements that have taken hold in specific schools and districts. Moreover, educational policies are never imposed or adopted unilaterally but exist in tension with both residual and emergent ideologies and policy histories and the cultures of individual schools and school districts (see Ball, 1994). 

5. Bush's proposals are as much about larger questions of the role of public institutions, the power of capital to dominate all spheres of society, and what constitutes the common good as they are about schools. Tensions around these issues can only become more acute as the forces of globalization exacerbate inequalities and injustices. Indeed, I would argue the policies are partly a response to the need to contain these tensions (or at least the students and teachers involved).

Bush's Education Plan
6. The centerpiece of Bush's plan is annual state-wide mandatory testing of all students in grades three through eight and a system of sanctions and rewards based on the scores on these tests. Trends in test scores would be the basis for giving states bonuses or taking away federal money, for providing information about schools to parents, for funding programs for non- English speaking students (e.g., bilingual education), and for giving students vouchers to attend private schools. Performance criteria (inevitably linked to raising test scores, since this is the single measure of "effectiveness") would be the basis for awarding money for teachers' professional development, for funding math and science education partnerships with universities, and for grants for technology. In short, programs, funds, rewards and punishments are all linked to test scores. 

7. The second major proposal is to use federal Title I funds for vouchers which students in failing schools (again determined by test scores) could use to attend private schools or to receive educational services from private providers. Other Bush plans that would promote privatization are funding for charter school start ups, creating a fund to promote "school choice," and raising the ceiling on tax-free education savings accounts which could be used for k-12 private schools as well as college tuition. Although not the most publicized feature of Bush's plan, a third set of proposals centers on tougher discipline and penalties for "disruptive students." The Bush plan would "empower" teachers to remove "violent or persistently disruptive students from the classroom," make it easier for school districts and law enforcement "to share information regarding disciplinary actions and misconduct by students," establish "Project Sentry" to "identify, prosecute, punish, and supervise juveniles who violate state and federal firearms laws," increase funds for character education, and "shield" teachers, principals, and school board members from federal liability arising from classroom discipline practices. These measures are a very serious institutionalized escalation of the demonization of youth and the criminalization of African American and Latino youth in particular. Not incidentally, Bush also proposes to end the federal government's funding priority for English language learning programs that promote proficiency in the student's native language as well as English. The provision could effectively lead to the dismantling of bilingual education in favor of English-only programs. 

8. As a whole, the plan is an interesting mix of strong and weak state interference. It is best understood, I think, as what Roger Dale calls a policy of "conservative modernization" -- "simultaneously freeing individuals for economic purposes while controlling them for social purposes" (Dale quoted in Apple, 1996, p. 29). Taken together, the policies both promote an unfettered market (a key element of neo-liberalism) and a strong state in areas of values, standards, conduct, and the knowledge that is to be considered legitimate (Apple, 1996). They bring under one umbrella social conservatives (anti-bilingual education, stronger discipline and authority in schools, character education), neo-liberal proponents of the market, and business interests demanding a literate disciplined workforce (as measured by test scores). These policies and the interests they represent can only be fully understood in relation to globalization and economic and cultural processes in the U.S.

Globalization and Intensification of Inequality
9. As an ensemble of global economic processes, globalization is characterized by the world-wide primacy of financial and speculative capital, highly integrated and flexible systems of production of goods and services, the global reorganization of the labor process and increased mobility of transnational circuits of labor, and deep structural changes in national economies. These new dimensions of capital's historical drive to dominate national economies and world markets are the product of changed economic, political, and technological conditions. In part, global economic restructuring was precipitated by the world-wide crisis of capital accumulation in the early 1970's. New forms of transnational capital accumulation and new systems of global production processes were made possible by the revolution in information processing and transformations in the speed and efficiency of global transport of goods. Further, the dissolution of the Socialist Bloc opened up the globe to the primacy of the market and world-wide financial speculation on a new scale. Under the global regime of capitalist accumulation, these global economic changes are magnifying existing inequalities and creating new ones. We are living through the world-wide degradation of the standard of living and working conditions of millions of people, dislocation of populations, and increasing social polarization along lines of race, ethnicity, gender, class, and nationality -- the intensification of human misery on a global scale. 

10. In post-industrial economies like the U.S., globalization requires a highly stratified labor force created through simultaneous processes of upgrading, downgrading, and exclusion of labor (Castells, 1989). A dramatic increase in service jobs, which are highly segmented by wages/salaries, education, and benefits, and dramatic decrease in manufacturing results in a fast rate of growth at both ends of the occupational structure: high-skilled, high-paid technical, professional and managerial jobs at the upper end and low-skilled, low-wage service jobs at the lower end. The flexible, "just-in-time production" that is essential in the new globalized economy also requires a flexible work force (Ray & Mickelson, 1993) to perform multi-task, part-time and temporary jobs with few-to-no benefits. This new contingent workforce is primarily women, people of color, and immigrants, many of whom work two, three, even four part-time or temporary jobs to make ends meet. High-income professional, managerial, and technical workers in major cities also require new low-wage workers to perform customized and personal services -- dog walkers, nannies, producers of gourmet foods and custom-made clothes, etc. (Sassen, 1994). The combination of these trends means that the bulk of new jobs have lower wages and less social protection than in the recent past (Castells, 1989; 1996 ). At the same time, large sections of the potential new labor force, African American and Latino youth in particular, are, from the standpoint of capital, increasingly superfluous and have no work at all in the formal economy (Castells, 1989; Sassen, 1994).

11. Processes of globalization also destabilize populations on a national as well as global scale. In major cities, globalization is producing "a new geography of centrality and marginality" (Sassen, 1998, p. xxvi). Urban gentrification and massive funds for the development of gated enclaves of high-paid knowledge workers and luxury zones of expensive restaurants and cultural venues are matched by increasing social isolation of immigrant, Latino, and African American communities divested of city resources. In cities integrated into the global economy, disparities between "the glamour zone and the urban war zone" (Sassen (1998) are enormous and glaring. Low-income communities of color and especially the youth are targets of police occupation, harrassment, and brutality. Forces of globalization intersect with white racist ideology and structures of racial power and privilege to pathologize and criminalize young African Americans and Latinos and other youth of color. 

12. As capitalism extends its domination to new social, cultural, and geographic spheres, the politics of neoliberalism imposes the logic of the market on every facet of social life. The neo-liberal state (a response to the failures of Keynesian state policies and pressures of global competition for markets and investment) is characterized by drastic cut-backs in spending for social services, loosening government regulation of corporations, privatization of the public sphere, weakened regulation of corporations, environmental degradation, regressive tax policies, and attacks on organized labor. The gutting of social welfare programs and privatization of public institutions and services in the name of individual responsibility, efficiency, and freedom has opened up new opportunities for corporate investment and provided new sources of super profits in the globalized economy. The growth of the for-profit health care industry and the prison-industrial complex are but two examples. Education may become a third. I turn now to the implications of Bush's proposals in relation to these globalization trends.

High-Stakes Testing, Accountability and the Labor Market
13. Bush built his reputation as an education reformer on the "Texas accountability system" (McNeil, 2000) based on the Texas Assessment of Academic Skills test (TAAS). (Actually the test, begun in 1990, preceded Bush but was refined under his administration as the centerpiece of Texas education reform.) TAAS is a multiple choice standardized test in reading and math. Since 1994, it has been given to all Texas public school students every year in grades 3, 4, 5, 6, 7, 8, and 10. Other subjects are tested at other grades. Students must pass the tenth grade TAAS to graduate, and evaluation of teachers and principals and principal salaries is tied to the TAAS. Holding everyone's feet to the TAAS fire has been credited with the "Texas miracle" -- huge gains in scores on the TAAS and reduced gaps between the average scores of white students and students of color. Bush's national education plan to reform education is modeled on Texas.

A Closer Look at the "Texas Miracle"

14. It is important to look closely at the Texas policies in order to infer what might be the concrete implications of national high-stakes standardized testing. Assessing the Texas miracle empirically and within its own framework, robust gains on the TAAS should show up on other achievement tests such as the National Assessment of Education Progress (NAEP), Advanced Placement exams, and college admission tests. There should also be reductions in grade retention, more students completing high school, and growing participation in higher education. However, recent studies suggest just the opposite. A Rand Corporation study (Klein, Hamilton, McCaffrey, Stecher, 2000) compared the huge achievement gains and significant reductions in racial gaps on the TAAS with scores on the NAEP, which compares a representative sample of students across the nation. While the TAAS presents a picture of very large gains for all groups of students, the Rand study found that between 1994 and 1998, the average test score gains on the NAEP in Texas exceeded the rest of the country in only one comparison, 4th grade math. While Texas credited its reforms with reducing racial gaps on the TAAS, the Rand study found that the Texas Black/White test score gap on the NAEP in 4th grade reading and 4th and 8th grade math actually increased from 1994 to 1998. The Rand study found the same trend for "Hispanics," a slight increase in the gap with whites on the NAEP. Similarly, Haney (2000) found that from 1990-2000 Texas students' math scores on the SAT declined relative to students nationally. The authors of the Rand study concluded:

Our findings from this research raise serious questions about the validity of the gains in TAAS scores. More generally, our results illustrate the danger of relying on statewide test scores as the sole measure of student achievement when these scores are used to make high-stakes decisions about teachers and schools as well as students.

15. Haney (2001) also found extremely high grade retention in Texas in ninth grade, the year before students take the 10th grade TAAS which determines if they can graduate from high school. By 2000, 25-30% of African American and Hispanic students compared with 10% of whites were failed in grade 9. Haney concludes, "These results clearly suggest the possibility that after 1990 schools in Texas have increasingly been failing students, disproportionately Black and Hispanic students, in grade nine in order to make their grade 10 TAAS scores look better" (p. 11). It is likely that high failure rates and grade retention would also increase the drop-out rate. In fact, in Texas, 90% of those who dropped out in 1995-96 were over age. During the 1990's (the period after TAAS was phased in), slightly less than 70% of students actually graduated from high school (one in three dropped out), and the racial gap in progression from 9th grade to graduation increased. By the time the 9th grade cohort got to 12th grade, only about 50% of African American and Hispanic students graduated. There is also an increasing number of General Education Degree (GED) test takers under age 20 (who take a general education test in lieu of a high school diploma and who are not counted as drop outs in Texas). Haney also found that Texas dramatically increased the number of students classified as special education students between 1998 and 1999, thus eliminating these students' scores. Haney contends these data suggest that improved pass rates on the 10th grade TAAS and reductions in racial gaps in the pass rate may be due to classifying students as special education and retaining high percentages of Black and Latino students. 

16. Thus, rather than increasing the graduation rate, the TAAS may have worsened it, especially for African American and Hispanic students. Moreover, Haney notes that three separate studies (Haney, 2001; University of Texas, 1999; National Center for Public Policy, 2000) show that the Texas educational system under TAAS hasn't been very successful for those who do graduate high school. It has made little progress relative to the rest of the U.S. on preparation for and participation in higher education. In short, recent studies indicate that Texas' system of high-stakes testing, the prototype for Bush's national plan, is not increasing academic achievement, at least as measured on standardized tests. The studies also point to increasing racial inequality, high drop out rates, and poor preparation for college.

"You Can't Fatten a Pig by Putting it on a Scale" -- What's Behind the TAAS Score Gains?
17. When the fate of individual students, whole schools, teachers, and principals is tied to the results on a single, high-stakes test, that test becomes the center of teaching and learning. McNeil's (2000) ethnographic account of Houston high schools paints a picture of teachers and administrators pressured to gear teaching and curriculum to passing the TAAS, especially in low-achieving schools serving low-income students of color. For example, McNeil reports that in a low-scoring school serving primarily Mexican-American students, although the school had no library, a shortage of texts and little laboratory equipment, the administration spent $20,000 for commercial test-preparation books. McNeil's findings are echoed in my own qualitative data from Chicago elementary schools. (See Lipman, 2000b; Lipman & Gutstein, 2001). As Robert Hauser, Chair of the Committee on Appropriate Test Use of the Board of Testing and Assessment at the National Research Council, put it, "The NRC Committee concluded that Chicago's regular year and summer school curricula were so closely geared to the ITBS [Iowa Test of Basic Skills -- Chicago's high-stakes test] that it was impossible to distinguish real subject mastery from mastery of skills and knowledge useful for passing this particular test." McNeil (2000) elaborates educational consequences in Texas:

The clear picture that emerges is that the standardized reforms drastically hurt the best teachers, forcing them to teach watered down content because it was computer gradable. The standardization brought about by the state policies forced them to teach artificially simplified curricula that had been designed by bureaucrats seeking expedient (easily implemented, noncontroversial) curricular formats. The quality of their teaching, their course content and their students' learning all suffered. In addition, those relations within the school essential to fostering a culture of both equity and authentic academics were undermined (p.192).

18. While education geared to standardized tests degrades the work of the best teachers, it is little help to the weakest teachers, because it does not increase their knowledge, skill, or commitment to richer teaching and learning. Nor do high-stakes tests address the huge inequalities between affluent schools and low-income and urban schools. As one Chicago teacher put it, "you can't fatten a pig by putting it on a scale." If Texas' high stakes testing actually intensifies inequality in educational outcomes, pushes students of color, in particular, out of school, and reduces education to test preparation, particularly in low-income schools, the implications of a national education plan centered on high-stakes tests are dire, particularly in the present political, economic, and cultural context.

Implications in the Globalized Economy
19. Globalization creates a highly segmented work force and polarized social structure and the reorganization of urban space on the basis of class, race, national origin, and gender. In the new,"dual America," economic growth is enriching the wealthy while further driving down the wages and working condition of the poor as well as pushing down a section of the middle class. The ratio of total CEO pay to total worker pay grew from 44.8 times in 1973 to 172.5 times in 1995 while real average weekly earnings for production and non-supervisory workers went from $479.44 to $395.37 (Castells, 1998, p.130). By 1995, almost 30% of U.S. workers earned poverty-level wages (Castells, 1998), and poverty is increasingly reflected in homelessness and social exclusion. Although a majority of the growing occupations are projected to require education or training beyond high school, there is expected to be only a modest change in educational levels for all new jobs created in 1992-2005. The bulk of jobs being created do not require sophisticated new knowledge but basic literacies, ability to follow directions, and certain (accommodating) dispositions toward work. Sassen (1994) projects that by 2000 over half of all jobs will require only a high school diploma. A national system of standardized tests with strict penalties for failure helps to ensure a workforce that has the literacies and dispositions needed for the low-wage labor market. In addition to basic literacy, employers are particularly concerned with future workers' attitudes and "work ethic" (Ray & Mickelson, 1993). Carlson (1996) points out,

The "basic skills" restructuring of urban schools around standardized testing and a skill-based curriculum has been a response to the changing character of work in post-industrial America, and it has participated in the construction of a new post-industrial working class . . . of clerical, data processing, janitorial, and service industry jobs. The new entry-level jobs increasingly require more in the way of basic reading (word and sentence decoding), comprehension and direction-following skills (pp.282-283).

20. Thus, focusing testing on competency in reading and math assures business that workers will have the skills basic to most new low-wage jobs. For example, the majority of 51 urban and suburban Chicago employers interviewed in 1997 said they needed employees with "eighth grade math skills and better than eighth grade reading and writing skills" (Rosenbaum & Binder, 1997). In the era of Fordist, industrial production, workers needed to know very specific, job-related skills (such as welding), but because of rapid technological advances, specific tasks are increasingly accomplished through informational technology (computers, robotics), and jobs are constantly being redefined. What is most important for the new low-wage service and production workforce is that workers can be flexible. In a post-Fordist work context, they need to be able to adapt to changing job demands and changing jobs. Good reading skills (and sometimes math skills) are necessary for most jobs and essential for learning new jobs and adapting to the constantly changing nature of work.

21. High-stakes tests, then, frame schooling in a language business understands -- regulation, control, accountability, and quality assurance. Discursively, the policies define education as a commodity whose production can be quantified, regulated, and prescribed much like any other product. Symbolically, as well as practically, national testing would constitute a system of quality control, confirming that those who survive the gauntlet of tests and graduate have passed industry standards and have the specific literacies and dispositions business demands.

22. Tying teaching and learning ever more tightly to standardized tests has particularly negative consequences for low-income students and students of color. The pressure to focus on preparing students to pass these tests -- as opposed to concentrating on enriching and deepening the curriculum -- is most acute in the schools with the lowest scores, generally schools serving low-income students of color. Although high- stakes testing potentially degrades education for all students, it is likely to have the most drastic consequences in low-achieving schools that are compelled to use test preparation materials as texts, narrowly focus on tasks on the tests, concentrate much class time on test-taking skills, and reduce learning to passing the tests (see McNeil, 2000). Meanwhile high-scoring schools are relatively freer to maintain their on-going curriculum. There is evidence of this disparity in my own qualitative data from four elementary schools in Chicago (Lipman, 2000b). Thus, as the tests further institutionalize a two-tiered education system, they may widen racial and social class differences in the quality of curriculum students have access to. The consequences of a dual education system are more severe than ever. In the informational economy, one's intellectual resources are a key determinant of whether one will be a high-paid knowledge worker or part of the downgraded sector of labor, and education is central to who has which job. 

23. In a case study of an elementary school serving Mexican immigrants in Chicago (Lipman & Gutstein, 2001), we found that the technical rationality of Chicago's high-stakes accountability, is also undermining opportunities for teachers to promote critical approaches to knowledge. Teaching directed to standardized test preparation promotes an emphasis on one right answer, speed over thoughtfulness, and a narrow, standardized definition of what constitutes legitimate knowledge. Test preparation runs counter to notions of knowledge as socially constructed, education as dialogue and debate among multiple perspectives, and curriculum that is socially/culturally situated. Yet, these are precisely the kinds of educational experiences students need. Particularly in the present context, students need an education that helps them develop the capacity to think critically and ethically about the social inequalities that constitute their daily realities and that are enveloping all our lives.

24. In our case study, we conclude that the emphasis on high-stakes tests, standards, and accountability also undermine curricula and pedagogies rooted in the language, culture, lived experiences, and identities of Mexican/Mexican-American students. Our data suggest that policies that accelerate testing in English and transition to English in three years, as Bush proposes, not only fly in the face of research on second language learning, but they concretely and symbolically devalue students' home language. The pressure to succeed rapidly in English on standardized tests is so severe that even bilingual teachers are sacrificing the Spanish fluency of their own children. While these policies strengthen conservative attacks on bilingualism and multiculturalism, coincidentally, privileging English language fluency also intersects with capital's need for an assimilated and manageable workforce.

25. In the face of growing economic polarization in the globalized economy, increased grade retention, dropping out, and test-driven teaching that will accompany a national policy of high-stakes testing are likely to widen the gap between white and middle class students and low-income students of color, further reducing the life chances of these students in an economy increasingly dominated by those who have access to the production and processing of knowledge. The boredom and regimentation of schooling geared to standardized tests may also weed out youth who are already largely dispensable in the restructured economy and are socially marginalized, especially in global cities such as New York, Los Angeles, and Chicago (see Lipman, 2000a). In the racialized context of the U.S., these youth are primarily African American and Latino. If Bush's policies succeed in driving more of these students out of school, as evidence from Texas and Chicago (Roderick, Nagaoka, Bacon, & Easton, 2000) suggests, they will push them into the surplus labor force and the informal economy and make more youth of color targets of police enforcement, criminalization, and prison (Parenti, 1999).

Vouchers, "Choice," and the Marketization of Education
26. One of the most important implications of globalization and post-Fordism for education is the altered role of the state. As Morrow and Torres (2000) note: ". . . in response to the failures of the previous welfare-state, Keynesian model of development . . . Thatcherism and Reaganism became the ideological reference points for a vast process of restructuring that reduced demands on the welfare states and provided a more flexible regulatory environment within which globalizing economic process could proceed with fewer obstacles" (p. 37). The ideological and material conditions engendered by this new "hollowed state" provide the context and conditions for Bush's proposals to privatize education and open public schools to the market. Although these proposals ultimately may not become public policy under the Bush education plan, their introduction signals an effort to test the waters of public opinion and to begin to attempt to construct a common sense around them.

27. Underlying Bush's plan is the neo-liberal assumption that the competition of the market can produce better schools and force bad public schools to improve. Even within narrow notions of academic achievement and school improvement, there is no compelling empirical evidence to support this claim. Witte's annual evaluations of the highly-publicized Milwaukee voucher plan, which he conducted from 1991 to 1995 when Wisconsin discontinued annual evaluations, found no gains in achievement for students who used vouchers to attend private schools as compared with Milwaukee public school students as a whole (Olson, 1996). A counter evaluation by Peterson and others who advocate vouchers reported students gained in achievement in their third and fourth years in the voucher plan; however Peterson's study is of a very small sample of students in only three private schools who were not compared with MPS students as a whole but with students who had failed to get into private schools with vouchers (Olson). Studies on privately funded voucher plans in New York, Washington, Cleveland, and Dayton, Ohio are also inconclusive . 

28. There is also little evidence that corporate-run schools are an improvement over public schools, even in the narrow sense of test scores (Walsh, 1996). A study of the Cleveland voucher plan by researchers from the University of Indiana found that the academic performance of kids in corporate-run schools in the voucher plan was dramatically lower in math, reading, science, social studies, and language skills than Cleveland public school students (Walsh, 1998). And in Baltimore where the corporate Education Alternatives Inc. (EAI) took over or was consultant to 12 Baltimore public schools, researchers from the University of Maryland found EAI was more expensive with no better results. To cut costs, EAI eliminated teaching and counseling positions and replaced experienced paraprofessionals who lived in the neighborhood with interns. 

29. From the standpoint of equity, evidence on voucher and private school choice in several countries indicates that they increase race and class inequalities in access to quality education. Whitty, Power, and Halpin (1999) conclude that in Sweden and England voucher plans increase social segregation by race and class as private schools choose public school students who are middle class and white. Blackmore draws the same conclusion in relation to Australia: "paradoxically, the market exacerbates differences between schools on the basis of class, race, and ethnicity, but does not encourage diversity in image, clientele, organization, curriculum or pedagogy" (Blackmore, quoted in Whitty et al., p. 120). Of course, those with more capital of various kinds will benefit from the market, and those will less will suffer. Indeed, throwing more students into the private school market with public funds allows these schools to be even more selective. 

30. Choice plans favor parents who have the knowledge and time to research and identify high quality private schools and successfully complete admissions processes and discriminate against families who have to face more urgent problems than finding a different school. They favor the students who have the social/cultural/class background, behaviors, and academic records preferred by most private schools (as well as favoring students based on race, ethnicity, fluency in English, lack of "disability," etc.). Even if getting a voucher to attend a private school may be a solution for a few students, it cannot solve the problem of transforming public schools for all students. Bush's proposals to take tax money from under-funded public schools and give it to private schools and corporations divert attention from the resources and changes that are needed in public schools. Choice will not necessarily spur bad schools to improve. Vouchers will withdraw money from already drastically under-funded public schools leaving the remaining students with even fewer resources. Children whose families do not have the social class resources to escape from bad schools will be stuck in them, and the schools will have an even higher concentration of students with the least social clout.

31. We should be clear what vouchers and private charter schools will mean for most students who receive them and what the long range consequences will be for public schooling. Few public school students, particularly urban students of color, will be trading in their vouchers for admission to an elite private school whose tuition is far more than the typical per pupil expenditure in an urban school district. Nor are they likely to get into good parochial schools which already have long waiting lists and are likely to become more selective with the windfall of voucher applicants knocking on their doors. Unlike public schools, private schools have the option to choose their students. Nor are private schools obligated to provided services for students who speak languages other than English or for students with disabilities. Although the Bush plan is being promoted as a program for failing schools serving low-income students, low-income students would likely be used to open the door to privatizing the educational system and subsidizing private school tuition for the affluent. This is already the object of Bush's proposal to raise limits on educational savings accounts.

Bush's Plan: Corporate Profits and Social Dualization
32. Given the selectivity and limited capacity of private schools, the likely destination for many vouchers would be new corporate-run schools. Indeed, education has been growing as a major new investment sector. The U.S. investment in learning (everything from corporate training to teaching kids) is more than is spent on defense. A 1998 Fortune magazine article reported: "Many analysts believe that education, broadly defined, will emerge as one of the leading investment sectors over the next 20 years . . . comparable to, say, the health-care industry over the past 20" (Justin, 1996). In fact, the education industry is booming and poised to take advantage of new opportunities. Much of the boom has been in corporate training, educational technology, adult education, and tutoring services. DeVry Institute, in Chicago, which offers classes in technology and computers to high school graduates and Sylvan Learning Systems, which provides tutoring and testing services, tripled the value of their stock between 1995 and 1998 (Schmit, 1998). (Bush's proposal to give students in failing schools Title I vouchers to purchase additional educational services would be a boon for Sylvan.) But as Fortune reports, "public schools are the big quarry . . . If for-profit hospital chains can squeeze overhead out of the not-for- profit hospitals they've acquired, why can't the same be done for public schools?" (Justin). Already about a fifth of charter schools are managed by private companies, and Bush is proposing funds to promote more charters. Meanwhile, Whittle Communication is planing to open one thousand for-profit schools, serving two million children within the next ten years (Burbules & Torres, 2000).

33. Globalization reframes all social relations, all forms of knowledge and culture in terms of the market. All human production and all sites of social intercourse, all services that a society establishes for the common good are potential targets for investment and profit making. In the discourse of neo-liberalism, the society becomes synonymous with the market, democracy and individual choice are equated with being a consumer, and the common good is replaced by individual gain and advantage. This is the essence of Bush's proposals to open up public education to the market. His plans for vouchers for private schools and for supplementary educational services like tutoring, as well as federal funding to support the start up of charter schools, represent the potential for a massive transfer of public funds to corporations. Moreover, privatization would remove those schools from public scrutiny and debate about what and how they should be teaching. Even if Bush eventually withdraws the proposal for vouchers, the debate around the issue serves to further legitimize the marketization of public education. The implications of authorizing corporations to define the purposes of education, to determine what constitutes legitimate knowledge, and to set the parameters of social relations and discourse in schools are profound (see, Saltman, 2000). 

34. In sum, if enacted, the privatization measures would intensify racial, ethnic, and class inequalities. Rather than increasing the quality of education for all students, making education another arena for the market is likely to lead to a dual system, as has been the result with the corporatization of health care through HMO's and for-profit hospitals -- relatively elite, unregulated private schools for the wealthy and increasingly regulated minimalist public schools and new corporate-run schools for low-income children of color in urban areas. ". . . [These] schools will be tightly controlled and policed, and will continue to be under funded and unlinked to decent paid employment" (Apple, 1996, p. 29). A dual system is ideally suited to an economically and socially polarized society. As Whitty et al. argue, "the main purpose of the recent moves toward greater choice is not to build a more fair and generous educational system but to put an end to egalitarianism, and rebuild a differentiated educational system that will more closely aid social reproduction" (Wolford, quoted in Whitty et al., 1999, p. 124). They conclude, "the ideology of choice, which implies that anyone can benefit, acts partially to mask and thus legitimate this process."

Disciplining and Criminalizing Youth: The Politics of Race
35. The brutal suppression of demonstrators at the World Trade Organization conference in Seattle and other meetings of supranational globalization organizations leaves no doubt that those who organize and benefit from globalization intend to use force as well as false promises to control those for whom the new global order produces devastation and impoverishment. This is true on a national scale as well. McLaren (1999) points out that the process of globalization is often accompanied by efforts to strengthen the state against civil society by increasing the power of the police, building more prisons, and so on. Bush's get-tough discipline policies and further integration of schools with police and the juvenile court system are part of a discourse of regulation and enforcement that permeates the entire "blueprint." Everyone from students and teachers to schools and states will be subject to punishments and rewards meted out by the federal government. The authoritarian character of the plan as a whole (despite the rhetoric of choice) reflects the intersection of the conservative impulse to reestablish the order and hierarchies of an imagined, golden past (Apple, 1996) and the needs of the state to address problems of control, authority and legitimacy in a nation ripe with potentially explosive contradictions of wealth and poverty, privilege and racial oppression, development and abandonment, economic restructuring and deindustrialization, and blatant signs of economic and social power alongside powerlessness.

36. With whole sectors of the population -- particularly people of color and immigrants -- relegated to the informal economy or marginal positions in the formal economy and confined to underfunded urban areas or decaying outskirts of cities, both strict enforcement policies and legitimation of the social order are a necessity. Bush's education plan employs these dual tactics, merging discourses of equity ("Leave No Child Behind") and stepped-up policing of youth. The focus on youth is important. Just as globally "it has become possible for vast tracts of humanity to be dismissed now as simply having nothing of relevance to contribute to the new world economy" (Gee et al., p.149), many African American and Latino youth are, from the perspective of capital, largely irrelevant in the new economy and the social landscape of major U.S. cities. 

37. In cities tied into the global economy, attracting the new gentry of technical, professional, and managerial workers is dependent on securing urban enclaves against those to whom the global economy offers little but dreams of consumption. At the same time, as Saskia Sassen (1998) argues, the global city is a strategic site for those who are disempowered because "it enables them to gain presence, to emerge as subjects, even when they do not gain direct power. Immigrants, women, African Americans in U.S. cities, people of color, oppressed minorities emerge as significant subjects in a way they are unlikely to do in a suburban context or small town" (p.xxi). The claims they might make on the economies and space of cities increasingly dominated by new city users (highly-paid knowledge workers, international business people and tourists) is a source of potential contestation and challenge to corporate capital and to the state. This challenge has been explicit in sporadic urban rebellions of youth of color (as in Los Angeles and Cincinnati) struggling for representation and entitlement in the city (see Sassen). In this context, Bush's proposals to further criminalize "disruptive" students would help weed out those that capital and the new elites write off as extraneous yet "dangerous". 

38. Policies that discipline and control are not simply motivated by economic concerns. They also represent cultural struggles over race, ethnicity, and power which are intensified by the contradictions of globalization. In a racialized society like the U.S., African American youth in particular (and Latino youth by association) are viewed as pathological and in need of control. The racial subtext of urban gentrification, militarization of uban high schools, and criminalization of youth is the white supremacist desire to police and contain "dangerous" African American youth who threaten "white places" of order and civility (Haymes, 1995). Given that African American, Latino, and other youth of color make up the majority of the 20 largest school districts, are disproportionately suspended and expelled from school, and often attend schools that are more like jails than education institutions, these youth are certainly the target of Bush's "safe schools" policies. With more African American youth headed for prisons than college, they, and Latinos, are the youth from whom "our" schools would be made safe, whose school records would become police records and whose police records would become school records, and whom teachers and schools could punish without liability. 

39. Bush's proposals are part of a virulent cultural politics of race which has demonized and criminalized a whole generation. The ideological force of policies that construct African Americans and Latinos as "dangerous" and in need of discipline and control is to further publicly demonize them and legitimate their subordination, social exclusion, and imprisonment. Policies that discipline, regulate, and control also teach students their "place" within a racial and class hierarchy -- attempting to bring into line those that comply, exclude and contain those who insist on staking a claim, on their own terms, on an increasingly unjust social order.

Conclusion
40. Bush's education proposals can be interpreted as an effort to further integrate education into a global and national economic agenda and an intensification of the war on youth of color. They are motivated by fear that the U.S. will lose its competitive edge in the global competition over markets and investments and by cultural struggles over race, ethnicity, language, and national identity. By framing education in the language of efficiency and accountability and individual choice Bush further consolidates corporate, neo-liberal trends. The policies themselves and the discourse surrounding them become a "discourse policy" directed to society as a whole, defining educational problems and their solutions so as to limit the possibilities we have of thinking and acting otherwise (Ball, 1994). When we step outside this hegemonic discourse, we can only be outraged at the inevitable suffering and loss, the shameful waste of a generation sacrificed at the altar of greed and racism and cynically promoted under the slogan "Leave No Child Behind." 

41. An alternative discourse rooted in social justice would speak to the real urgency to address the dramatic inequalities and miseducation that goes on in public schools. It would propose massive new funds and programs to rebuild crumbling urban schools, to reduce classes sizes of 35 to 40 students, to vastly improve the quality of science and technology in the poorest schools where there are often no science labs or lab equipment and little technology, to fund the further education and increase the salaries and professional working conditions of teachers; to build school libraries, arts and athletics programs and facilities in under-funded urban and rural schools. (Instead, as a cynical insult, Bush proposes a $400 tax credit to compensate teachers for classroom expenses, underwriting the common practice of teachers in poor districts digging into their own pockets for books, paper, supplies, and field trips that are present in profusion in wealthy districts.) An alternative discourse would focus on fostering rich scientific and mathematical literacies; knowledge of history and society, of arts and literature, and the ability to examine knowledge critically from multiple perspectives. It would call for schools that encourage students to ask questions as well as answer them; that require students to use knowledge to work on real-world problems of personal, social, and ethical significance; that respect and build on students' cultures, languages, experiences; schools that give them the tools to survive and struggle against race and class oppression. 

42. Critical scholarship over the past 30 years has illuminated the ways in which public schools reproduce race, gender, and class inequality. It is important to criticize public schools while defending the institution of universal public education and its democratic potential. With all their profound failures, public schools can be forums for democratic public debate about not only what kind of education we want, but what kind of society we want. Public education policy has historically been an important arena to struggle over issues of difference, over the rights of oppressed groups, over what constitutes our culture and history, how identities are to be represented publicly, and what is the common good. Although contentious, debates about language, racial justice, gender equity, sexual orientation, "disability," inclusion of immigrants, cultural diversity, school knowledge, sex education, civic responsibility, how schools are connected with communities, and so on are critical to strengthening democratic civic life. Unlike the private sector, public schools can't avoid these debates. As Henig notes, the real danger of policies that privatize education and throw it into the corporate market is that they "will erode the public forums in which decisions with social consequence can be democratically resolved" (quoted in Asher et al, 1996, p. 9). In a world circled ever more tightly by the forces of global capital, the institution of universal, free public schools needs to be fought for as a democratic public space and fought over ideologically. The popular strength of the Bush agenda is that it makes sense in the absence of a sharply defined alternative discourse that not only reframes education in the language of democracy and social justice, but rethinks schooling in relation to the racial, ethnic, gender, and class oppression and conflict of the present (global) moment.

Responding to Globalization of Education in the Americas—
Strategies to Support Public Education 

Public education must play a central role in any society that values democracy and social justice. It follows that supporting public education must be a key part of the program of groups committed to making their society more democratic and equitable. Globalization as it is currently developing is a threat to these values of democracy and social equity and to public education systems that reflect and support those values. 

This analysis of the impact of globalization on education has six parts: 

1. The neo-liberal nature of the globalization process; 

2. Education and neo-liberal globalization; 

3. How neo-liberal policies are being carried out in education; 

4. How international trade and investment agreements, treaties and trading blocs are related to education policies; 

5. The Free Trade Area in the Americas (FTAA) process and the Inter-American Education Program; and 

6. Suggestions for trans-national strategies to defend public education. 

7. The neo-liberal nature of the globalization process. 
It is possible to conceive of a globalization that is friendly to democracy, social equity and a healthy environment. Indeed, successes from a "globalization from below" can be identified. Greenpeace, for example, has influenced the policies of corporations through its transnational campaigns around a range of environmental issues. Some segments of the labour movement have provided solidarity support to workers involved in struggles in other countries. At times this has provided the extra impetus needed for a win for workers rights. An international coalition of Non-governmental Organizations—using the Internet to spread information and critique—played a key role in getting negotiation for the Multilateral Agreement on Investment (MAI) stopped within the institutions of the Organization for Economic Cooperation and Development (OECD). 

However, most of what is called globalization is not friendly to the environment, the rights of workers, or to those who support government action on behalf of social justice. As an example of the direction and power of most globalization efforts, one need look no further than the principles behind the MAI. Although negotiations to impose these were blocked in the OECD, the same principles are now being put on the table for the so-called "millennium round" of negotiations in the World Trade Organization (WTO) set to begin in Seattle in November 1999. 

Neo-liberal policies are characterized by the commodification and marketization of all activity. In the areas that have been considered public services, neo-liberals call for programs previously conducted for the public good to be moved into the market through privatization. Rather than being provided on a free basis to all, whatever their economic position, fees are to be charged to those who use the service. 

Free public education has an equalizing effect in societies. It ensures that children can be educated, regardless of the economic status of their families and thus contributes to social equity. The loss of universal public education consistently produces more inequality in societies. 

Neo-liberal globalization does not just reduce public expenditures and marketize programs that were previously government-run and tax supported. It also requires governments to open their economies to competition from outside, removing tariffs and other barriers to transnational corporations taking over local markets. 

The impact of globalization is not just on trade and production, or on services that have been public, such as education. It also has an impact on culture, often overwhelming local cultures with a commodified and homogenized transnational culture—described by Peter McLaren as the "global amusement culture." The elimination of legal barriers to the entry of transnational commercial culture is one factor in its overpowering of the local. Still another factor, though, is the development of technologies that are in themselves border-crashing. 

The new information technologies can be used to challenge neo-liberalism, as the campaign against the MAI used the Internet to organize internationally. However, as important as information and communications technologies are as tools for those opposing neoliberal globalization, they are only marginal in significance compared to the ability of a handful of transnational media companies to flood the globe with TV, video, film, news services and music. The impact of these global media is described by Waters as placing under multinational corporate control the culture and its social arrangements for the production, exchange, and expression of signs and symbols—meanings, beliefs, and preferences, tastes and values (Waters, 1995). 

All of these neo-liberal and globalizing directions have an important impact on education. They affect who determines the substance of the curriculum, how education is delivered, who has access to education and to how much, and how what happens in schools is relevant to the cultural experiences of those being educated. Some of these are dealt with in a companion paper on the impact of fifteen years of neo-liberalism on education by Carlos Lopez. 

8. Education and neo-liberal globalization. 
Education is a major area of government expenditure and is a significant potential target for privatization. It is important in the neo-liberal project because of the size of the market that it represents, the central importance of education to the economy, and the potential challenge to corporate globalization if education succeeds in producing critical citizens for a democratic society. 

While basic education is currently funded primarily by the state in most countries, the significant costs to government make it an inviting target for cuts to expenditures. In less developed countries, cuts have been driven by imposed structural adjustments (International Monetary Fund SAPs). Cuts to expenditures have meant limiting teacher salaries, creating worse teaching conditions and, in some cases, imposing user fees. In developed countries similar reductions have often been justified by the requirements of "global competitiveness" to reduce taxes and thus revenues available for public services. Thus, while the mechanisms differ in more and less developed countries, they produce a similar result of reductions to public education. This is often accompanied by a growth in private education for those who can afford it, and thus two-tiered provision of education. 

The huge size of the education enterprise is pointed out by Education International, the international trade secretariat for education unions. It says "global public spending on education tops one trillion dollars. This figure represents the costs of over 50 million teachers, one billion pupils and students, and hundreds of thousands of educational establishments throughout the world." This is the last great frontier to be tapped for profit-making ventures, if the public sector can be even partially replaced by privatized education. 

In looking at the potential for trade in education services, the World Trade Organization (WTO) Background Note on Education Services points out that much of basic education is not currently within the trade regime because it is "supplied neither on a commercial basis nor in competition." It further notes, however, that a growing number of countries allow for private participation that would fall under international trade rules. 

The WTO identifies significant growth international trade in education at the tertiary or post-secondary level. The forms of trade include students studying abroad, international marketing of curricula and academic programs, the establishment of "branch campuses" and franchises, along with distance education. 

The development of distance education offers the easiest entry into transnational education projects. Carried across borders by new technologies, it can be offered more cheaply on a transnational basis than any other form of education. The advantages for profit in this area are similar to those in film and television. Courses can be developed for one market and the most of the development costs recooped. With very little additional investment, these courses can then be offered in other countries, with a low price still providing additional profits. Local course developers are then at a very real disadvantage because they cannot produce courses for the low prices offered by the transnationals. It is not surprising that distance education is being pushed as a form of education in this global context. 

The United States is by far the largest exporter of education in an international trade context, so it should not be a surprise that it has put on the agenda of the WTO reduction of impediments to the growth of education exports to other countries, both in the more and less developed countries. 

In addition to being a market to be exploited, education is also central to economic production. The spread of technology is reducing on a global basis the amount of production that requires unskilled labour. This is the case even in economies that are based primarily on the export of resources. As well, local goods traditionally produced on a low-skilled, high labour intensive basis are often driven out of the market by goods that are imported, with governments no longer able to use laws to protect this local production. 

Business is increasingly interested in defining the nature of education so that it produces workers who fit the needs of business. When education is seen as largely in the public rather than private interest, it is more likely to have a range of social and cultural objectives, along with the economic. When it becomes privatized and part of the market, social and cultural concerns become much less important, unless they can also be seen as part of the market system. 

Of most threat to neo-liberal policies, however, is a populace that is educated to expect a democratic society that serves the interests of that society, rather than the interests of global capital. By eliminating public education and the set of social expectations that it produces when it is working at its best, the likelihood is reduced that a populace will demand that its government place the highest priority on protecting the social and cultural interests of its people. 

9. How are neo-liberal policies being carried out in education? 
Three major vehicles are being used to spread the neo-liberal policies in education: ideology, international trade and investment treaties and agreements, and international agencies, particularly the International Monetary Fund and the World Bank institutions. 

Dominance of neo-liberal ideology. 
Ideology plays an important role in creating the openings for institutional change. Neo-liberal ideological dominance of was built over several decades. It began with intellectuals committed to individualism over all manifestations of collective interests and actions. It spread through institutions such as the University of Chicago and other university economics departments. It was brought into government policy in Chile after the coup in 1973, and dominated British and U.S. governments in the 1980s. Concurrently, alternatives from the left lost their dominance in most countries. 

The now pervasive ideology of the market has created what some have described as an ideological "monoculture." When neo-liberal policies are criticized, a common response is that "there is no alternative." 

Trade and investment treaties. 
This ideological climate creates fertile ground for the interests of global capital to be translated into government policies everywhere. In the case of international trade and investment treaties, governments voluntarily enter into agreements that will limit their capacity to act on behalf of their citizens—and this is promoted as positive. When the North American Free Trade Agreement (NAFTA) was being debated in Canada, one of the neo-liberal think tanks said one of its advantages is that it would prohibit governments from giving into democratic demands from the voters. 

Two international agreements are in the formation stages at this time, and should be of particular concern for us to understand and to act to oppose: One is the General Agreement on Trade in Services (GATS), which will be under negotiation in the "millennium round" being initiated at the November meeting of the World Trade Organization. The other is the Free Trade Area in the Americas (FTAA), which has been pursued through a series of Summits of the Americas. The next of these Summits is scheduled to be held in Quebec City in Canada during 2001. 

While most people think of goods when they hear the word trade, the agreements currently under consideration actually focus to a much larger degree on investments and trade in services than in goods. The world economy is increasingly a service economy, and services have traditionally been delivered by local workers in a local economy. That situation in rapidly changing, particularly as technology allows for services to be provided anywhere in the world, such as call centres in the Caribbean to serve Canadian customers or data processing provided to a U.S. company from the Philippines and transmitted by satellite. Similarly, distance education can be provided from Canada to Mexico, as is the case for 

David Korten has pointed out that "the real agenda of those promoting these trade agreements is not to eliminate borders, but rather to redraw them so as to establish what once belonged to the community, to be shared among its members, now belongs to private corporations for the benefit of their managers and shareholders." 

General Agreement on Trade in Services (GATS) and the World Trade Organization. 
The World Trade Organization web site ( www.wto.org/wto/english/tratop_e/serv_e/serv_e.htm) gives this description of GATS: 

"The GATS is the first multilateral agreement to provide legally enforceable rights to trade in all services. It has a built-in commitment to continuous liberalization through periodic negotiations. And it is the world's first multilateral agreement on investment, since it covers not just cross-border trade but every possible means of supplying a service, including the right to set up a commercial presence in the export market." 

The U.S. Trade Representative has indicated that the U.S. wants all services—explicitly including health and education—in the upcoming negotiations on GATS. This increases the stakes for those who believe that public education must be protected from being totally commodified and moved outside any chance of democratic control. 

Canadians have already seen the impact of placing services in the NAFTA, effects that would be replicated in an expanded GATS that includes education. One aspect has been called the "ratchet effect" because it allows changes to go only in one direction—towards removing more from the public sector, never allowing the return of any privatized service into the public sector. 

The proposed approach to GATS would automatically make all services subject to the trade rules, such as "national treatment." "National treatment" means that any foreign investor must be treated at least as favorably as any national service provider. If, for example, students are eligible for a subsidy at a Canadian university, then students at a U.S. university that offered programs in Canada would also have to eligible for the subsidy. You can see that these provisions substantially reduce the capacity of government to have control over its social policy to serve the interests of its own citizens. 

Even if a service—such as education—were declared as exempted from the provisions of GATS, there would be continuing pressure to give up that exemption. And once the reservation on the service is given up, it is for all practical purposes impossible to bring it back—the ratchet only allows movement into, but never out of the coverage under the trade terms. 

Those who believe that education must be preserved as a public system must join with others and express their opposition to their governments' agreeing to this approach to bringing the defeated provisions of the MAI in through the WTO GATS negotiations. 

10. The Free Trade Area in the Americas (FTAA). 
A series of summits of leaders of the countries in the Americas (with the exclusion of Cuba) have been aimed at creating a free trade area in the Americas. The process began in 1994 with the objective of completion of negotiations by 2005. The governments of the countries covered by the North American Free Trade Agreement have been pursuing a policy of having provisions such those in NAFTA being extended throughout the hemisphere. The Canadian government describes this as creating "common rules across the Hemisphere, making it easier and less bureaucratic to do business and discouraging corruption." 

One element is different in the FTAA process from those of the other trade pacts. In NAFTA, the WTO GATS and in APEC (Asia Pacific Economic Cooperation), education is placed completely within an economic context. Education is seen as contributing to economic development, or as a service that should be seen as a commodity subject to trade and trade rules. This comes through particularly in the case of APEC, which has two committees that focus on education—a Human Resources Working Group and an Education Forum. The agenda for both of these is education as producing human capital for the economic purposes of the economy. 

In contrast, the Summit of the Americas process has a process to consider education policy separate from the tables at which trade issues are negotiated. The scope of the education program differs as well, in being concerned about social objectives of education, not just economic aims. 

It is a section of the Organization of American States (OAS), not trade negotiators who have been given the secretariat responsibility for the education initiatives. The agenda of education activities for the hemispheric process is called the "Inter-American Program of Education." [The text of the program can be found on the OAS web site: www.oea.org/udse/intpred.htm.

11. The Inter-American Program of Education. 
The Inter-American Program of Education is diverse and complex. Some elements—at least in their rhetoric—are potentially progressive, providing openings for empowerment and participation, with a focus on human rights and democratic development. Other parts are probably regressive, weakening the base of public influence and promoting corporate friendly, neo-liberal approaches. The program is also silent about the major influence on directions that are played by the International Monetary Fund (IMF), the World Bank, and its regional companion, the Inter-American Development Bank. 

Several potentially progressive objectives are set out in the Inter-American Education Program: 

· Support for policies to "universalize access to a quality education to all sectors of the population, with special concern for at-risk groups." 

· Promote programs that support "socio-economically at-risk boys, girls, youth and adults." 

· Promote an educational policy that considers human rights, education for peace and democratic values, equality of opportunity and rights between men and women, and gender equity. 

· Promote the collaboration of institutions dedicated to educational development as related to citizenship, multicultural societies and sustainable development. 

· Promote the consolidation and collaboration of institutions dedicated to indigenous education. 

· Provide support for the development of the educational systems of countries with especially difficult economic circumstances. 

All of these objectives, obviously, are open to interpretation. What resources are provided and who carries out the activities and how they understand the purposes will affect greatly whether any of the progressive potential is delivered. Any or all could be carried out in ways that, despite appearances, reinforce unequal power structures. However, the rhetoric in the statements at least leave room for proposing positive programs from the perspective of social justice and democratic development. 

Other objectives are more problematic. For example, "Stimulate the increasing application of reliable measures of educational efficiency" probably means more standardized testing programs aimed at providing cost/benefit analysis that only an accountant could believe actually represents what happens in the educational situation. Similarly, "diffusion of successful innovations in education for work" could be code for preparing young people to be docile workers. Calling for the use of information technology to improve teachers' training could be just a way of abandoning the state's responsibility for providing sound training of teachers, leaving them to be trained only by the use of video and computer-based communication. 

Perhaps the most problematic aspect of the OAS Inter-American Program of Education is it's failure to even mention the IMF, the World Band and the Inter-American Development Bank. Some of the problems identified for addressing are the direct result of IMF structural adjustment policies. Cuts to government expenditures often means reductions in the resources that go to public education and the introduction of user fees. These have the effect of making universality of education impossible, and leave few resources to promote indigenous education, gender equity and education for peace and democratic values. 

The demands placed on countries of the South by the World Bank and the IDB to meet the conditions for loans are also often at odds with the positive objectives expressed in the Inter-American Education Program. They often call for decentralization of school management, for example. This is framed as promoting efficiencies and empowering communities. In fact, a common effect, and possibly the intent, is to reduce the capacity of either teachers or communities to have real impact on education policy. Instead of gaining the leverage from large groups of teachers and parents working together, they are broken into small units that are virtually powerless in having political influence on getting the resources and conditions that would achieve goals of universality, equity and quality. 

12. Trans-national strategies to defend public education in the Americas. 

Groups of committed people working persistently on common concerns for social justice can have an impact. This work needs organization and coordination, and requires coalitions among unions, NGOs, and other organizations with a social base. These are some strategies for consideration of those who are committed to defending public education in the Americas. 

1. Defend public education at the local and national levels with a strategic consciousness of the global context. Inform and mobilize teachers to take part in this defense. 
Although much of the action to defend public education will take place at the local level, it is important to understand the global context that is shaping national and local policies. We can also all learn from one another about approaches that have worked effectively, sharing our strategies and linking our actions. 

World Teachers' Day each October 5 is an example of a global activity, which consists of national and local actions. In 1999 the Education International (EI) has identified the theme as "Teachers, a force for social change." 

2. Counter neo-liberal ideology with an alternative program for public education nationally and internationally. 
Part of the strategic strength of neo-liberalism is that there is no alternative. A key element of the strategy of IDEA—Initiatives for Democratic Education in the Americas—is to propose and debate alternatives that support public education as a right for all. 

3. Conduct research and analysis and share it with other organizations throughout the Americas. 
Many thinkers and writers are producing materials in support of the neo-liberal positions, financed by corporations and international bodies. It is essential that unions and other groups who have an alternative agenda produce the intellectual work to support alternatives to neo-liberalism. 

4. Build communication links among organizations with conferences and communication using the Internet. 
The successful campaign by NGOs to block the negotiation of the MAI at the OECD is a demonstration of how essential it is to use the global communication networks to maintain links among groups to share information, strategies and successes. 

5. Work in international and regional teacher and labour organizations (e.g., Education International, CEA, FOMCA, CUT, ORIT) to develop common understanding and strategies. 
International organizations of trade unions have a key role to play. They have existing networks and more resources than most civil society groups that can be devoted to building links across borders. They can reflect the public interest, including workers' interests to international bodies where governments are creating and extending the neo-liberal global structures. 

6. Participate in building a global civil society that works toward a healthy environment and social justice, including public education. Utilize these groups to influence decisions of international organizations such as the WTO, the Summit of the Americas, and the Organization of American States. 
Global and regional civil society organizations are bringing together many non-governmental organizations to research the issues, promote progressive positions and develop common campaigns. These groups are intervening to make their voices heard with demonstrations, by holding alternative summits, and meeting with government officials to put forward an agenda that reflects environmental health and social, economic and labour rights. 

The Canadian government says that there is a commitment to having civil society views heard as part of the negotiation process related to the meeting of the Summit of the Americas in Canada. The OAS Inter-American Education Plan includes mention of consultation with groups representing academics and teacher organizations. Education ministers from the Americas meet twice yearly to discuss the developments in the Inter-American Education Plan. 

Activities like the IDEA (Initiatives for Democratic Education in the Americas) conference in September/October 1999 in Quito, Educador, are aimed at ensuring that there is a well thought out and widely supported program to put forward to these international bodies on the issues important to public education in the Americas. 

The Continental Social Alliance is another civil society organization aimed at bringing together labour, environmental, and social action groups to the agenda neo-liberal globalization in the Americas. 

For these international efforts to have an effect they must have a social base of activists who have an understanding of the nature of the neo-liberal project and who support an alternative global civil society described by some as "globalization from below." 

7. Take part in international campaigns aimed at achieving social rights, including the right to an education and the right for workers to form organizations that provide protection. 
The success of the "Jubilee 2000" campaign for debt-relief for the most indebted nations of the South shows that it is possible for an international campaign to put an issue on the global agenda. The model of this campaign should be studied in developing campaigns for social, economic and labour rights as part of the response to global and regional trade negotiations. A campaign for "social clauses" in trade agreements is an approach being pursued by the ICFTU (Intenational Confederation of Free Trade Unions) and by the Education International. 

8. Constantly challenge the "cult of the inevitable"—the claim that there is no alternative to neo-liberal policies. 
Those who are pushing the neo-liberal agenda aim to deflate opposition with constant claims that there is no alternative to making economies more "flexible" by eliminating social, economic and labour rights. They contend that transferring more and more power to the corporations and producing increasing inequality in all societies are just inevitable side effects. 

Presenting sound alternatives, along with examples of successful campaigns such as Jubilee 2000 and the opposition to the MAI, is essential if we are to motivate ongoing resistance to the damage created by trade and investment agreements and neo-liberal globalization. 

globalization and the incorporation of education


Here we draw out some of the profound implications of globalization for education and the work of educators. As part of this we also look at some of the issues surrounding the increased presence of corporations and branding in education.
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To allow the market mechanism to be the sole director of the fate of human beings and their natural environment, indeed, even of the amount and use of purchasing power, would result in the demolition of society... Robbed on the protective covering of cultural institutions, human beings would perish from the effects of social exposure; they would die as the victims of acute social dislocation through vice, perversion, crime and starvation. Nature would be reduced to its elements, neighbourhoods and landscapes defiled, rivers polluted, military safety jeopardized, the power to produce food and raw materials destroyed. (Michael Polanyi 1957: 73, quoted in Leys 2001: 4)

Such is the nature and complexity of the forces involved in globalization that any discussion of its impact upon education raises fundamental issues and is a matter of considerable debate. The forces associated with globalization have conditioned the context in which educators operate, and profoundly altered people's experience of both formal and informal education. Schools and colleges have, for example, become sites for branding and the targets of corporate expansion. Many policymakers automatically look to market 'solutions'. The impact and pervasiveness of these forces of globalization also means that they should be a fundamental focus for education and learning - but there are powerful currents running against honest work in this area. In this article we will explore some of what we believe to be the more significant aspects with regard to the practice and experience of education. These include:

· Commodification and the corporate takeover of education. 

· The threat to the autonomy of national educational systems by globalization. 

· De-localization and changing technologies and orientations in education. 

· Branding, globalization and learning to be consumers. 

This is not an exhaustive listing of issues - but it does bring out some of the key dynamics and highlights some important areas of action (and reaction) for educators and learners with respect to globalization. 




Commodification and the corporate takeover of education 

To begin it is helpful to distinguish between the rise of the market, 'with its insidious consumer-based appropriations of freedom and choice' (Giroux 2000: 6) and its impact on education, and globalization. As we have already seen, they are wrapped up - one with another - but it has been possible to talk of the marketization of education without having to refer to delocalization and the activities of multinationals (classic features of globalization). Now, that is increasingly difficult. As we know, commercial concerns look constantly for new markets and areas of activity. In the last quarter of the twentieth century, and particularly in those states where neo-liberal economic policies dominated, there was strong pressure to 'roll-back' state regulation, and to transform non-market and 'social' spheres such as public health and education services into arenas of commercial activity. According to Colin Leys, such a transformation - the making of a market entailed the meeting of four requirements:

The reconfiguration of the goods and services in question so that they can be priced and sold.

The inducing of people to want to buy them.

The transformation of the workforce from one working for collective aims with a service ethic to one working to produce profits for owners of capital and subject to market discipline.

The underwriting of the risks to capital by the state. (2001: 4) 

What we have here is a process of commodification - and the development of attempts to standardize 'products' and to find economies of scale. The expansion of higher education in Britain and Northern Ireland during this period, for instance, involved a the restructuring of courses and programmes so that they could be marketed. This included marketing new courses such as MBAs, modulization (to achieve economies of scale), and the increased use of part-time and distance learning programmes (to target those already in work). The introduction of student loans and course fees has raised, significantly, the direct cost placed upon students - and helped to change people's orientation to higher education away from that of participants towards being consumers. The massive increase in university enrolment was, however, less a consequence of government policy, than the impact of changing perceptions of the labour market. The surge in student numbers occurred because it became clear to large numbers of people that not having a degree disadvantaged them in the labour market. 

At a certain point in what had been a steady, slow expansion, large numbers of people started to feel they really had better get a degree, because not doing so would be such a bad move. The first wave set off another and so on. (Wolf 2002: 178)

There has also been a transformation of the labour force in UK higher education - and a growing orientation to profit generation. Salary levels have decreased significant relative to other key groupings; increased bureaucratization and pressures on universities to reduce costs have reduced the time for 'scholarship and disinterested learning' and the doubling in the numbers of students per lecturer has led to a progressive decline in the quality of teaching and the satisfaction it gives to learners and teachers (see Wolf 2002: 200-43). Similar pressures can be found at work in other areas of education.

We have also seen some very significant movements towards corporatization in schooling and non-formal education. In the 1980s and early 1990s this was initially carried forward by the rise of managerialism in many 'western' education systems. Those in authority were encouraged and trained to see themselves as managers, and to reframe the problems of education as exercises in delivering the right outcomes. The language and disposition of management also quickly moved into the classroom via initiatives such as the UK national curriculum. There has also been the wholesale strengthening of the market in many education systems. Schools have to compete for students in order to sustain and extend their funding. This, in turn, has meant that they have had to market their activities and to develop their own 'brands'. They have had to sell 'the learning experience' and the particular qualities of their institution. To do this complex processes have to be reduced to easily identified packages; philosophies to sound bites; and students and their parents become 'consumers'. As Stewart demonstrated some time ago there is a fundamental problem with the way that such business models have been applied to educational and welfare agencies.

The real danger is that unthinking adoption of the private sector model prevents the development of an approach to management in the public services in general or to the social services in particular based on their distinctive purposes, conditions and tasks. (Stewart 1992: 27)

The result has been a drive towards to the achievement of specified outcomes and the adoption of standardized teaching models. The emphasis is less on community and equity, and rather more on individual advancement and the need to satisfy investors and influential consumers. Education has come to resemble a private, rather than public, good.

As might be expected, such marketization and commodification has led to a significant privatization of education in a number of countries. In the United States, for example, schooling, higher education and training have been seen as lucrative markets to be in. Giroux (2000: 85) reports that the for-profit education market represented around $600 billion in revenue for corporate interests. Over 1000 state schools have been contracted out to private companies (Monbiot 2001: 336). In Britain education management, 'looks like it is about to become big business' (op. cit.). Educational Action Zones (beginning in 1998) have had significant corporate involvement. The Lambeth Zone is run by Shell, for example, not the local education authority. In Southwark, the education service has been contracted out to Haskins, and Kings Manor School, Guildford became the first state school to have its administration has been handed to a private company (in 1999). Kenway and Bullen (2001) have charted similar shifts in the marketization of Australian schooling. Classically, policymakers have looked to experience in other countries when framing these efforts. Furthermore, a significant number of the companies moving into this area have been trans-national corporations.

Seeking to turn education into a commodity, framing it in market terms, and encouraging the entry of commercial concerns could be seen as simply an expression of neo-liberal politics in a particular state or area. However, we need to understand the nature of the forces that have pushed (or seduced) governments into adopting such policies - and it is here that we can see the process of globalization directly at work.




Globalization and the governance of education

Globalization has impacted upon the nature of the agencies that 'school' children, young people and adults.

The question we are facing now is, To what extent is the educational endeavor affected by processes of globalization that are threatening the autonomy of national educational systems and the sovereignty of the nation-state as the ultimate ruler in democratic societies? At the same time, how is globalization changing the fundamental conditions of an educational system premised on fitting into a community, a community characterized by proximity and familiarity? (Burbules and Torres 2000)

At first glance it would seem that national governments still have considerable freedom to intervene in education systems. UK government (in its various forms), for example, has significantly increased the scale of central direction and intervention through the use of national curriculum requirements, special initiatives (involving direct funding) and other, institutional means. However, as soon as we examine the nature of this expansion of intervention we can see that the overriding concern is with economic growth and international competitiveness - and that the efforts of politicians have been deeply flawed and their record dismal. 

The more overtly and the more directly politicians attempt to organize education for economic ends, the higher the likelihood of waste and disappointment... What marks (British politicians) from their international counterparts is simply the speed with which, in our hugely centralized system, they launch one educational broadside after another.

In the process we have almost forgotten that education ever had any purpose other than to promote growth. (Wolf 2002: xiii) 

While there is some direct intervention in the governance of national educational systems by trans-national agencies such as the IMF and World Bank, the impact of globalization is most felt through the extent to which politics everywhere are now essentially market-driven. 'It is not just that governments can no longer "manage" their national economies', he comments, 'to survive in office they must increasingly "manage" national politics in such a ways as to adapt them to the pressures of trans-national market forces' (Leys 2001: 1). 

The initiation, or acceleration, of the commodification of public services was... a logical result of government's increasingly deferential attitude towards market forces in the era of the globalized economy... A good deal of what was needed [for the conversion of non-market spheres into profitable fields for investment] was accomplished by market forces themselves, with only periodic interventions by the state, which then appeared as rational responses to previous changes. (Leys 2001: 214)

In other words, the impact of globalization is less about the direct way in which specific policy choices are made, as the shaping and reshaping of social relations within all countries.




De-localization and changing technologies and orientations in education

As well as conditioning the political context, globalization has found expression in some very direct ways - via , for example, the de-localization of schooling. Since the 1980s, there has been a degree of 'parental choice; within state schooling. It has been possible to choose which schools to apply to at both primary and secondary levels. While much primary school application is local, a significant proportion of secondary school application is not. This has both severed the link between locality and schooling and undermined the idea of community schooling. A further degree of delocalization has occurred as a result of scares around child protection and truancy. While schools might be local, access to the neighbourhood and of neighbours to the school has been restricted. The most visible signs are the security gates and fences that are part of the perimeter of schooling. Such measures inevitably strengthen the idea that the school is somehow separate from the community where it is located - and this is further intensified by the regime of testing and centralized curriculum construction that has been the hallmark of the UK education system since the early 1980s. There has been significantly less room for more local community-oriented explorations and student projects. As we have seen, the main forces framing the centralized curriculum are economic and directly linked to globalization.

To these developments must be added changes in educational technology - especially the use of the internet and other computer forms, and the growth of distance learning. At one level these can be seen as an instrument of localization. They allow people to study at home or at work. However, they usually involve highly individualized forms of learning and may not lead to any additional interaction with neighbours or with local shops, agencies and groups. They also allow people from very different parts of the world to engage in the same programme - and student contact can be across great physical distance. 

The term adult learning has been substituted for adult education in many policy and academic discussions in recognition of these sorts of shifts (Courtney 1979: 19) and more recently there has been a major growth in attention to notions of lifelong learning. The shift may, as Courtney suggests, reflect a growing interest in learning, 'however unorganized, episodic or experiential' (ibid.), beyond the classroom. In Britain, this has been seized upon by New Labour thinkers like Tom Bentley (1998) (head of Demos and a former special advisor to David Blunkett). He describes 'Labour's learning revolution' as follows:

It requires a shift in our thinking about the fundamental organizational unit of education, from the school, an institution where learning is organized, defined and contained, to the learner, an intelligent agent with the potential to learn from any and all of her encounters with the world around her. (Reported in The Economist, October 9, 1999, page 42)

The problem, as we have seen, is that the sort of learning concerned is highly individualized and often oriented to employer or consumer interests. 

Field (2000: 35) has argued that there has been a fundamental shift in the behaviour of 'ordinary citizens', 'who increasingly regard the day-to-day practice of adult learning as routine, perhaps so routine that they give it little explicit attention'. Economic, social and cultural changes mean that many now live in 'knowledge' or 'informational societies' that have strong individualizing tendencies and a requirement for permanent learning (reflexivity) (after Ulrich Beck [1992] and Anthony Giddens [1990, 1991]). As a result, Field goes on to suggest, many adults now take part in organized learning throughout their lifespan; that the post-school system is populated by adults as well as by young people; and that 'non-formal' learning permeates daily life and is valued (ibid.: 38-49). Typical of the last of these has been a substantial increase in activities such as short residential courses, study tours, fitness centres, sports clubs, heritage centres, self-help therapy manuals, management gurus, electronic networks and self-instructional videos (ibid.: 45). In these latter examples we can see an important aspect of the growing trans-national corporate presence in education and learning - and the extent to which profits are dependent on people continuing and extending their self-directed learning projects and activities.



Branding, globalization and learning to be consumers

It is time to recognize that the true tutors of our children are not schoolteachers or university professors but filmmakers, advertising executives and pop culture purveyors. Disney does more than Duke, Spielberg outweighs Stanford, MTV trumps MIT. (Benjamin R. Barber quoted by Giroux 2000: 15)

As George Monbiot (2001: 331) put it, there are many ways of making money from formal education, 'but the most widespread is the use of the school as an advertising medium'. The attraction is obvious - schools represent a captive market. Through the use of teaching packs, sponsored videos, advertisements on school computer screen savers and the like, large companies are able to bring their brand directly into the classroom. In so doing they are looking to gain a certain legitimacy (after all the use of their materials etc. has been 'approved' by the school) as well as the raising general brand awareness. Schools also have the distinct advantage for corporates of organizing their students along key demographics such as age and supposed academic ability - so it is possible to target advertising and marketing. The shortfall of funding for key aspects of schooling such as computing, sport and recreational and eating facilities: fast-food, athletic gear and computing companies have stepped in. However:

... they carry with them an educational agenda of their own. As with all branding projects, it is never enough to tag the school with a few logos. Having gained a foothold, the brand managers are now doing what they have done in music, sports and journalism outside the schools: trying to overwhelm their host, to grab the spotlight. They are fighting for their brands to become not the add-on but the subject of education, not an elective but the curriculum. (Klein 2001: 89)

Many teachers and their managers remain 'deeply ambivalent' about the movement of commerce and advertising into schools (Kenway and Bullen 2001: 102). There is a belief that children need at least one 'commercial-free zone'. Commenting on the Australian situation, Kenway and Bullen argue that schools have found themselves in a problematic situation.

High ideals tend to fade away as State-provided finances decline and as the State 'encourages' closer partnerships between education and industry. Educationally sound and attractively packaged curriculum materials fill the hole in the resources budget of schools and offer technologically sophisticated 'solutions' to the pedagogical problems of overworked teachers. These pressures have created a conflict of interest between schools' mandate to educate, and their moral and ethical duties to protect children from exploitation by consumer culture. Corporations have recognized and taken advantage of this dilemma. (op. cit.)

Students in many northern counties are, generally, 'intense consumers'. They are prepared to and/or want to 'spend large amounts of money on brand names and fashionable and popular items' (Kenway and Bullen 2001: 120). However, while many may be critical of certain aspects of consumer culture, they are far less likely to be critical of consumption itself. 

As educational systems become more marketized, colleges, schools and non-formal education agencies seeks to build relationships based more on viewing learners as customers rather than participants 

The main role of the teacher-turned-classroom manager is to legitimate through mandated subject matter and educational practices a market-based conception of the learner as simply a consumer of information. (Giroux 2000: 92)

The result of this incursion by commerce, and the widespread seeping of managerialism, market-thinking and consumerism into the orientation of educators is a basic inability within many schooling systems and agencies of informal education to address critically questions around globalization, branding and consumption.




Conclusion

The perversion of education and the exploitation of learners that we have catalogued here is a matter of profound concern. We have witnessed a fundamental attack on the notion of public goods, and upon more liberal ideas of education. Learning has increasingly been seen as a commodity or as an investment rather than as a way of exploring what might make for the good life or human flourishing. Teachers' and educators' ability to ask critical questions about the world in which live has been deeply compromised. The market ideologies they have assimilated, the direction of the curricula they are required to 'deliver', and the readiness of the colleges, schools and agencies in which they operate to embrace corporate sponsorship and intervention have combined to degrade their work to such an extent as to question whether what they are engaged in can be rightfully be called education. In a very real sense they are engaged in furthering what Erich Fromm described as alienation:

Modern man is alienated from himself, from his fellow men, and from nature. He has been transformed into a commodity, experiences his life forces as an investment which must bring him the maximum profit obtainable under existing market conditions. (Fromm 1957: 67)

It is a form of education that looks to 'having' rather than 'being' (Fromm 1976). 

Just what is needed to push back and undermine this pernicious process is fairly clear. We need, for example, to adopt ways of thinking about, and acting in, the world that have at their core an informed commitment to human flourishing in its fullest sense. It is necessary to reassert the public domain and to police the boundaries between it and the market sector with some vigilance (Leys 2001: 222). Furthermore, we need, as educators, to be able to do what is right rather than what is 'correct'. But how is all this to be achieved within societies and systems conditioned by globalization and neo-liberalism and in which there are asymmetrical relations of power? The answer, of course, is that cannot. But we can, at least, seek to undermine the narrowing and demeaning processes that pass under the name of education in many systems. Alternative ways of educating that look to well-being and participation in the common life have been well articulated. Whether they can be realized is is down in significant part to our courage as educators, and our ability to work with others with a similar vision. 



Resolution on "Impact of Monopoly Capitalist Globalization on Education" 
Students and teachers say no to imperialist globalization of education!

Students and teachers say junk APEC now!
Often ignored and dismissed as an unimportant sector by policy makers and particularly this time even by some of those who profess affinity with oppressed and exploited peoples, we students and teachers participants to the People's Conference Against Imperialist Globalization (PCAIG) salute BAYAN for recognizing our voice and positive contributions to the growing anti-imperialist movement. 

Students and teachers are not spared by imperialism. They are in fact targets of it.

Whereas the educational system continues to be in crisis and youth and students are the ones directly bearing the brunt of this crisis. Education has been commodified and is subject to the dictates of foreign and national elite interests. Access to and the quality of education are therefore determined by policies that complement the ever growing needs of global trade, services and capital. Education as designed today is geared towards the creation of subservient, cheap and skilled labor force, career- oriented, individualistic, apathetic and apolitical youth and students.

Whereas the policies directed toward the so-called "rationalization" of educational institutions is continually eroding the level of wages and endagering the job security of teachers, and other workers in education. Simultaneously subtle and blatant forms of repression in the academe is increasing. 

Whereas the current educational system is used as a training ground for flexible labour and as an ideological pillar to co-opt and oppress students and teachers. Maintained and operated by imperialism through its machinery like the state, the educational system is likewise up for investment and profit. To safeguard the educational system from progressive ideas, resistance and activism, the state does not hesitate to curtail and violate students' and teachers' democratic rights.

Whereas with the current offensive of imperialist globalization, education at all levels are being altered to suit the demands of the so-called global economy, which means integrating the current school system into the world market for the sake of having globally competitive education.

Whereas globalization is about to guarantee basic education for all but not all will have the opportunity to pursue higher education. The withdrawal of state subsidy to education, deregulation of tuition fees and privatization of colleges and universities prevent the majority of youth and students from going beyond basic education. Clearly, the intention is merely to increase the number of literate and easily trained workers. With globalization, a
reserve army of young drop-outs is created and eventually absorbed as cheap and underpaid workers in the labour market. Globalization legalizes the hijack by TNCs of the content and thrust of education which they design to suit their own needs.

Whereas students and teachers have consistently struggled against onslaught of imperialism on education. This take different forms such as student communes, occupation, barricades, protest actions, and even dialogues and through direct participation in community development and people's struggle.

Whereas students and teachers do not believe that APEC and globalization can solve the crisis in education. What we believe is that globalization only strengthens imperialist control on education and APEC hastens this process. The crisis then will only worsen, for globalization is imperialism as we have always known it.

We therefore resolve:

1. To further expose and struggle against APEC and globalization as a whole and not only from students and teachers perspective. We recognize that while youth and students and teachers have to focus on education, APEC and globalization impact on our lives beyond the four walls of the classroom. Therefore, we need to defeat it in totality. Students and teachers have to strengthen links with other sectors that are waging militant struggles against
APEC and globalization. We believe that our struggle against APEC and globalization will be successful if and only if it is situated in the overall struggle of our peoples and we embrace theirs as our own struggles as well.

2. To deepen our analysis on education. We believe that it is crucial at this point in time to reflect on the conduct of the youth and students and teachers movement against imperialist education. We recognize the need to furthen sharpen our analysis, calls and demands on education.

3. To develop closer links with allies in the academic community.

4. To build closer cooperation amongst youth and students and teachers organizations in Asia Pacific and in other continents so as to wage a unified and concerted campaign for a mass-oriented, pro-people, liberating and liberative education.
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Three University of Cincinnati faculty from UC's College of Education will be traveling the world this month to present their research and to explore the worldwide direction of education. 

Estela Matriano, professor of teacher education and coordinator of multicultural and international education, and Joyce Pittman, assistant professor of educational technology, will present at an international conference in Bangkok, Thailand July 10-13. The conference, Reforming Teacher Education for the New Millennium: Searching for the New Dimensions, was organized by the faculty of education at Chulalongkorn University and will explore the global impact on education as it relates to changing social, economical, political and technological issues. 

Matriano, who has spent more than 30 years researching and teaching about globalized education, will represent UC at a panel discussion on reforming teacher education on the global scale. "We think of globalization as an economic concept in terms of business and such," says Matriano, "But actually, it should be embedded first into education, because if we do not educate ourselves in terms of globalization, the world becomes more unequal and unjust because we do not ascribe to make ourselves educated. Globalization has an impact on everything we do. If we are not educated globally, then we can be easily strangled by those who are controlling the economy." 

Pittman will present her research at a panel discussion titled, "New Education for the Changing World." A national expert on educational technology, Pittman was a key member of a writing team that developed national standards to incorporate technology in the classrooms, provide adequate technology training for teachers and ensure learning success for students. The revised guidelines, endorsed by the U.S. Department of Education, were recently released by the International Society in Technology for Teacher Education (ISTE), of which Pittman is a member. 

Pitman will address global concerns including access to technology, quality of teachers, instruction, and assessment, and will present the ISTE guidelines as a model for building global learning communities. 

After Bangkok, Matriano, international executive director of the World Council for Curriculum and Instruction (WCCI), will be one of two keynote speakers at the annual convention of the WCCI, Philippines chapter, July 21-22 in Manila. Matriano will speak on the international perspective of the theme, "The Global Teacher: Making a Difference in a Culture of Peace." Piyush Swami, UC professor of science education and international president of WCCI, will focus on the role of the organization in promoting the culture of peace. 

The WCCI is a nongovernmental educational organization of the United Nations that is committed to the advancement and promotion of a peaceful global community through human rights and social education. 

ESSAY: GLOBALIZATION AND EDUCATION AS A COMMODITY

When people think about globalization, most focus on sweatshop labor and the loss of manufacturing jobs overseas. It is easy to understand the race to the bottom that results as factory workers in one place face more intense competition from lower-cost labor on the other side of the world. College teachers would do well, however, to include their own future prospects as they consider the impact of globalization over the coming years. The university will be a very different place in another decade or two, and what it will look like depends to a large degree on what version of globalization wins out.
Today we are often told that education must be made more efficient by being forced into the market model, moving away from the traditional concept of education as a publicly provided social good. This neoliberalism—the belief that today’s problems are best addressed by the market, and that government regulation and the public sector should both be as minimal as possible—is not unique to debates over education: it dominates economics, politics and ideology in the U.S. and most of the world.
There are three elements involved in the neoliberal model of education: making the provision of education more cost-efficient by commodifying the product; testing performance by standardizing the experience in a way that allows for multiple-choice testing of results; and focusing on marketable skills. The three elements are combined in different policies—cutbacks in the public sector, closing “inefficient” programs that don’t directly meet business needs for a trained workforce, and the use of computers and distance learning, in which courses and degrees are packaged for delivery over the Internet by for-profit corporations.
Market Mantra: Cut, Cut, Cut
Corporate provision of education will seem increasingly appealing as traditional schools are deprived of funds. The corporate model stresses rewarding winners and letting losers adjust. “In the 1990s U.S. companies cut costs, jettisoned marginal efforts, bolstered internal cooperation and formed strategic alliances. Hold on to your hats—universities are set to do the same.” This was how Robert Buderi, writing last year in Technology Review, began “From the Ivory Tower to the Bottom Line,” one of many essays on how today’s university doesn’t jibe with today’s competitive environment, and requires market-oriented reorganization. Buderi makes clear that the kind of selective excellence being pitched in the CUNY Board of Trustees’ Master Plan is part of the corporatization of the university which, like globalization itself, is being touted as both inevitable and desirable.
What is the rationale for this program of cut, cut, cut? Why has it been considered necessary for public education to tighten its belt, year after year? The drive for “market solutions” is not the result of some force of nature, as its proponents pretend. It is a policy decision to abandon the needs of the poor and leave them to shift for themselves. It is the same logic that forces the poorest countries of the world into the IMF’s structural adjustment programs, with their drastic cuts in public services. The Third World may have been hit first and hardest, but the same pattern can be seen in New York State, in the de-funding of CUNY and the disinvestments in public education as a whole.
Justice Leland DeGrasse’s landmark ruling of January 2001 in fact declared that the state has deprived New York City’s children of the “sound, basic education” guaranteed by the state constitution. “The majority of the city’s public school students leave high school unprepared for more than low-paying work, unprepared for college and unprepared for the duties placed upon them by a democratic society.” CUNY faculty know this all too well as we are blamed and penalized for not being able to make up for the years of deprivation, thanks to these same officials. This might seem to be a local problem—except that public education is under attack in many places, as part of a neoliberal strategy that uses reform as a cover for cutback.
In practice, the principal objective of such reforms is to begin a process of privatizing education by starving public-sector schools in the name of forcing them to compete. The Civil Society Network for Public Education in the Americas, a group that brings together South, Central and North American workers in education, notes that “in developing countries that apply austerity measures, this system has generally led to the reduction of educational resources for the poorest regions.”


Serge Jonque

Educators and other public workers joined FTAA protests in Quebec.
Here is where globalization enters the picture. The proposed Free Trade Area of the Americas agreement (the recent target of protests by educators and others in Quebec) would demand equal treatment for corporate providers of public services. Thus, a company like Edison, whose bid to take over several public schools in New York was rejected by a vote of parents, could appeal to an international tribunal and sue the city for being treated “unfairly.” Government “subsidies” to CUNY could be challenged as providing an “unfair” advantage over for-profit companies that want to offer competitive educational services. These agreements define educational services as a tradable commodity and so require it to be treated like any other product.
Taking Away Control
The idea of wresting academic control from the faculty is at the heart of such business models. It adds up to educational Taylorism—treating the art of teaching in the same way that Henry Ford treated the manufacture of automobiles, breaking skilled labor down into a series of lower-skilled tasks, assigning some tasks to machines and imposing strict managerial control over the rest.
One important tool for transforming the educational workplace is distance learning. The idea is to develop learning modules in which the knowledge of the faculty is extracted and implanted into on-line programs owned and controlled by management. This requires the kind of standardization that typifies the commodified model of education: standardized testing and straight-jacket learning plans. Already imposed on high school teachers, the higher-education counterpart can be found in new corporate providers of college degrees. The plan is to take knowledge from the heads and hearts of teachers and put it into CDs and online courses, creating an interchangeable education that can be as standardized as Starbucks or Wal-Mart.
Fearful that such new “brands” such as Phoenix University and other providers will drive them from the distance-learning market, many colleges and universities have created their own for-profit subsidiaries. Such education can be sold globally. Distance is no longer an obstacle. Education markets merge as distance becomes irrelevant to this commodified credentialing.
“For online education to become mainstream is kind of a depressing thought, because it is such a crappy experience,” Marc Eisenstadt, a distance learning researcher in the UK recently told The Wall Street Journal. “The bottom line is that learning online is a soul-destroying experience. . . . It’s always second-best” to face-to-face learning. But if governments won’t pay for first-best, most students will end in private-company college “equivalent” facilities with interchangeable adjunct instructors teaching out of corporate-designed lesson plans, or being “educated” by a computer screen and a one-size-fits-all course package from some other for-profit corporation. It is CUNY students who will be relegated to such second- or third-class choices. The children of the affluent will attend traditional colleges and universities. This scenario is not far away if we let current trends continue.
Destroying the quality of public-sector education is necessary for the full marketization of education. There is ample polling evidence that the politics that pays for tax cuts with service cuts is not favored by most Americans and other citizens around the world. What corporate globalization has done is tell us there is no alternative. But if we think government exists to serve all of the people, not just the rich and powerful, the neoliberal model must be resisted. This struggle goes on globally, but it will be decided in a series of struggles which are local. What is happening to CUNY is not unique. The bumper sticker that tells us to “Think Globally – Act Locally” is good advice.
The PSC is on to something. The union’s new focus on the need to rebuild CUNY as a great university recognizes that it is inadequate to oppose marketization without offering an alternative. Our alternative is a counter-understanding of the goals of education, as enhancing critical citizenship, personal development and the participation in culture that is the right of all students in a democracy. Instead of a race to the bottom and growing inequality, a healthy public sector can redistribute opportunity so that we can have a leveling up. This, after all, is the historic mission of the City University. Our union is leading the way in defending public education, and with it a democratic vision of the future of our city and global society. The PSC’s success will depend in significant measure on our participation.
Globalization and Education : Critical Perspectives (Social Theory, Education and Cultural Change) 

In Globalization and Education: Critical Perspectives, an outstanding group of international contributors explore the increasingly important dimensions of globalization as it affects educational policy and practice in nation-states around the world. Changing conditions in a globalized world--including travel, international media, transnational capitalism, and the role of global organizations and institutions--all have profound implications for the formation and implementation of education policy. Addressing such issues as feminism, multiculturalism and new technology, this collection of original essays will broaden the context in which educational policy decisions are viewed. 
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