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Abstract 

While evidence from supranational agencies shows that teachers are crucial to the ‘positive’ 
implementation of educational change, the teacher is commonly treated as a functionary in 
education system instead of an agent with a central, authoritative role in education reform , . 
Policy directives globalizing education overlook the complexity of teachers’ agency and how 
this agency interacts and engages with the education structure . There is a reciprocal 
relationship between teachers as social agents and education yet this relationship is 
downplayed in the policy of supranational organizations. This limits understanding the role of 
teachers as a social class acting within a changing education system. The implications of 
this limitation has political and professionals ramifications for teachers and their capacity to 
act on behalf of a more equitable and socially responsible education system. This paper 
focuses on how teachers’ agency is being redefined in global education policy. The intention 
is to demonstrate the structural constraints on teachers’ agency and their responses in order 
to evaluate the implications of these constraints on teachers, as a professional social class 
in the global age. 
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Introduction 

This paper is a work in progress as part of my thesis Restructured Relations: The 
Transformation of Teachers’ Agency in Global Policy. The thesis is motivated by a critical 
analysis of ‘globalization’, the roles of international agencies in education and the impact on 
teachers as a professional class. Research into ‘globalization’ began in the 1960’s, a period 
that demarcated the shift from ‘a societal to a global perspective’ . The development of 
‘globalization’ research has identified international agencies as the new governance 
structures of globalization , , , , ,,. The current trend in education policy is moving towards a 
convergence of education systems into a 'globalized' template. This movement is 



underpinned by policy from influential social movement organizations (SMOs) such as World 
Bank, OECD, and UNESCO. 

More recently Sklair categorized social movement organizations into elite and non-elite 
organizations depending upon their activity and capacity to execute policy intent. Key factors 
that determine the status of an SMO are associated with finance and expertise. On the other 
hand SMOs that rely on group based associations such as environmental or social 
memberships are deemed to have less status in terms of power to articulate, organize and 
execute agendas. 

This paper will outline the role of international agencies such as UNESCO, OECD and World 
Bank by first showing how each organization orientates to the global economy. These 
organizations have been chosen because each has a clear agenda in education, different 
clients and memberships. Next, the paper will discuss their education agenda in more detail 
by focussing on structural changes and the engagement of teachers’ practice and agency. 
Finally, a brief discussion of the reactions of teachers from 29 countries collected at the 
Education International (E.I) 3rd World Congress in July will identify important tensions for 
teachers as they practice within the restructured education context. 

Method 

A central methodological issue concerning policy research is the clarification of the 
processes by which researchers make decisions about pertinent aspects of policy, known as 
‘the principle of choice’ . To unmask decisions and choices made in the analysis of policy 
CAQDAS (Computer Assisted Qualitative Data Analysis Software) has been used 
deconstruct the process of analysis , and Barry, 1998). The use of CAQDAS is not an end in 
itself but provides a snapshot of what is going on. The data from Atlas/ti, provides a means 
to analyze the policies from the three global agencies, demonstrate the patterned way 
concepts penetrate policy and motivate policy responses. 

In more detailed analysis within the thesis, this snapshot is contextualized with evidence 
from two sources. Firstly, anecdotal evidence from State ministers, bureaucrats and policy 
advisers from OECD, UNESCO and the World Bank collected during roundtable sessions at 
the First International Forum on Education Reform: Experiences of Selected Countries. The 
discussions tackled issues such as teacher reform, knowledge economy, consultation 
processes and funding priorities. Triangulation is completed with the opinions from teachers 
collected at the 3rd World Congress of Education International, Educating for the Global 
Economy. Teacher union representatives from 55 countries were present, an estimated 
1,300 teacher/delegates. Opinions were collected from teachers and their representatives 
from 29 countries. 

Results 

The table summarizes the interests of the international organization as expressed in policy 
statements that lead to a generalized conclusion about the organization and its incorporation 
of ‘globalization’ in policy. 

 

 

 

 



Table I Taxonomy of International agencies: OECD, UNESCO and World Bank. 

 OECD UNESCO World Bank 

Major interests Economic capitalism 

Global-local 

Social capitalism 

Humanistic-rights 
policy 

International-national 

Financial capitalism 

Neoliberal policy 

Global-national 

Policy 
emphasis 

Externalist 

Interconnection 

Internalist 

Mutual determination 

Externalist 

Control in coexistence 

Location 

Targets 

Europe 

Trilateral countries 

Europe 

United Nationhood 

USA 

LDCs, MICs 

Representative 
agents 

Trilateral countries International Shareholders 

(65% trilateral 
countries) 

Table 1. shows the World Bank primarily concentrates its policy on financial capitalism. The 
policy of social change seeks to make good public sense of the need to adjust social 
conditions to meet the exigencies of the market in order to foster the activity of global 
financial capital. Meeting the demands of the shareholders, 65% of whom are from trilateral 
nations, means the responsiveness of World Bank policy, certainly in the short term is to 
establish the conditions for global capital flow. 

The OECD is engaged in economic or ‘weightless’ capitalism associated with knowledge as 
a product and service for trade and exchange. The interdependency of markets and 
economies geared towards the transformation of economic activity between nations 
underlies the reconstruction of the social context to exploit greater economic 
interdependency that overrides national regulatory conditions. When considering how this is 
achieved, a key function of the OECD is to offer knowledge capital to model learning for best 
practice . 

Finally, UNESCO policy revolves around the promotion of social capital as a determining 
factor framing capitalist change. Bridging the span between less and more developed 
countries, UNESCO policy presents a ‘humanized’ globalization. The role of UNESCO is to 
provide leadership and partnership with a range of NGOs and civil society groups . 
UNESCO authority is tied to its universality and global recognition as a moral authority 
founded on human rights as the universal values from which social development proceeds. 

The impact of globalization on education suggests that changes to education, driven by 
‘globalization’ are not the autonomous responses of national governments to common forces 
and problems , but a political response to global capitalism , , and . Globalization is used as 
an umbrella term for mostly financial and economic changes motivated by global 
competition, financial risk management and global economic advantage. The closest 



definition of globalization is as ‘global capitalism’ that encompasses three aspects: financial, 
economic or weightless capital, and social capital , , , and . 

Structural changes and teachers’ agency 

Within these sketched contexts, each organization has an education development policy. 
The intention of the policy research using Atlas/ti was to look beyond the words of policy to 
what is done with the words in order to demonstrate the impact on teachers. The three 
models (appendix 1) summarize the results using Atlas/ti to analyze policy framed within a 
structure-agency model . Any information relevant to structural development of education, 
that is ideological and funding/resourcing references where highlighted. These were set 
against teachers’ agency references; agency referring to three aspects: obligations that 
establish the role, authority and autonomy. The following section identifies the structural 
features in OECD, UNESCO and World Bank education policy and the capacity of each 
feature to engage teachers. 

Decentralization 

Decentralization can be defined as ‘the transfer of authority and responsibility for public 
functions from the central government to intermediate and local governments or quasi-
independent government organizations and/or the private sector’ . The spread of economic 
neoliberalism in the early 1990’s ushered in the ‘first wave’ of decentralization as fiscal or 
administrative decentralization based on arguments of cost reduction and efficiency in 
education spending and resourcing . An essential idea that decentralized education 
structures are more cost-efficient is a tenet of neoliberalism stressing the inefficiency of large 
and often complex bureaucratic structures . 

The ‘second wave’ of decentralization reconfigures education structures into corporate 
entities geared towards the production of the knowledge economy . Market-based 
decentralization aims at creating a ‘learning system’ made up of smaller, more dynamic units 
able to respond quickly to social and economic change much like smaller private 
enterprises. These two rationales for decentralization underpin OECD policy. 

However, World Bank policy is more pragmatic towards decentralization its rationale 
dependent upon whether it reduces financial risk. While the World Bank does accept 
decentralization in spirit, the pragmatic policy outcomes are context dependent. Dealing with 
social and economic contexts in which the potential for corruption and social conflict is a 
high risk, means that the World Bank does not have a blanket policy position on 
decentralization of education. Instead, it pursues decentralization according to the social and 
legal context. For example, in some countries the constitution demands a centralized control 
of government and public systems and institutions such as education (Gershberg, 1999). In 
this case, World Bank policy on decentralization pursues and supports a management 
system that maintains World Bank governance and control over funding. 

In contrast to both OECD and World Bank, UNESCO pursues decentralization as a social 
democratic structure. Decentralization is akin to ‘real’ autonomy of education based on 
democratic governance of a public good and managed by a range of social agents and local 
partnerships including teachers. 

While decentralization of education governance varies amongst the three agencies, 
administrative decentralization or financial devolution is a common structural feature. The 
governing ideas about administrative decentralization reaffirm the efficiency of compact 
systems over large systems such as education. For the OECD, administrative 
decentralization channels more financial responsibility to the school level. Administrative 



decentralization at the school level, complements fiscal and market decentralization 
reconstructing a ‘diffuse education system’ whereby schools are linked through a network of 
provision as part of governance and management structures that attract funding. 
Governance and management is coordinated from within the school itself and shaped 
according the quality assurance measures complementing funding provision targeting 
outcomes such as participation, progression rates and employability. 

Administering education at the school level is consistent with the economic capitalist 
objectives of the OECD based on smaller-scale enterprises being better to channel funding 
and resources to take advantage of the rapid changes in knowledge economy to ward off 
‘becom[ing] backward and failing economies’ . As an administrative structure the devolution 
of financial responsibility to school sites is a common feature in OECD, UNESCO and World 
Bank education policy. 

As a structural feature decentralization consolidates the division between those agents who 
‘steer’ education change and those who ‘row’. Teachers fall into the latter category in all 
three organizations. Teachers’ agency is removed from the privileged position of being able 
to allocate resources that gives agents power and control of their context . In effect, 
teachers’ authority in shaping the education of the future is severely diminished as they are 
excluded from the managerial and financial power base. The managerial structures of 
education at the global, national and local levels effectively marginalize teachers. 

Life long learning 

The life long learning model transforms the hierarchical education paradigm into a flatter, 
ongoing education system. Life long learning becomes the education model for ‘skilling’ the 
workforce to participate in knowledge economies forming a synergy between labor and 
education policies. Life long learning makes functional the social change dictated by new 
patterns in the supply and demand of labor through the alignment of market-education 
ideology with social responsibility for self education, labor training and the utilitarian purpose 
of education. It introduces the ideas of individuals and societies being mutually responsible 
for ongoing education. Thus, education reconfigures from a public virtue to an investment 
and a ‘pay off’ for participation in the global economy. For example, the UK allocates a £150 
per student to participate in life long learning as an incentive in ongoing participation in 
training and education . 

The life long learning structure impacts substantially on teachers’ practice and this has been 
elaborated in previous work . Life long learning obligates the creation of teacher-as-learner 
and thus onus is on individual teachers actors to update their knowledge and in most cases 
pay for it. It places teachers on a cycle of endless learning and reform undermining their 
authority is education because their knowledge base in constantly up for review. There is 
small wonder that reform fatigue is endemic in schools and teachers. In addition teachers 
are expected to engage in P.D. as a life long learning project however they are required to 
prioritize the school learning needs ahead of their own career pursuits. Finally, life long 
learning transforms teachers into community and school modellers, assuring that students 
have the right attitude about learning and learning outcomes. Teachers set examples for 
their school and community in adopting life long learning a duty connected to the creation 
and participation in a learning system geared towards knowledge-based capitalism. 

Education content and curriculum 

Global economic competition has rendered education and training as paramount in 
reproducing and sustaining competitive process . An education system based on 
competition integrates education with the competitive, asymmetry of a capitalist market and 



in tune with the utilization of technology and know-how as key features of education content. 
Curriculum issues revolve around improving ‘the currency value’ of education emphasizing 
the values of materialism and development through technology as progress . A curriculum 
primarily focussing on literacy, numeracy, IT combining knowledge and creativity is tailor-
made for global capitalist competition in the knowledge economy. The learning outcomes 
‘deploy’ peoples’ creative or innovative or entrepreneurial capacities , values supported 
through the funding mechanism and teaching practice. 

World Bank policy also emphasizes competition in such policy statements as ‘education 
system fostering economic competitiveness, numeracy and literacy an advantage over less 
able counterparts’. Competition underlies the fact that ‘workers need to compete in a global 
market’ and by natural extension, education mirrors the relations of competitive capitalist 
demand and supply economics. On the other hand, UNESCO defines education, as a ‘public 
good’ that can function in the State’s interest by enhancing values of social justice, 
constructing democracy and political stability, aiding health, security, prosperity and 
‘reaching beyond national boundaries’. The restructuring of education content and 
curriculum to reflect its social capital value is evident in the promotion of cultural 
development and ‘inclusive’ education in sum ‘education for the heart and head’. 

In OECD and World Bank teacher reform policy is part of a ‘wider enterprise to adapt 
education to society’, the public cost of teachers justifying teacher reforms and mutually 
obligating teachers to comply. In terms of teachers input into curriculum policy, this is limited 
through collaborations or partnerships. Decision making about curriculum matters is more 
likely to be centralized to ministries and bureaucracies that may consult with teachers with 
regards to process of change rather than the content. In terms of engagement with 
curriculum matters, the role of the teachers is to ‘deliver’ the education rather than have a 
hand in creating the knowledge on which curriculum is founded. 

Teacher Response to Education in the Global Economy 

Table 2. shows that the main concerns for teachers at the E.I. congress classified into 
thirteen broad categories. Only four concerns could be classified as teacher-only concerns, 
that is those issues that affect teachers and their teaching practice at the school level only. 
For the most part, teachers’ concerns are couched in the social contextualizing of teachers’ 
problems. 

A number of issues are interrelated and demonstrate a demand for more social activism 
from teachers as a social and professional class. For example, the heavy criticism of 
neoliberal policy 47 remarks from 233 shows it a salient factor of concern for teachers. In 
contrast, ‘globalization’ as distinct from neoliberalism referred to social progress and 
modernization. Teachers, for the most part distinguish between the 

Teachers’ Responses to education change 

Table 2 Education International 3rd World Congress : Educating in a Global Economy 
Teacher Concerns 

HU: Education International 

File: [C:\ATHENA~9\Education International] 

Edited by: Super 

Date/Time: 08/13/01 10:49:41 AM 



---------------------------------------- 

Codes-Primary-Documents-Table 

---------------------------------------- 

Code-Filter: All 

PD-Filter: All 

---------------------------------------------------------------------------------------------------------------------------
-------------------- 

PRIMARY DOCS 

CODES 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 27 28 29 
Totals 

---------------------------------------------------------------------------------------------------------------------------
-------------------- 

Code of ethics 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 1 1 0 0 1 1 0 0 4 

Curr&Content 2 1 0 0 1 1 3 0 0 0 0 0 1 0 0 1 0 0 0 0 2 0 1 0 1 0 0 0 0 14 

Ed. International 0 1 0 2 6 0 0 0 0 0 1 0 1 1 0 0 0 2 0 1 0 0 0 0 1 4 1 1 0 22 

Gender Issues 1 3 0 0 0 2 1 0 1 0 2 2 0 0 0 0 0 2 2 0 0 7 0 0 0 0 0 0 0 23 

Globalization 0 0 0 0 0 0 2 0 1 4 0 0 0 0 0 0 0 0 0 0 0 1 0 0 0 1 0 1 0 10 

Health 0 0 0 0 0 1 1 0 0 0 0 1 0 0 0 0 0 0 0 0 0 1 0 0 0 0 0 0 3 7 

Neoliberalism 2 1 6 1 0 0 7 0 0 0 0 2 3 0 0 3 2 1 1 6 0 0 3 2 2 2 0 2 1 47 

Social Condns 1 2 1 0 3 0 1 0 0 1 0 0 1 0 0 4 1 0 1 6 0 0 1 0 0 1 0 1 1 26 

Teacher Condns 0 2 1 0 0 2 4 0 1 2 2 1 4 0 1 0 1 0 0 1 0 1 0 2 0 1 0 0 0 26 

Teacher Role 0 0 1 0 0 1 9 1 0 0 0 0 1 1 1 1 0 1 0 0 0 0 0 0 0 0 0 0 0 17 

Teacher Status 0 0 0 0 0 0 1 0 1 0 0 0 0 0 1 0 0 0 0 0 0 0 0 0 0 1 0 0 0 4 

Unions/Rights 1 0 0 1 0 0 4 1 0 2 0 1 0 1 0 0 0 0 0 0 0 1 0 1 1 1 0 1 2 18 

World Bank 0 0 0 0 0 0 0 0 0 3 0 0 0 0 0 1 0 1 1 0 0 3 1 0 0 0 0 5 0 15 

---------------------------------------------------------------------------------------------------------------------------
-------------------- 

Totals 7 10 9 4 10 7 33 2 4 12 5 7 11 3 3 10 4 7 5 14 2 15 7 5 5 12 2 11 7 233 



  

politics of neoliberal change from the processes of globalization. Therefore concerns about 
deteriorating social conditions correlate with the impact of neoliberal reform and the negative 
social and education consequences on less developed countries such as Kenya and Nepal 
and South American nations. Implicated, as the source of social problems in less developed 
countries is the policy and influence of the World Bank. Teachers from Chile extrapolated a 
litany of social deprivation and exclusion resulting from neoliberalism that has buried 
countries in a cycle of underdevelopment. 

Fifteen direct criticism named the World Bank, and in solidarity teachers’ organizations from 
more developed countries such as France, Australia and USA added weight. For example 
the USA criticizes the polarization of rich and poor, the suppression of human right and 
union rights, the commercialization of education and the ongoing debts for third world 
countries. These concerns were implicit in arguments against neoliberal reform and the 
policy actions of the World Bank. 

In more specific concerns about teachers and their work, the most prevalent issues raised 
the ‘working poor’ conditions of teachers around the world. This is especially evident in less 
developed countries for example, a wage freeze for 6 years in El Salvador and teachers 
jailed in Colombia for opposing social policy. France summarized many concerns for more 
developed countries based on the need for teachers to be more engaged with curriculum 
matters, to construct a political curriculum that education future workers. Therefore, there 
was a need to reclaim education authority as part of teachers’ practice and in doing so to 
stress the social responsibilities of teachers. This relates to the idea of extended 
professional , that is teachers’ agency not being confined to classroom or just institution but 
calling for a collective autonomous class response to social policy. To illustrate, the most 
notable speakers were from Chile, the home of shock therapy neoliberalism. The teachers 
from Chile lead the debate about the need for teachers to be more socially active and 
construct a social and political agency especially in the current context. In other words, 
teachers having obligations beyond delivering education but clear social role as activists. 

Discussion 

From fifty-five nations at the E.I. congress just under one third representing seventeen 
lesser-developed countries LDCs all voiced opposition to World Bank restructuring and 
specifically the character of reform that ran contrary to domestic constitutions. In most of 
these cases, the ideology of neoliberalism was held responsible for creating social division, 
reducing education to a privatized, market good and marginalizing teachers from being 
socially active agents. To illustrate, in El Salvador, World Bank financial restructuring has 
established a system that further excludes children. Teachers report that after the 
implementation of World Bank reform there has been an increase in non-enrolment of 
children due to unexpected hardships. For example, in 2000 there were ½ million children 
not enrolled in school. After a devastating earthquake this number increased to ¾ million 
children. The fragile economic status of those struggling to stay above the poverty line are 
not cushioned by a social safety net of welfare and provision that maintains a standard of 
living despite unforeseen hardship. The most vulnerable group are poor children who forgo 
their education rights due to economic hardships. 

The analysis of OECD policy shows that OECD education reform policies have many 
similarities with the World Bank yet it manages to escape the same level of direct criticism. 
Evidence from fifty-five countries attending the Education International Congress made few 
critical mentions to OECD policy for example ‘The economic agencies, the OECD, the World 
Bank and the IMF are ambiguous’ . The strength of OECD policy, and why it escapes such 



large-scale criticism as directed against the World Bank, is the way it essentially proposes 
rational and logical responses to take advantage of the growth in global economic-based 
capitalism and this in the interests of all concerned. Reform is tackled as an apolitical 
process of change, a common sense approach to adapting to the demands of ‘globalization’. 
To illustrate, in her address to the First International Forum on Education Reform, Susan 
Pascoe reiterated the apolitical nature of OECD inspired education reform by pointing to the 
Victorian experience of reform from October 1992-1999. Despite the recent change over to a 
new center-left government there is a continuity of reform from the previous center-right 
government. 

"Rather than discontinue reforms the new government has focused its energies on areas of 
need. There has been an identification of priorities with explicit targets and resources and 
bureaucratic support to match". 

In addition, the success of OECD education policy draws comes from ‘veiled threats’. OECD 
policy is peppered with the negative scenario of what happens if nations and individuals are 
‘left behind’. The sense of ‘us’ being the trilateral targets and members is illustrated by the 
following policy proposition that underlies the need to support and maintain the economic 
advantage. 

Massive shift in global economic weight, with shares no non OECD countries rising from less 
than 40% of world output to over 60% 

In this context education determines ‘social winners from losers’. The OECD details its plan 
for the restructuring of education in order for nations to avoid shortfalls in their own systems. 
In doing so, it also forewarns that nations may ‘miss out’ and be ‘left behind’ if restructuring 
is left undone. 

By criticising the policies of the World Bank yet not applying the same political lens to the 
policies of the OECD, teachers’ demonstrate an ambiguous response to the social and 
education restructuring underpinned by global capitalism. For example, criticisms of 
‘globalization’ from the USA delegates at the Education International Congress specify 
policies that impinge on workers’ rights and democratization. They stress the need for 
greater compliance to international standards, enforceable labor rules and greater technical 
and legal support to developing nations. In other words, a global cooperation for more 
equitable social conditions as opposed to ‘us and them’ development policies for global 
economic competition, the very assumptions on which OECD policy is founded. Australian, 
Spanish, Polish and French teachers also criticized the dismantling of the welfare state and 
competition as a model for society that has exasperated intranational and international social 
and economic differences. The research shows that both practices are advocated in OECD 
neoliberal policy. 

The OECD and World Bank policy use the umbrella term of ‘globalization’ but actually refer 
to triumvirate capitalist forces acting in unison, in a complicated support and feedback 
mechanism. While each agency may have a dominant capitalist trait in policy, the strength of 
implementing that policy lies in the engagement of social, financial and economic capitalism. 
The lack of a critical analysis of OECD policy predicates an incoherent policy movement in 
relation to ‘globalization’. Teachers can condemn the financial capitalism as shown in the 
policies of the World Bank but there is scant criticism of economic or knowledge-based 
capitalism that also seeks to maximize global capitalist transaction. 

But it needs to be acknowledged that there are clear ideological divides between north and 
south teacher politics. Teachers from LDCs demand more social and political action against 
imposed neoliberal social policies while those from more affluent countries seek to reform 



social policy. To struggle against the totalizing forces of neoliberal policy, the Latin American 
response to ‘globalization’ begins from an ideological premise that analyzes current form of 
globalization as neoliberalism. The arguments have political and analytical roots in exposing 
the contradictions of capitalist policy that hinges on classical economic theory upholding 
liberal and privatized competition between public goods and services as the natural way to 
serve public interests. 

On the other hand, E.I. and more Northern policy directives take a reformist, rather than 
radical stance and refrain from adopting a clear ideological position that challenges global 
capitalism. This group essentially retains the advantage that comes from being a more 
developed and affluent group. Thus, teachers criticize the World Bank and its externalist 
power politics however World Bank and OECD strategies are ideologically in sync. What is 
at issue is the political commitment of Northern teachers to support a consistent ideological 
and political stance to the global economy irrespective of the organization from which it 
emanates. 

Historical evidence points to education as a reproductive social vehicle and the policy logic 
from the three agencies use the reproductive capacity of education as a guiding principle to 
sell the message of ‘globalization’. But the most important note is that the very definition of 
education is reconfigured into commercial terms and values. As a socially constructed 
institution, these values are not only symptomatic of education restructuring but have their 
roots in social policy that that contextualizes education reform. The dire social conditions of 
exclusion and poverty, the reconfiguration of education into a commercial enterprise, and the 
debts from foreign capital borrowing entrench a systematic poverty that is both material and 
psychological, especially in less developed nations. But more wealthy nations also 
experience intra-national divisions and exclusions resulting from the commercialization and 
privatization of education as well as the dismantling of welfare support systems. 

The ambiguity of ‘globalization’ has to be addressed in clear policy intentions because 
‘globalization’ manifests as a form of global capitalism in the policy of all three organizations. 
Therefore, for teachers to be relevant in the current context and have control of their 
practice, clear and globally consistent political commitment is needed spell out a unified, 
professional agency in the current context when most social and education reform is 
following a neoliberal template. 

A greater awareness and knowledge about the type of agency particular education 
structures promote may be one means to clarify the type of role teachers are expected to 
play in the changing education systems. Teachers from Morocco for example, argue that 
poverty needs to be fought in a structural way. Indeed, the research shows how power is 
controlled through the very structures with which teachers interact. Teachers are in fact 
excluded from managerial and financial structures in which important policy decisions are 
formulated. It is these structures where teachers need to assert their agency in order to have 
greater decision making and advocacy power. 

The transformation of teachers’ agency in the education context is moderated and controlled 
through selective structural features that are not neutral but become part of the development 
strategies of the global organization to pursue its global vision. Teachers need to consider 
the consequences of the interaction with these features in order to politicize and inform their 
actions to be other than mere reproductive of Corporate agendas. 

It is not that teachers are against development and modernization but the issue is 
negotiating education reform so it upholds human rights, equity and inclusion of all. Less 
developed nations are more vulnerable to poverty and deprivation resulting from the global 
policies of international agencies interested in profits and advantage. For example, nations 



like Senegal report the need for worker rights in concordance with global change, referring to 
social change being based on basic human and worker rights. Polish concerns in regards to 
global change are premised on the core values of promoting tolerance and equity as 
founding values in further social development. Philippine evidence states that globalization 
needs a cultural dimension in order to unleash its benefits. Evidence from France insists that 
the content of education needs to remain free, active, political and democratic in order for 
the worker to produce the wealth for social benefit. Its policy of ‘Education society’ is a 
teacher union initiative to deliver an alternative to neo liberal education reform. 

One distinct political strategy of teachers as a global class has been the development of a 
strong partnership with UNESCO. Education International ‘borrows’ policy from UNESCO 
that argues for a social and cultural prioritization in social and economic development. As 
discussed in a previous section (table1.) UNESCO invests in social capital arguments in 
constructing policy actions. However, OECD and World Bank policy shows that social 
capitalism also has economic roots. Social capital policy is underpinned by the economic 
reform evident in both OECD and World Bank policy. Social capitalism seeks to enhance 
social economic enterprises that link globalization, that is, global capitalist development to 
community values. Social capitalism seeks to link a host of social actors who have adopted 
the social economic values for mutual interest. A feature of the social economy in this global 
era is that it transcends national boundaries but connects at the community level through the 
development of social economic enterprises . 

The problem for UNESCO and E.I as the international voice of teachers, is that while it may 
be able to keep social principles on the global agenda, its ability to execute its social capital 
education policy is relatively less effective when compared to World Bank and OECD. The 
dominance of financial and weightless capitalism as driving forces in social change has 
penetrated the restructuring of education. The social capital arguments do not challenge the 
dominance of global capitalist reform. 

The analytical focus of E.I as a global entity for teachers’ global unity has to confront the 
fundamental outcomes of social change as a political and social struggle. In doing so, 
greater political will is needed to confront ‘globalization’ as a political strategy underpinned 
by social development resulting from global capitalism. In order to claim a greater control 
and influence in education, teachers need to clarify their stance to the escalation of global 
capitalism and the role that education plays in reproducing social and cultural values 
associated with this form of development. As Fairclough surmises, 

Is ‘exclusion simply a condition which the poorest countries are in, or a process which they 
are subject to? There is often ambiguity in dominant globalization narratives . 

Conclusion 

The lingering dilemma for teachers in the new context for mass education concerns their 
ambiguous politics with respect to ‘globalization’ and an inconsistent political strategy to 
pursue greater control and autonomy of their agency. The restructuring of education with 
capitalist intent narrows teachers’ agency to the confines of the classroom or the school. As 
social agents, teachers have a functional role, to model education change for their students 
and their community. This is a far cry from the political demands of teachers at E.I. congress 
who insist on a greater role for teachers as social activists to struggle against the current 
model for social and education change. Specifically, teachers oppose neoliberal social 
reform that polarizes society and produces more deprivation and inequality. Teachers 
express a need for unity with other social groups and classes countering neoliberal reform 
through the construction of an extended professional role for teachers as social and 
education agents. This suggests that if teachers’ agency is going to remain a strong 



presence in education then there has to be a stronger political resolve to eliminate the 
predominance of global capitalism as the steering force in education reform. In order to 
reclaim their extended agency and advocacy for education as a human right and public 
virtue, ‘globalization’ must be regarded as and ideological construct and political strategy 
protracting teachers’ agency and influence in the direction of education reform. 

  

  

Appendix 1 

Figure 1 OECD education policy: structures and agents 

 

  

  

Figure 2 UNESCO education policy: structures and agents 



 

  

  

  

Figure 3 World Bank education policy: structures and agents 
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