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I would like to thank the conference organisers, particularly Hugh Lauder, Fiona Leach, Rosemary Preston, David Theobald and Steve Packer for this invitation. I would also like to thank Sarah Jeffery. It is an honour to share the platform with Linda Tuhiwai-Smith and Birgit Brock-Utne and to have learnt so much from the presentations in other sessions.  
The conference themes of economics, environment and emergency go to the heart of the challenges we confront globally - and nowhere more so than in the developing world. When we pause to reflect, it is clear that we cannot think through these issues in silos. Take the crisis in water as an example. When we trace back to the origins of the crisis we see the convergence of economic, political, cultural and ideological factors. We also see that the rivalries for this life-giving resource encompass complex global geo-politics. I wish to argue today that these geo-politics also implicate higher education and influence our responses to the challenges we face.
What are the geo-politics of the 21st century?  We know that, despite the end of the cold war, the hierarchical ordering of nation states remains. Ray Kiely (2006) and David Harvey (2003) show us how dominant states and their allies deploy political, military and economic strategies to search for new areas for capitalist accumulation. We also understand that states exist in complex relations of power with transnational corporations and international organisations. While national borders are sometimes penetrated by military means, they are more routinely penetrated by economic and political measures. These strategies give access to markets, raw materials, and strategic geopolitical positions. In addition, while classical rivalries were legitimated by conceptions of race in the colonial period (see Tikly, 2004), or the war on communism in the cold war period, it is religion that is now deployed to explain conflict. In addition, the rise of China, a one-party state with a giant economy and the capacity for high value-added innovation has the potential to disrupt global power relations. China has adopted a policy of non-interference. It provides aid with no explicit conditions to low income countries. China has also referred to its own 100 years of humiliation at the hands of colonising powers. It has challenged governance measures which place developing countries at a disadvantage. Low income countries are therefore drawn into shifting multi-polar regimes of power under China’s influence (see Henderson, 2008). 

Higher education stands at the centre of these rivalries. It is positioned as central to knowledge based advantage in the global economy. In developing countries, higher education has shifted from being viewed as an unaffordable luxury to being a powerhouse for development. Older rationales for cross border activities are now complemented by the view of higher education as a source of institutional and national revenue. As Eva Hartmann (2008) shows, the Bologna process in Europe can be seen as a strategy to challenge the dominant role of the USA. The export of Bologna to Africa and Latin America increases Europe’s market share of higher education as well as its sphere of influence (see Robertson, 2009). There are also increasing research partnerships across borders. These collaborations are sometimes related to securing competitive advantage. There are also wider aims such as China’s higher education partnerships with 49 African countries to promote knowledge based sustainable development.
As I have shown in previous work, the rivalry between nations is also a race for influence through which states assert their own preferred political, economic and cultural models (see Naidoo, 2011). And of course, as Benedict Anderson (1991) has indicated, the nation is in some ways an imaginary community with deep internal differences. So what we are really talking about are the visions of powerful groups in a country. And here too higher education is implicated. We know from the sociology of education that values are transported across borders through explicit and ‘hidden’ cross-border educational strategies. Birgit Brock-Utne has shown this in her keynote in relation to external pressures, structural adjustment policies and language. There are also more explicit initiatives. In the USA, we have the Patriot Act of 2001 which has linked universities to concerns with national security. Richard Riley, a former US Secretary of Education, has called on higher education to promote the country’s diplomatic interests with the rest of the world. And China has deployed what commentators have called soft power to set up 272 Confucius Institutes in universities in around 88 countries to disseminate Chinese culture. China has also set up the African Cultural Visitors Program and the African Human Resources Development Foundation.

International interactions can offer many advantages to developing countries.  As the work of Roger King (2009) shows, reputable foreign providers in contexts of good regulation can alleviate pressures for access and help build research capacity. Most importantly, many of the major problems faced by the world today such as rising poverty, the financial crisis, environmental degradation, and conflict can only be solved by mutual learning and by countries and universities collaborating across borders. Higher education has always had a relative autonomy from political and economic forces and there are many inspirational examples of international collaboration. Angela Little’s work with colleagues in Sri Lanka is but one example. The Consortium for Research on Educational Access, Transition and Equity at the University of Sussex directed by Keith Lewin offers another example. The Centre for Higher Education and Equity Research directed by Louise Morley with members including Valerie Hey, Cecilia Ibarra and John Pryor encompasses a research agenda driven by social justice in a global context. This is illustrated by a recent research project with colleagues in Ghana and Tanzania on widening participation (see, Morley Leach and Lugg, 2009). Elaine Unterhalter’s engagement with South Africa has been extended to collaborative work in Tanzania and Nigeria with Fatima Adamu and others on a project  presented at this conference on challenging gender discrimination and violence in schools. Rosemary Preston, Anne Hickling-Hudson and Jorge Corona Gonzalez (forthcoming 2012) have also revealed Cuba’s long-standing international collaboration in international development. My final example is an ambitious research programme involving scientists from 14 European and South American research institutes which has been launched to explore what may happen to the Amazon over the coming decades as a result of climate change and deforestation. It will also evaluate the impact and effectiveness of public policies and measures to prevent Amazon degradation.
While these positive examples exist, Joel Samoff and Carol Bidemi (2009) indicate that international linkages can also have problematic implications. Tensions in relation to setting the research agenda, distribution of leadership and forms of capacity building within partnerships have also been highlighted by Barrett, Crossley and Dachi (2011).  I want to turn now to 3 pitfalls that beset international relations. 
First, in relation to teaching, the transformation of higher education into a global commodity may lead to developing countries becoming mass markets for the dumping of low quality teaching and learning. This is particularly the case in national contexts with little regulation. We also know that even reputable public universities protect provision in their home countries while viewing developing countries as mass markets for lower-cost learning. Rather than gaining access to powerful forms of knowledge, many students in developing countries may therefore receive an education that has been reduced to narrowly defined competencies. Such initiatives are likely to stunt indigenous capacity in higher education and maintain global hierarchies.

Second, the neo-liberal restructuring of universities along market and new public management lines is also disseminated across borders as models of good practice. One negative consequence is the rise of what I have called the competition fetish in higher education (Naidoo, 2011). I accept that competition in some contexts can be beneficial. My assertion however is that the idea that competition can be applied to everything everywhere has acquired the status of a modern magical belief. Competition is seen to provide the god-like solution to all the unsolved problems of higher education. If risk is the way we deal with an unsafe future, then competition, I argue, has become the means to control that risk. The invisible hand of the market provides a means by which no-one is seen to be responsible at the same time as legitimating negative consequences.  Xavier Bonal and Antoni Verger have illustrated the forces propelling us towards competition in their analysis of the World Bank 2020 Report presented in the geo-politics stream of this conference. In addition, I believe that the myths accompanying the competition fetish, which is that market competition is essential for innovation and democracy, also lead us along false paths.  
The competition fetish has been re-enforced by global rankings. We know that rankings do not measure like with like and that the size of a country, the amount of gross domestic product spent on higher education and even whether English is spoken as a first language all matter. Nevertheless, as Simon Marginson (2009) illustrates, rankings lead to global templates which militate against the diversity of institutions both nationally and globally. The label of world class becomes essential and governments concentrate resources on elite research intensive universities to the detriment of capacity building in the system as a whole. The universities that take on the most disadvantaged students in society are therefore both reputationally and financially penalised. Rankings also pit universities against other universities in a global race to achieve goals that exclude some of the most important functions of higher education, such as how a university contributes to the public good. The global templates that result from world rankings, which align closely with the characteristics of elite American and European institutions, exert an influence on all institutions, including non-elite institutions in low income countries which have little capacity to feature in such rankings. Global rankings also contribute to the neo-liberal mechanisms which erode indigenous knowledge, which Linda Tuhiwah-Smith presented so powerfully in her opening address.
The third danger I want to point to is in relation to political and cultural struggles for influence. The older conflicts of the cold war have been replaced by what is seen as a clash between Western civilisation and Islam. Samuel Huntington sees a conflict between civilisations on the basis of history, culture and religion. The influential Huntingdon thesis is that the underlying problem for the West is not Islamic fundamentalism but Islam itself. Following the work of Edward Said, this is a type of orientalism which arises from the intellectual culture of our own universities. As Geof Wood (2006) has shown, orientalism constructs Arab people negatively in relation to the principles of European secular enlightenment. He argues that Christianity is positioned as compatible with capitalism and modernity while Islam is portrayed as irrational, static and anti-scientific. Many of the presentations in this conference illustrate the opposite. Madeleine Arnot and Arif Naveed, for example, show in their study situated in Pakistan the dynamism of Islam and how religious interests intersect with parents’ desires for their children to be educated. Islamic fundamentalists themselves are guilty of Occidentalism in their constructions of world conflict. This is a dangerous competition in which both sides demonise the other. This demonization goes hand in hand with attempts to legitimise the destruction of civilians, be this by bombs placed in cars, or bombs raining from the sky. It also obscures the fact that while fundamentalisms of all kinds including different types of religious and market fundamentalism are implicated in world conflict, these are interwoven with complex geo-political issues including conflict over scarce natural resources.  

I want to turn now to some implications for research and practice.

First, we are living in a multi-polar world of higher education. We can see this as a threat, but we can also see this as an opportunity. We can see this as an opportunity to learn from various initiatives rather than simply replicating dominant models. Joel Samoff’s presentation at this conference revealed the dangers of replication in relation to ‘scaling up’ both within and across national borders. More generally, the application of dominant models of education to other countries is fraught with danger. In any case, as June Gorman has noted in her presentation, the Anglo-Saxon world has developed some disastrous policies in education including subjecting young pupils to excessive testing and undermining the professionalization of teachers. It would be a mistake though to conceive of developing countries as passively replicating western models. Roger Dale in his corpus of work has developed important conceptual understandings of the relationship between the local and the global (see, for example, Dale, 2000). Empirical research has shown how higher education systems in Sub-Saharan Africa are intersected by, but not entirely dominated by, dominant global trends (see Lebeau and Mills, 2008; Kassimir, Lebeau and Sall, 2003). Such research persuasively demonstrates that, even when higher education went out of fashion with international funders, many African universities still played a wide range of important roles including creating space in the university as a conscience of society. In the context of Latin America, Cuba has developed an important response to the problem of young people who are neither in employment nor in education and who have become a social problem. The recent troubles in England involving young people and violence have resulted in highly individualistic rather than social explanations. These young people have been labelled as gang members and their parents or schools have been blamed. The remarks of the British historian David Starkey implying that young people of all ethnic groups in England were engaged in such behaviour because they wanted to be ‘black’ reveals a remarkable lack of insight.  A country such as Cuba, on the other hand, has developed a national strategy to attract young people in precarious positions into higher education by linking courses to jobs which are in turn linked to the regeneration of regions (see also Cárdenas, Gutiérrez, and González, 2008). In Uruguay, the triple helix model of university-industry-government relationships has been challenged by linking higher education to civic communities, rural production and the development of peripheral areas (Arocena and Sutz, 2005). Tristan McCowan has also commented on the development of new types of universities in Brazil with a widening access mission, alternative admissions criteria and a regionally relevant curriculum. In Haiti higher education has been centrally involved in the emergency situation following the earthquake and students and staff have used their specialised skills in reconstruction work.  Educational systems do not have to be taken whole and transplanted into other national contexts. Instead, we can appraise different components of educational initiatives, always bearing in mind the specificities of context, in order to determine whether insights can be gained for our own locales. 

Second, we need to move beyond the simplistic and polarised arguments about the relationship between China and developing world regions. The one argument is that China is a new imperial power that is involved in a second scramble for Africa. The opposing argument asserts that China will work in solidarity with African states to achieve development. We need a more nuanced analysis of the multi-faceted relationship between China and the rest of the world and we need robust empirical investigation of the different countries and the different sectors that China is involved in. Most importantly, we need an analysis which is underpinned by facts and research, rather than by self-serving prejudice and bias. Researchers including Kenneth King (2006), Chris Alden, Daniel Large and Ricardo Soares de Oliveira (2008) and Guerrrero and Manji (2008) have already embarked on this route. 

Third, higher education needs to protect itself as a space for critical analysis and dialogue. We need to resist the pressure to see higher education purely as a space for consumption or a lever for economic development where ideas are validated in purely instrumental terms. Emergency and post-conflict processes call for research in understanding what happened and why, and how to rebuild democratic governance systems that address some of the issues that led to conflict in the first place. We can do this in two ways. First, through the curriculum. Philosophers writing on education from John Dewey to Martha Nussbaum have all pointed to the danger of seeing education purely in terms of employment and short term economic benefit. They point to the erosion of the liberal arts and humanities worldwide and argue that we are producing docile, technically trained machines rather than citizens with critical reasoning. They argue that there is a risk that education is not contributing to the development of individuals who can empathise with the suffering of near and distant others and who can identify the most serious threats that democracy faces in a world dominated by instrumental reasoning. 

I agree with these views but my concern is that they appear to have (at least implicitly) an elitist view of a golden age of education. This conference has shown us that the living and the learning conditions of students vary greatly both across and within countries. The students here at the University of Oxford, for example, have very different life experiences compared to socially disadvantaged students in post-1992 London universities. My own experience of both sets of institutions is that the majority of students in many post-1992 institutions are lone parents living in financially precarious situations and working in full time employment. They are often physically exhausted and time-poor. In addition, the higher education funding regime does very little to support the value-added potential of these institutions. An important presentation at this conference by Angela Githitho Muriithi illustrated how children involved in child labour valued work and education as safe places. This gives us some insight into what these children encounter in the rest of their lives. These are the realities of the living and working conditions of the vast majority that we, as researchers, activists, practitioners and policy makers, have to face. The challenge is how to take the principles of education that arose out of the very different conditions of a period of time spent in full time education with no financial worries or responsibilities and implement them under changing conditions of national and global inequality.

Second, in many countries public understandings and discussion of the key challenges we face are channelled by commercial media with its own specific interests. An important role for higher education could be to provide an alternative space for public discussion. This could be grounded in Jurgen Habermas’s idea of a public sphere which is independent of government and economic and religious interests. It encompasses the idea of people having a voice and the right to be heard, no matter what their status in society is. One area for discussion could be contributions to the national and the global public good. The resolution of issues surrounding environment, emergency and economy depends not only on national governments but on the identification of global public goods secured by international agreement and collaboration. The main ways in which global public goods have been thought about in the past have been in economic terms of non-rivalry and non-excludability. They also affect more than one group of countries, are broadly available within countries, and meet needs in the present generation without jeopardizing future generations (Kaul, Grunberg and Stern, 1999). However, what the standard economic definition misses is that global public goods do not occur naturally in society but are socially defined and continuously contested. Higher education can therefore contribute not merely to creating public fora to define what global public goods are but also to discuss global governance and how to finance global public goods. In addition, we need to contribute to and support independent alternative forums which disseminate news and analysis. The Fahamu Trust, for example, was set up to support the strengthening of human rights and social justice by promoting innovative use of information and communications technologies to stimulate debate, discussion and analyses worldwide. Its flagship publication, Pambazuka News, an open-access, pan-African online newsletter in English, French and Portuguese generated primarily in Africa with an estimated weekly readership of around 500,000 provides a forum for communities and issues generally marginalised by the corporate media.
Even more fundamental is how we define education's contribution to the development of world societies. We are as always in danger of prioritising economic growth as an end in itself. The university’s role in human capital development is emphasised. It is assumed that once growth is assured, other needs will trickle down. However, these dominant ideas about the development of world societies have been severely tested by recent crises and a number of critical accounts have appeared. In this conference we have heard critiques of the high skills thesis from Simon McGrath and Kenneth King. Philip Brown, Hugh Lauder and Dave Ashton in The Global Auction: The Broken Promises of Education, Jobs and Incomes (2011) take these critiques further by challenging the obsession in government policy on higher education expansion. They argue that competitive labour markets in countries such as China enable global capital to exploit and reproduce global inequality by forcing down the price of skills and delivering a diminishing bonus to graduates. Robert Wade (2003) argues that regulations arising from multilateral economic organizations, international treaties and bilateral agreements shrink the development space and development policy options open to developing countries. These rules actively prevent developing countries from pursuing the kinds of industrial and technology policies adopted by the newly developed countries of East Asia and by the older developed countries when they were developing. He argues that this is a modern version of kicking away the ladder.
An alternative and promising framework that has emerged more recently is the  ‘Wellbeing Regimes’ framework developed by Ian Gough, Geof Wood and others (Gough and Wood, 2007; Gough and McGregor, 2007). It draws on the work of Esping Anderson and Amayta Sen. Amartya Sen’s work has been very usefully applied to education by Elaine Unterhalter (2003) in relation to gender and education while Melanie Walker and Elaine Unterhalter (2007) have elaborated on Amartya Sen’s capability approach in relation to social justice and education. Educational research has also intersected with the work of Esping Anderson. However, the Wellbeing Regimes Framework has not been utilised by educational researchers.  What is important about the framework is that it captures the complicated landscape of development. It analyses both macro structures as well as more subjective elements such as people’s values. It does not have a one size fits all model but is capable of analyzing a range of different state forms including fragile and franchise states. It includes organizations above the state such as multi-national corporations and international organizations and those below the state such as non-governmental organizations and religious and civil groups. It shows the importance of local warlords and mafia-like elements which both control as well as give small measures of protection to local communities. Most importantly, it argues for human beings and their quality of life to be the central focus of policy. This stands in opposition to so much policy which focuses on the means to provide quality of life as an end in itself. In other words, economic development is not seen as an end in itself but in service of these other aims. Well being refers to an individual’s right to health, autonomy, security and other fundamental aspects to achieve quality of life and it is seen as a process and not purely as an outcome. Rather than treating people as objects of development policy, it focuses on people’s own subjective understanding of wellbeing and their own ability to make decisions individually and collectively.  
I wish to conclude by suggesting that it is these sorts of visions of development that education in partnership with other organisations should link itself to. Thank you for your kind attention. 
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