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Thesis Abstract

Described by the world bank to be essential for building democratic
societies and competitive economies, basic education headed the
agendas of development .agencies in the 1990s. The 1990s is also the
decade when Egypt topped the lists of recipients of development

assistance and proclaimed education to be its national project.

This Study seeks to explain how domestic policy making interacts with
and reacts to international development assistance directed to reform
issues that involve cultural and institutional normative change.
Those reforms required institutiocnal changes that were inconsistent
with the functions, structures and culture of Egyptian educational
institutions and have operated in a climate of suspicion surrounding

foreign aid to education.

The analysis loocks at how issues of reform are specified, problems
diagnosed, and then reforms are implemented and evaluated. I analyze
the process of international socialization of reforms through which
external actors endorsed a set of values in order to internalize and
habitualize them within Egyptian educational institutions. Throughout
the analysis I examine the communication style adopted by the state
and development agencies to persuade and raise moral consciousness
during the various stages of the policy cycle, so as to investigate
the level of engagement of domestic elites and development agencies in
the institutionalization and persuasion processes. In the course of
the study I 1look at how the norms of the international community
interact with domestic policy development and the conflict of ideas
that surrounds donor-sponsored reforms. I explore the impact of
development assistance on the domestic policy process (initiation,
formulation, implementation and evaluation) as well as the

participation of civil society.
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The main argument is that the low level of ownership and consensus
among the various domestic actors and the failure to establish
domestic strategic coalitions in support of reforms result into poor
implementation of these reforms and their incomplete internalization.
Policy makers did not succeed to achieve the minimum 1level of
‘domestic resonance’ essential for embedding the wvalues and
administrative cultures advanced by reforms in institutions or
publics. Therefore, domestic actors inside and outside the
educational establishment resisted reforms at both the social and

adninistrative levels.
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The Research Question

"Egypt is the black-hole of development assistance," was the informal
comment of an official working with an international development
agency, when I mentioned that I was conducting my study of the impact
of development assistance on basic education policy making in Egypt
during the 1590s. Similar statements have been repeatedly disputed by
the Egyptian state and development agencies and probed by academics
and developmentalists. The main cquestion is why does development
assistance work or not work? The failure or success of aid has engaged
public discourse in Egypt for many years and the debate was often
oriented towards the conspiracy theory, claims on the corruption of
the government and/or development agencies, or local cultural values
that get in the way of reforms. Very few academic works include
comprehensive research on the political, administrative and normative
context within which policy reforms, supported by development

assistance, are introduced.

Therefore, it is important to understand what happens in the black box
of policymaking level and how the domestic policy process interacts
with and reacts to foreign development assistance. It 1is also
essential to identify the contextual wvariables (political, social,
economic conditions, and normative order) that affect the domestic
pelicy ©process and its interaction with foreign  development
assistance. This is particularly true for a sensitive policy issue
such as basic education. This study explores the previously menticned
issues and examines how policy reforms (which entail cultural and
institutional normative changes) are decided and how issues of reform
are specified and problems diagnosed, then implemented and evaluated.
Also, this analysis will look into the relative weight and influence
of the various actors (external and domestic) on basic education

policy process in Egypt. But most important of all, the analysis looks
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at how policy reforms are communicated and socialized on the domestic
level among domestic actors, taking into consideration that
communication style is a major element in the ©process of

institutionalizing and internalizing policy reforms.

I examine the process of the international socialization of basic
education policy reforms through which development assistance agencies
have endorsed a set of values in order to internalize and habitualize
them within Egyptian educational institutions and integrate them as
daily operational procedures. For this analysis I adopt Finnemore and
Sikkink’s definition of international socialization to be "the process
by which actors internalize norms and habitualize them in the daily
institutional practices." (Finnemore and Sikkink; 1998) These norms
represent the collective understanding and expectations about

appropriate behavior by actors that share a specific identity.

B. Why Study Basic Education Policy Making in Egypt?

The critical decade of the 199035 witnessed the end of the Cold War and
the reshuffling of the world economic and political order. This
brought about political and economic change that has increased the
significance of development assistance as an important mechanism
affecting international relations. Nevertheless such change forced
policy makers in donor countries to rethink the destination and
agendas of assistance. The concept of development itself widened to
give more weight to human development criteria such as the eradication
of poverty, socio-economic equity, achieving universal basic education
and individual empowerment as central to development. Hence it is
important to stop and take a careful and comprehensive look at the
interaction of development assistance with national development

policies during the decade. Retaining the welfare of human beings to
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be the ultimate purpose of development implies that the formation of
human beings makes up a large part of the development process. This
highlights the importance of education and empowerment for individuals
in, both as a means and an objective of development. Basic education
in particular headed the agendas of development agencies throughout
the decade and is defined by the World Bank (the largest donor for
education during the 1990s) to be “a powerful instrument for reducing
poverty and inequality, improving health and social well-being, and
laying the basis for sustained economic growth.” It is also held by
the World Bank to be essential for building democratic societies as

well as competitive economies. (World Bank Press Release; 2002)

Egypt is an ideal case study of development assistance since it has
tepped the lists of development assistance recipients for the past two
decades after it signed the Camp David peace treaty in 1978 and has
been second to Israel in receiving USAID. It also topped the list of
recipients of European Union (EU) development assistance at 5.5
percent in 1997/98. (Commission of the Eurcpean Communities; 2000)
Development assistance to Egypt in 1991 amounted to US $ 4.6 billion,
which represents around 10 pexcent of the total development assistance
in the world. (DANIDA; 1996)

Being among the group of countries that receive large amounts of
development assistance, Egypt 1is also influenced by the same trends of
development assistance around the world. Therefore, parallel to the
economic reform programs indicated by international organizations
(I0s) and supported by donors, more programs were planned to bring
about more social welfare and sustainable development. Areas such as
basic education (especially girls’ education), civil society, the
preservation of the environment and basic health services, attracted
more attention from the donor community in Egypt. Large donors such as

the United States, The World Bank, The African Development Fund, the
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European Union, Germany, France, Canada and others, allocated some of
their assistance budgets to basic education and recognized it as a
fundamental element of human capital formation. Numerous programs
addressing educational reform in Egypt have been planned and
implemented by various international assistance agencies both

bilaterally and multilaterally.

Nevertheless, human development in Egypt remains an important
challenge given that its working population amounted to only 25
percent of a total 64,000,000 inhabitants during the 1990s. More than
20.4 percent of Egyptians live below the absolute objective poverty
line of 190 USD/year and the per capita income has been well below
that of the neighboring countries, according to Sophie de Caen, UNDP
Deputy Resident Representative in Egypt. (UNDP press release; 2003) It
is worth noting that Egypt ranked 112®® out of 173 countries on the
Human Development Index (life expectancy, nutrition, education and
literacy, infant mortality rates, and others) in 1998 and 120* out of

175 countries in 2003. (Egypt Human Development Report: 2003)

My choice of the 1990s as the time frame of the study is not only
justified by the fact that it is the period when Egypt received most
development assistance. It is also the decade in which basic education
was launched as Egypt's national project and became the focus of
attention of international organizations working on development.
Furthermore, international organizations obtained more sway in the
field of national development plans seeking to achieve universal basic
education, eradicate absolute poverty and create socio-economic equity

during those years.
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C. The Analytical Approach

The analytical approach in this thesis employs a number of concepts
from the constructivist and the rationalist arguments of international
relations’ theories. I maintain that they can both be employed in this
analysis, and are not necessarily in contradiction with one another.
The rationalist approach purports that dJdomestic actors may adopt
reforms that are sponsored by external agencies in order to achieve
other pelitical or economic benefits and not because they genuinely
believe 1in the wvalidity of those reforms. The constructivist
explanation does not exclude the rationalist interpretation but
maintains that throughout the instrumental adoption of reforms the
domestic normative order reacts to the externally sponsored reforms
and espouses them in different degrees. The degree of internalization
of reforms in the existent normative order, according to the
constructivist approach, is linked to socialization mechanisms and the
interaction between international development agencies and dJdomestic

elites.

The rationalist approach helps understand why and how domestic policy
actors (decision-makers and state elite) resort to international
organizations and external assistance for policy guidance and espouse
specific reforms on domestic policy issues. On the other hand, the
constructivist approach provides sufficient tools for analyzing how
domestic actors, institutions and groups put into effect reforms in a
way that could either lead to their internalization or carry out
reforms only on the ceremonial and official level without

internalizing them.
According to the constructivists, the successful implementation of

reforms requires three sequential phases; ({1} ceremonial conformity;

(2) persuasion and moral consciousness; and (3) internalization and
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sustainability. (Risse and Sikkink:; 1999) In this context I also
conduct a classical policy analysis of the basic education policy
cycle in its various stages (initiation, formulation, implementation
and evaluation). In the course of the classical policy analysis I
examine the communication style used in the process of persuasion and
moral consciousness and the degree of internalization of basic
education policy reforms. This inquiry seeks to verify whether the
socialization process was successfully carried out in its three phases
- achieving a sustainability of reform at the ideational,
institutional and structural levels - or if reforms were limited to

ceremonial and formalistic conformity only.

Throughout my analysis I also examine the communication style adopted
by the state and development agencies to persuade and raise moral
consciousness during the various stages of the policy cycle.
Therefore, 1 also investigate the level of engagement of domestic
elite and development agencies in the institutionalization and
persuasion processes which are intended to generate sufficient consent
amongst domestic actors and institutions for reforms and embed them in

the existing normative order.

In the course of my investigation I did not find any other study on
the impact of development assistance on basic education policy making
during the 1990s in Egypt. Some, less extensive, academic work has
been conducted on donors and education in Egypt, but was mainly
focused on specific projects conducted during the late 1980s and none

covered the period of the 1990s.

Unlike other studies, this thesis goes beyond the evaluation of the
success or failure of individual development projects or specific
polices. I do not intend to assess the gquantitative and qualitative

outcomes of development assistance to basic education. This study
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seeks instead to shed light on how domestic politics, institutions and
social and cultural factors interact with external assistance in the
field of national development. It aims at explaining how reforms are
carried out in such a way as to modify the normative order of domestic
political, administrative and social institutions as well as their
formal and informal cultures. It aims to identify the main domestic
actors and the critical phases that condition the delivery of reforms
and the eventual internalization and sustainability of the norms

advocated by those reforms.

Other studies of international development assistance and domestic
policy refoxrms have a general tendency to concentrate on the technical
aspects of project design and implementation. They rarely analyze the
complete domestic policy process or the conflict of values and ideas
or the dissonance of donors’ and recipients’ organizational structures
and cultures. Alternatively many studies of foreign development
assistance adopt the perspective of Dependency Theory. These studies
tend to investigate external influence on domestic policy making
through the influence of forces in the international realm on domestic
elites but do not sufficiently consider the importance of normative

change at the institutional and societal levels.

D. The Argument and Structure of the Thesis

The main hypothesis is that an inadequate implementation of reforms
sponsored by development assistance in basic education and incomplete
internalization are directly related to the absence of strategic
coalitions and the low level of consensus among the wvarious local
actors in support of planned reforms. In this context local actors

are the Ministry of Education technocracy, the civil society, parents’
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associations, education experts, legislators, the teachers’ union,

political parties, mass media and public opinion.

Corollary one: the absence of active participatory communication
between the leaders of reform (development assistance agencies and the
Ministry of Education) and local actors in education at various levels
inside and outside the educational establishment is a contributing

factor to unsatisfactory implementation results.

Corollary two: the more cultural dissonance there is in the
ideological backgrounds of the contracting parties, the greater the
friction in relations between them and the greater the need for

participatory communication.

The first chapter attempts to define the ‘international community’,
its prevailing developmental thought and the role of education in
achieving it. It then 1looks at the definition of state ‘domestic
interests’ in the light of intermational norms and the ‘master plan’
for educatiocnal reform policies around the developing world. The last
part of the chapter explores the use of constructivist and rationalist
approaches to analyze basic education reforms in Egypt, considering
the conditions and mechanisms of socialization and the importance of

achieving domestic resonance or consensus over reforms.

Chapter two explores Egypt’s historical background, foreign policy
orientations, and the domestic security issues that condition domestic
policy in basic education. The chapter presents a brief historical
review of foreign influence on education policy agenda setting in
Egypt from the Mohamed Aly era to the British occupation and up until
the 1980s. The first part of this chapter reviews the influence of
foreign powers on Egypt‘s basic education policies in the past and

their goal of reinforcing their domination over the country. For that
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reason, Egyptians have a historically ingrained collective belief that
the contribution of foreign powers to Egyptian education is not

altruistic.

The second part of chapter two examines how the issue of national
security influences the state’s decision-making process in education
policy and how the type of foreign cooperation, interaction and/or
involvement in education reflects Egypt’s foreign policy orientations
and its stance on various strategic security issues. I will explore
the wvarious definitions of national security, and how and why
education has always been considered a national security issue and how
national security is interpreted differently by domestic actors, the
state and foreign donors. I examine how education relates to national
security and the impact of Islamist-fundamentalism on education
policies in the 1990s; as well as how other major national security
such as territorial integrity and the Arab-Israeli conflict issues

influence the education debate.

Chapter three sets out how international debates between the different
viewpoints of neo-conservatism and neo-liberalism are translated into
the domestic Egyptian context, so as to show the ideological
influences at work in the policy cycle. I examine the concept of
development espoused by international organizations and how 1its
philosophy and norms guide basic education reforms. I then investigate
the influence of neo-liberal ideas on the waves of policy reform
advocated by international development assistance agencies. I discuss
how education reforms have been linked to human capital theory and how
the international community’s “master plan” for education reforms is
based on the conviction that such reforms contribute positively to
social transformation, economic development and democratization. Neo-
liberalism and neo-conservatism are two faces of the same coin. Both

contested existing political and social ideologies during the decade
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of the 1990s and both have affected the international and domestic

debates on basic education reform.

In brief, the purpose of this chapter is to examine how reforms
reflecting neo-liberal ideas have been introduced and how the state
has failed to engage in a mode of ‘argumentative persuasion’ with the
ideological alternatives prevailing on the Egyptian intellectual
scene. It has therefore failed to achieve ‘domestic resonance’ and

embed the values advocated by reforms in the domestic normative order.

The influence of conditionality on domestic views of international
cooperation in the field of basic education is discussed in chapter
four. The successful implementation, internalization and
sustainability of basic education policy reforms is not merely to be
explained by the actual design of education policies. It is also
conditioned by the social, cultural and political contexts of the
policies. A major contextual wvariable that influences international
cooperation in the field of basic education in Egypt is the
conditionality aspect of development assistance and how it generates a
‘conspiracy theory’ and amongst certain important domestic actors.
This chapter begins by defining the concept of conditionality as a
tool of international socialization that capitalizes on the concept of
utility maximization adopted by the ‘rationalist’ international
relations theorists. I then review the provision of development
assistance to Egypt during the 1990s, its peolitical motives and how
the conspiracy theory originates and spreads. I also examine how the
conspiracy theory is applied to the case of basic education and how it
is linked to donor conditionality. I then conduct a content analysis
of the -educational curriculum and examine the wvalidity of the
conspiracy arguments based on actual donor programs and policy

outcomes.
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The main argument is that education reform programs operate in a
climate of tangible cultural and political sensitivity and fear. This
hinders not only the implementation and internalization of programs
but alsc the flow of potential bilateral assistance that otherwise
could have been allocated to basic education. The analysis in this
chapter indicates that those adhering to the conspiracy theory are
often excluded from the decision making process. Lack of political
participation as well as various political and economic frustrations
tend to be projected on a public debate that is often used as the
safety valve to release the dissatisfaction created by other public

policy issues.

An analysis of the basic education policy cycle during the 1990s is
conducted in chapters five, six and seven. The analysis of the basic
education policy cycle in its stages of initiation and formulation,
implementation and evaluation traces the mechanisms of socialization
and the extent to which basic education policy reforms have been
internalized. The investigation seeks to discover whether the
socialization process was developed throughout the three phases and
whether it produced internalization and sustainability oxr whether it

stopped at the ceremonial level.

Chapter five examines the impact of dJdevelopment assistance on the
initiation and formulation of education policy. Here I analyze the
socialization process of basic education policy reforms sponsored by
foreign development assistance and cooperation with the various
domestic actors (Ministry of Education and others). I examine how
policy reforms that entailed a cultural and institutional normative
change have been specified, and how problems have been diagnosed
assessed the relative weight of the influence of the various actors
(external and domestic) in this process. I undertake a two-step

analysis of policy sponsored by foreign development assistance and the
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processes by which they are institutionalized and internalized. The
first involves a rationalist examination of the utilitarian motives of
MOE compliance with consultant-driven policy reforms based on tangible
incentives. The second adopts a constructivist approach to
understanding how far and how successfully the Ministry of Education
(MOE) and international development agencies established strategic
coalitions and domestic resonance among the domestic actors that were

involved in policy initiation and formulation.

I argue that the analysis of the initiation and formulation processes
reveals a low level of MOE internal research unit involvement in the
process of -identifying policy issues. Policy initiation has mainly
originated outside the MOE and involves the ceremonial participation
of other domestic actors. Policies were negotiated between top MOE
officials and donors on a wutilitarian basis without engaging in
‘argumentative persuasion.' This indicates the absence of active
participation by domestic actors in identifying issues, setting

agendas, and formulating policy.

In chapter six I conduct an organizational analysis of MOE and other
actors inveolved in the policy implementation process in order to
examine the degree of reform institutionalization and internalization.
I also investigate the interaction of foreign development assistance
agencies with domestic actors at the various levels of policy
implementation and its direct and indirect influence. By examining the
legislative and bureaucratic structures and contexts as well as formal
and informal organizational cultures, we can assess whether policy

implementation was confined to ceremonial conformity or reached the

internalization stage.

Foreign development assistance agencies have been heavily involved in

the implementation process at many levels. The parallel administrative
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units sponsored by donors, were not institutionalized within the
existing educational system but were nonetheless responsible for the
implementation of reforms. The dissonance between domestic
organizational structures and cultures and those of external actors
has led to a recurrent collision, frequently causing deadlock in the
implementation procedures. The active participation of domestic actors
in the implementation process was not promoted and the lack of any
sense of ‘ownership of reforms’ among significant actors led to a

considerable degree of administrative resistance.

In chapter seven I analyze the policy evaluation process and how far
it adopted -external wversus internal evaluation parameters. I also
examine the issue of the accountability of evaluation and how it is
directly linked to the publics targeted by the evaluation reports. The
analysis emphasizes how the evaluation process has conformed to the
norms promoted by the ‘international community.’ And employs a
rationalist approach to explain how the evaluation of reforms served
both to legitimize for policies in the eyes of donors so as to secure
access to more foreign funds, and reinforce the domestic legitimacy
for these policies. Constructivist arguments are adopted to show how a
formalistic and ceremonial evaluation that does not actively involve
the various domestic actors, alienates them further from the policy

process.

Chapter eight examines the impact of development assistance on the
activation of civil society associations in the field of basic
education. I 1link the analysis to a process of international
socialization and ceremonial adjustment to externally advocated norms
which does not achieve internalization and sustainability. In the
first part of this chapter I examine the external pressure on the MOE
to acquiesce in adopting models of democratization, decentralization

and governance. I explore how international development agencies have
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promoted the community participation model in primary education and
assess the level of institutionalization by reviewing the legislative
frames and organizaticnal structures and financial sustainability of

local associations active in basic education.

In the second part of this chapter I present a brief case study of the
UNICEF Community Schools as an instance of development assistance and
community participation. In addition to examining the cultural
contexts and Dbureaucratic politics that influence the community
participation model promoted by UNICEF and other donors, the case
study reveals how external actors promote and implement foreign models
that require structural and normative changes within domestic
contexts. I then discuss how the program officers work to achieve
local political support for the project and attempt to form strategic
coalitions with, and therefore domestic resonance 1in, local

communities,

In the conclusion I re-examine my original research argument that the
failure to successfully implement and internalize policy reforms
sponsored by development assistance in the field of basic education
results from the low level of domestic consensus among the various
actors and the failure to establish domestic strategic coalitions in
support of reforms. This is a failure that occurs mainly in the phase
of communication and persuasion in the socialization process. Domestic
actors that are not properly co-opted in the reform process increase
their resistance to reforms on both the social and administrative

levels.

This resistance is reflected in the high degree of ceremonial adoption
of reforms and formalistic proceeding of the assistance programs as
well as a biased evaluation of results. The core of my argument is the

following; problems of implementation and incomplete internalization
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result from the scarce achievement of ‘domestic resconance.’ and the
failure to establish domestic strategic coalitions. This is largely
due to the lack of active participatory communication with all
domestic actors both inside and outside the educational establishment
that increases social and cultural resistance to reforms (including
the conspiracy theory) as well as administrative resistance in the
educational establishment itself. The conclusion is that democratized
development is necessary for success in achieving both domestic
internalization and the long-term sustainability of internationally

promoted reforms in basic education.
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Part One

International Norms and

Domestic Policy Development
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Chapter 1

The International Socialization
Of Basic Education Reforms

In Egypt in the 1990s
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Introduction:

The influx of foreign development assistance to Egypt has expanded
considerably during the 1990s, especially with regard to Dbasic
education. The aim here is to analyze the socialization and
sustainability of policy reform in the area. It is particularly
important to investigate the interaction of international development
organizations and donor agencies with the various domestic political
and social actors in Egypt. This will allow us to assess how such
reforms are internalized and extended on a wide institutional and
societal scale and over time. The cooperation between foreign
development ragencies and the Egyptian Ministry of Education has aimed
at ‘shaping the vision’ of reforms in this critical policy area.
Assisting the MOE to implement, internalize and sustain these reforms
in a delicate political and cultural climate and a contested domestic
policy context. The direct and indirect impact of foreign development
assistance on education policies has been critical in placing specific
issues on the policy agenda and specifying policy objectives. In
addition, development assistance sponsored the restructuring of the
administrative apparatus of education so as to internalize and sustain
reforms. International agencies have had to adjust to local political,

cultural, and administrative conditions in Egypt.

The rationalist approach maintains that domestic actors embrace
externally inspired reforms only to benefit from international
economic and political support. This however, does not contradict with
the constructivist conviction that the normative order of the domestic
context interacts with these changes and embraces them to a greater or
lesser extent, depending on socialization mechanisms and the
interaction between international organizations and domestic elites.
The socialization mechanisms specified by constructivists require that

the implementation of change goes through three stages starting with
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ceremonial conformity, leading through persuasion and moral
consciousness, and leading finally to intermalization and

sustainability.

A careful analysis of the processes of implementation and degree of
internalization of basic education policy reforms in Egypt, is
essential for understanding the extent to which they have been limited
to the ceremonial and formalistic levels of conformity on all the
ideational, institutional and structural levels. I also examine the
style and level of engagement of domestic elites and international
organizations in the institutionalization and persuasion processes
that are practiced in order to create a sufficient degree of consensus

among domestic actors for policy reform.

The frequently reported problems of implementation and incomplete
internalization result from an inadequate level of ‘domestic
resonance’, or domestic consensus and the failure to establish
domestic strategic coalitions. This is largely due to the lack of
active participatory communication with all domestic actors both
inside and outside the educational establishment, producing further
resistance to reforms from those who support the conspiracy theory of
international development and from educational administrators. Both
the constructivist and raticnalist international relations models will
be employed in the analysis of the international socialization of
basic education reforms. I explore the contrast between the
developmental philosophies of international organizations and the
domestic normative order. In addition I examine the influence of the
conspiracy theory on the introduction o¢f normative change especially
when sponsored by foreign agents. I investigate how far domestic

resonance has been achieved on both institutional and societal levels.
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Later in this study, I examine the interaction of international
organizations and bilateral donors with domestic actors (the state
represented by the Ministry of Education and the c¢ivil society
associations and organizations). The analysis will focus on three
stages: policy initiation and formulation, implementation and

evaluation.

This chapter is Adivided into two parts. The first part presents the
theoretical framework of the analysis and examines the concept of
‘international community’, its foundations and objectives. It also
introduces the concepts of ‘international socialization’ and ‘domestic
resonance’. I lock at the prevailing developmental ideclogy of the
international community and the role of education as an agent and a
subject of international socialization. I then investigate how the
international community aims to achieve its development philosophy and
vision of globalization through international socialization, in other
words, how socialization is used to spread the vision of development
held by the internaticnal community. In this context, I loock at the
plan for education reform policies devised by internmational
organizations and donor agencies for the developing world. I also
investigate how the professional training and selection of key
technocrats and decision makers in the developing world is a major

factor of international socialization.

In the second part of this chapter I present an overview of the thesis
and how international relations theories can be employed to analvze
the international socialization of education reforms in Egypt during
the 1990s. I use the rationalist approach to investigate the motives
and approaches of espousing the ‘Education for All’' master plan in
Egypt. I then explain how both the rationalist and constructivist
approaches can complement each other to analyze the process of reform

socialization, moving from initial instrumental adaptation through
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persuasion, institutionalization and then to internalization. In light
of this analysis I emphasize how restructuring the education
establishment and revitalizing c¢ivil society organizations and
associations have both been used to institutionalize and internalize

reforms.

I. Development Assistance and the International Socialization of

Reforms

A. The International Community: What It Is and What It Wants

Democracy, liberalism, the free movement of capital and 1labor,
universal human rights, peace, and welfare, these and many other
material goods and normative wvalues were the promises of globalization
in the early 1990s. The liberal, democratic and capitalist West had
just won the Cold War and a new world order was to be established.
This entailed that the ideoclogical references were to be revised in
line with the winning norms. Defined by Finnemore and Sikkink as the
“shared expectations about appropriate behavior held by a community of
actors,” we can assume that it has been necessary to create a new set
of universal norms in order to establish a new political and economic
world order. (Finnemore and Sikkink:; 1998) A new order that seeks
universal legitimacy needs to be instituted upon a set of shared
convictions, given that such universal norms, common value systems,
shared terms of discourse, and social structures are more likely to
make uniform behavioral claims upon dissimilar actors. (Finnemore;
1996) These universal norms and value orientations “occupy the
analytic dimension that lies between deep philosophical beliefs about
human nature and more narrow beliefs about what set of policies will

maximize short-term interests, and they therefore serve to guide state
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behavior and shape the agenda from which elites choose specific

policies.” (Ikenberry and Kupchan; 1990)

It is at this juncture that international socialization is practiced
by the external actors that steer a secondary state to internalize a
set of key beliefs and institutionalize specific practices. These are
seen by the external actors to be consistent with their vision of what
should be the universal norms that generate policy outcomes in these
secondary states. {(Schimmelfennig; 2000) Contrary to rationalist
theories which see actors’ behavior as mainly motivated by utilitarian
and cost-benefit analysis, constructivist theories maintain that
political actors are often influenced by social norms, shared
knowledge and beliefs, and inter-subjective understanding. In reality,
constructivist and rationalist approaches are not necessarily
incompatible. Numerous studies reveal that nation-states are not
solely motivated by normative considerations in adopting policy
reforms suggested by international organizations or other external
actors in the international community. In the majority of cases, norm
promotion is accompanied by economic and/or political incentives that
are linked by the international community to the recommended policy

reforms, especially during the early phases of socialization.

The most influential actors with regard to norm-reconstruction have
been international organizations. It is they who have provided policy
advice, technical assistance, expertise and various forms of funding
for the former-communist and developing countries in reconstructing
their socio~economic and political institutions. According to Groom
(1988) an organization is defined to be international if: rits
membership, its finance and its field of operation involves three or

more countries." International organizations wvary in their types:
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(IGOs, INGOs, BINGOs, and others)!; competence (general, functional,
and specialized); and their categories (universal, regional and
selective). International organizations, such as the World Bank, the
International Monetary Fund, The European Union, and the League of
Nations, replaced by the United Nations and its subsidiary
organizations in addition to many others, were mainly instituted after
international turmoil following the end of devastating wars. They were
established by the winning hegemonic powers in order to re-establish
some economic and political order. And even though all of them
currently encompass almost all the nation states of the world, most of
them have been conceived by Western ideclogy and reflect Western
hegemony. In his socioclogical approach to institutionalism in
international relations, John Meyer maintaing that the international
system of social structures is not constituted by the international
society of states but rather by the expanding world culture that
derives its core values from the Weberian and Western understanding of
Rationalism. (Meyer; 1977) The rational and scientific approach,
according to Groom, had given the major hegemonic powers at this time
a “self confidence in their ability to define, elaborate and impose
upon international society a code of acceptable behavior.” (Groom;
1988) Intermational organizations, even non-Western regional ones,
such as the African Development Bank, the Arab League and many others,
are instituted on Western operating procedures and reflect many
Western values and convictions. After all, the very concept of the
nation state, upon which international organizations are founded, is a
western concept inspired by the French revolution. As a matter of
fact, the functional foundations of the League of Nations (established

after the First World War) lay within the administrative tradition of

'1G0s refer to Internaticnal Governmental Organizations; INGOs are International Non-
governmental Crganizations; and BINGOs are Business International NON-Governmental Organizations
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the British Secretariat.! The same can be said about the formation of
the United Nations after the Second World War and its relationship
with the American civil service model. In other words, international
organizations emerging after situations of armed or ideclogical
conflicts embody the spirit and structure of the winning, or the new
hegemonic power. Most international organizations provide forums for
various nation states, regardless of their stage of development, to
participate in decision making process, in line with their relative

strengths.

Yet the ideological references, discourse and organizational
structures are all modeled upon Western norms. The most important
international organizations (supra-naticnal organizations) which have
their head quarters in Western capitals, depend financially on the
rich industrialized West, and use English and/or French as their main
working languages. So, when we talk about the international community
referring to the international forums of the United Nations and its
subsidiary organizations, the Bretton Woods institutions and other
I0s, we can not dissociate it from Western ideoclogical frames of
references. International ‘community’ therefore refers to the states
and the international organizations that act as international
socialization agencies. (Schimmelfennig; 2000) International
Organizations have proven to be the most influential ‘norm
entrepreneurs’ in promoting the ‘universal norms’ which establish the
economic, political and philosophical basis of the desired new world

order.

! The British Influence was dominant, and even though Lord Hankey (the official responsible to
establish the League of Nations) opposed the concept of carrying over the model of strong
centralized secretariat into a multinational organization, a model of naticnal administration
originating from Britain‘'s imperial role in protecting its dominions (independent states) and
colonies, became an important contribution to the development of a form of international
administration designed to help prevent a recurrence of armed conflict among the industrial
states of Eurocpe. (Jordan; 1971)
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International oxganizations, which were conceived as global forums and
mechanisms for crisis management and international development, have
become think tanks for public policy making around the world. The CECD
defines itself as an intermational think tank that assists governments
to “shape their policies by exerting influence through mutual
examination by governments, multilateral surveillance and peer
pressure to conform or reform. Thus the OECD works through persuasion
as a broker of policy ideas linked some way or other to economic
concerns.” (Lingard, Burbules and Torres; 2000} In the present world
where nation states are liberalizing financial markets, there is more
space and need for international organizations to perform a larger

regulatory role and establish the rules of the international economy.

B. The Prevailing Developmental Ideas in the ‘International Community’
and the Role of Education as an Agent and Subject of International

Socialization

Globalization is a term popularized in the late 1980s to describe
international market integration, the expansion of trade and £flows of
capital and the extended role in production and distribution of
multinational companies. Through the 1990s, international
organizations have promoted globalization as an opportunity for
growth. That is, an opportunity to increase the economic, political
and cultural harmonization necessary for the flow of capital,
technology and labor among countries required to generate development
in the third world and link it to the advanced world. Supranational
organizations see themselves together with multinationals as the
agents and regulators of such growth. The privatization of public
production and service sectors was advocated to optimize and
rationalize economic development as well as to improve the quality of

sexvices and goods.
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An interventionist state was maintained to be a synonymous of
authoritarianism, autocracy, corruption, economic deterioration and
administrative inefficiency, while the market has been promoted as a
means of correcting state failures in development planning and
administration. The market was not only expected to promote economic
growth, but also to support and reinforce the consolidation of
democracy. The World Bank and the International Monetary Fund provided
debt-relief programs and soft loans from the International Development
Association (IDA) to developing countries on the condition that their
governments carry out structural and economic reforms. It is important
to clarify the difference Dbetween IDA, ODA (0Official Development
Assistance),  and debt relief programs. While IDA (World Bank/
multilateral development assistance) offers soft loans provided to
developing countries with a per capita income below USD 1’305 and
scheduled for around 40-years repayment with no interest rates, the
ODA are bilateral assistance programs that take the form of non-
refundable grants. Another potential form of ODA is debt relief, where
donor countries forgive the debt of indebted countries, provided that
the amounts payable are redirected to development programs, often co-

supervised by debtors. (Richardson and Kirton; 2001)

Structural adjustment and economic reforms entail privatization,
removing protectionist trade barriers and labor laws, cutting down on
untargeted consumer subsidies and encouraging export-oriented
industries, as well as downsizing state bureaucracies. The purpose is
to reduce the role of the state in the economy. Still, national
security, regulatory functions, basic services (health and education),
the preservation of natural environmental resources and cultural
heritage are considered social goods that cannot be transferred

entirely to the market.
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Thus, the idea was not to soften the state, but to confine its
functions to security, regulatory issues and the provision of
essential services. The idea was that the efficient functioning of the
market relies on efficient govermments and development requires an
effective state that encourages and complements the activities of the
private sector. Consequently, the positive functions of the state
should include: “establishing a foundation of law; maintaining a non-
distortionary policy environment (‘getting prices right’) and assuring
macroeconomic stability; investing in basic social services and
infrastructure; ©protecting the wulnerable: and protecting the
environment.” (Craig Murphy; 1999) The main purpose is to establish a
favorable environment for an active market economy that integrates
developing countries into the globalization of social and private
goods and encourage the flow of information and capital around the
world. The International Monetary Fund recipe for catching up with the
benefits of gleocbalization suggests that an improvement in living
standards results from the accumulation of physical capital
{investment) and human capital (labor), assisted by technological

progress.

*Economic stability, institution building, and structural reform are

at least as important for 1long-term development as financial

transfers, important as they are. What matters is the whole package of

policies, financial and technical assistance, and debt relief if

necessary.” Ingredients of such development packages, are recommended

by the IMF report to include:

+ “Macroeconomic stability to create the right conditions for
investment and saving;

« Outward oriented policies to promote efficiency through
increased trade and investment;

e Structural reform to encourage domestic competition;
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« Strong institutions and an effective government to fostexr good
governance;

« Education, training, and research and development to promote
productivity;

» Externmal debt management to ensure adequate resources for

sustainable development.” (IMF Issue Brief; 2000)

The above-mentioned priorities of the IMF list education and training
as the fourth ingredient of development, after stimulating the market
economy and good governance. Besides, education is mentioned in the
context of productivity and not under social or human rights or as a
means of empowerment. The provision of scft locans, development
assistance and debt relief programs to indebted developing countries
suffering economic strains have been directly tied to the countries’
will and commitment to structural adjustment programs. Another leading
organization contributing to the design of public policies for
attaining development through globalization, is the Organization for
European Economic Cooperation, OECD. The Organization could be
described as the legitimate child of the Marshall Plan. The OECD views
education policies as a major component of human capital formation,
which in turn is a major component of economic growth and social

welfare.

On September 5th 2001, at the 46" session of UNESCO’s International
Conference on Education, Koichiro Matsuura (Director-General of
UNESCO) said the following:- “The leitmotif running through the next
Medium-Term Strategy (2002-2007) is the following: ‘Contributing to
peace and development in an era of globalization through education,
the sciences, culture and communication’. For UNESCO, the unifying
theme shaping all of its programmes and activities is the challenge of
humanizing globalization so that it works for everyone, not just for a

privileged few. Central to the process of giving globalization a human
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face is education, especially in terms of globalizing the right to
education so that good quality basic education is available to all.~”

{Matsuura; 2001)

In the UNESCO Info-Ethics conference in October 1998, Derrick L.
Cogburn, Director of the Global Information Infrastructure Commission
{an INGO sponsored by the UN Economic Commission for Africa and
associate of UNESCO-Orbicom) maintained that: *“globalization 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.” (Cogburn; 1998)

In this perspective, education policies (mainly basic educaticon) have
been acknowledged as the cornerstone of international socialization.
Education is expected to facilitate technology transfer and the
diffusion of communication skills as elements of cultural integration
and harmonization. Those skills are believed to be the necessary steps
towards breaking down the physical, political and cultural barriers
that impede the flow of information, capital, technology and labor.
Therefore, a satisfactory result of a national education system is
measured by its capacity to produce citizens who enjoy the
communication, negotiation and marketing skills that allow them to
become effective market actors. According to this vision, education
would economically and politically empower individuals and promote

critical and rational thinking along with decision-making skills.
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C. How does the ‘International Community’ 2Aim to Achieve its

Development Philosophy and Vision of Globalization?

Identifying basic education as a fundamental agent of social and
economic development and poverty alleviation in Third World countries
had attracted increased attention from the Bretton Woods institutions
{the World Bank and Intentional Monetary Fund), development assistance
agencies and Third World governments by the beginning of the 1990s.
Third World developmentalists made two main accusations against these
institutions. First they are criticized for planning structural
adjustments that cut down on public investments and expenditures.
Second, they are accused of having recommended economic policies that
in many cases were not integrated with social policies, thus
sacrificing the poorest of the poor in developing nations. (E.g.

Watkins; 1999 and Weiss and Wurzel; 1998 and George; 1999)

In March 1990, the World Bank, UNESCO, UNICEF, and UNDP convened key
decision-makers from all over the world including ministers of
education, multilateral and bilateral donors and international and
local NGOs in Jomtien, Thailand for the World Conference on Education
for All (EFA) Conference. The conclusions of the Jomtien EFA produced
what has been considered to be the handbook of basic education policy
making throughout the world during the 1590s. The Jomtien
Declaration’s Ten Cormmandments are: -
* (1) Meeting basic learning needs; (2) shaping the vision; (3)
universalizing access and promoting equity; (4) focusing on
learning acquisition; (5) broadening the means and scope of
basic education; (6) enhancing the environment for learning; (7)
strengthening partnerships; (8) developing supporting policy
context; (9) mobilizing resources; and (10} strengthening

international solidarity.” (The Arab Framework for Action; 2000)
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True enocugh, the most important outcome of the conference was the
unanimous pledge of all major international organizations, donors and
nation states to achieve universal primary education and reduce
illiteracy before the year 2000. (UNESCO Press; 2000) Consegquently the

1990s was proclaimed to be the ‘education decade’.

The interesting aspect about the promotion of a set of prescribed
education policy reforms in the international arena is that it is not’
only about promoting a set of norms and institutions related to
education. Education is itself the major instrument for setting norms
in a society. Education is a means of creating consensual knowledge
and collective perceptions that contribute to the establishment of
domestic resonance, which is defined as the “embeddedness of a
particular belief or preference in a domestic setting.” (Epstein;
2002) Domestic resonance occurs when domestic political and social
actors behave in conformity with the wvalue system advocated by the
international community, allowing them to acquire an incontestable
authority in domestic matters. The main purpose of promoting basic
education reforms all over the developing world, that aspires to be
integrated in and benefit from the process of economic globalization,
as pointed out by the IMF and the EFA Jomtien Declaration, is to shape
the visions of nations. Such synchronous visions would establish a set
of shared beliefs in a normative order that reinforces the ideology
promoted by the international community. In other words, promoting
specific education policies that shape the educational establishment
and inspires its contents is 1like installing an automatic pilot to
steer the formation and choices of future generations. Issues such as
peace, environment and industrialization in developing nations are
considered priorities for the World Bank, the United Nations and its
satellite and subsidiary agencies. Many such organizations strive to

influence educational curricula through a variety of transnational
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curriculum developments connected to a number of teacher professional

development projects.

-

D. Defining State ‘Domestic Interests’ in the Light of Internmational

Norms: International Organizations as Policy Teachers .«

Supranational organizations have gained a considerable sway over
national eccnomies during the 1990s and international organizations
have often acted as policy teachers. They diagnose the problems of
domestic policies for secondary states, present the solutions and
suggest policy reforms. This consultant-driven policy reform has often
been linked to either technical or financial assistance or to the
approval of the supranational organization in question. But, in many
other cases policy reform recipes were demand-driven; that is,
international organizations and other external actors have responded
directly to the requests of national ministries for aid and
institutional reforms. International relations theorists maintain that
demand-driven policies often follow a phase of policy failure, or
specifically following policy <c¢risis that reveals a domestic
deficiency in technical and financial resources to overcome the crisis
situation. (Ikenberry; 1990) In such cases, local elites agree to
import foreign policy models that had proven effective in similar
contexts in other countries in order to strengthen their fragile
decision-making structures and grant some legitimacy to their policy
choices based on the claim that they have already worked for others.
(Jacoby; 2000) Especially when the ‘others’ were the developed and
industrialized countries that enjoy a high level of per capita income

and rank high on the Human Development Index.
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Promoting the “Education for All” objectives and translating them into
domestic education policy has not been the most difficult task for the
international organizations because the new set of educaticnal norms
advocated by the international community did not encounter a normative
vacuum. On the contrary, educational reforms, more than others, were
introduced within highly contested normative orders where they are
heavily disputed and measured against other deeply rooted social
values and political ideologies. The biggest challenge is to cultivate
a strategic coalition and persuade domestic actors from specialized
sectors that seek reforms and the state bodies that negotiate directly
with the international organizations and bi-lateral donors. This would
be necessary to ensure that the advocated reforms are coherent with
and in support of the domestic interests of the state. {Epstein; 2002)
Given that in most cases the state's positions, public policies and
procedures are the product of consensual knowledge produced by the
formal educational system and national and domestic interests, in
order to transfer a policy model to a secondary state, the
internatiocnal community needs to persuade local political actors in
charge of policy formulation and implementation of the value of its
goals. Persuasion is thus defined as “a process by which agent action
becomes social structure, ideas become norms, and the subjective

becomes inter-subjective.” (Finnemore and Sikkink; 1998)

In international socialization, persuasion takes place at different
levels and not only in international relations. In fact, the most
critical phase of the persuasion process (essential for a successful
internalization and sustainability of the advocated change) is the
persuasion which occurs in the domestic sphere. However, several case
studies have revealed that it is often the communication style and the
performer of communication, and not the absolute wvalidity of the

argument, that are critical for a successful persuasion process. Thus
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“the most morally compelling oxr logically correct argument may matter
little if it is advanced by a weak debater, or is presented to an
individual with deeply held and countervailing beliefs.” (Checkel;
2002)

International socialization, according to the rational choice model,
results from the secondary state’s desire to acquire and consolidate a
status of legitimacy in the international arena. A state is considered
legitimate by the international community if; “its institutional form,
its organizational goals and its behavior correspond with the
constitutive beliefs and practices institutionalized and highly valued
in its environment.” (Schimmelfennig; 2000) Gaining legitimacy on the
international level does not simply translate into prestige. It also
guarantees the state’s right to sovereignty, security and autonomy as
well as access to international platforms of decision making,
development and military assistance. Under these conditions, it
becomes much more advantageous to define domestic interests as
coherent with the norms of the international community. This is
especially true if the norms entailed in the policy reforms are
consistent with the very same principles of the state; that is,

universal basic education for all.

E. The ‘Master Plan’ for Education Reform Policies in the Developing
World

Agreeing on the importance of basic education for all, however, did
not mean agreeing on a definition of basic education. While the World
Bank, the largest development financier working in the area of

education, adopts an operational definition of basic education which
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is confined to formal primary schooling, other donors favor the wider
concept of basic education that covers the knowledge and skills that
people use in their daily life. Accordingly, the second comprehensive
definition encompasses the following: early childhood education,
primary schooling, non-formal literacy and other programs for adults
that provide basic life skills. (Bennell and Furlong; 1998) Obviously,
dispute over what is and what is not basic education creates conflict
over what is and what is not a priority for resource allocation.
Targets were defined and budget increases were promised, but no
coordinated action plan was devised, and allocations were not
dispensed as promised. As a matter of fact, *“total aid for the
education sector from bilateral donors was lower in the mid-1990s than
before the EFA.” (Bennell and Furlong; 1998) Consequently the
education decade ended up with 125 million children of primary school
age out of school and a rise in the number of illiterate adults.
(Watkins; 1999) The UNESCO organized Dakar Forum of April 2000,
reviewing ten years of aid to education after Jomtien 1990, indicated
that basic education continued to receive only 15 percent of aid to
education and education in general and did not receive more than 2
percent of development assistance. (The Dakar Framework for Action;
2000) As a matter of fact, sixteen donors of the OECD reported that
1.3 percent of their official direct assistance was spent on basic
education. Only Denmark, Finland, Germany, the Netherlands and Sweden
allocated more than 2 percent of their aid budgets to basic education.
{(Watkins; 2000) On the other hand, the United States Agency for
International Development (USAID) Cairo office stated that in 25 years
(1975-2000) of financial assistance to Egypt, the USAID dedicated 2.7
percent of its aid toc education and training. (AI-Ahram Weekly; 2001)
Generally, the total percentage of the bilateral aid budget for
education dropped from 10.2 percent in 1989/90 to 8.5 percent in
1991/92, and increased slightly to 10.1 percent in 1993/94. (Bennell
and Furlong; 1998) A UNDP report illustrates that, even though the
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"Education for All*" objectives were ambitious, they were not
financially out of reach. EFA needed an extra US$ 8 billion to be
invested in basic education amnnually for 8 years, while annual toy
spending in the US only is US $ 15 billion; and annual military
spending in the world is US $ 740 billion. (New Internationalist;
1999)

QOur question is the following; if all donors and governments are
convinced of the importance of basic education and if the financial
obstacle is considered surmountable, what were the impediments of
achieving Education For All? Several analysts attribute the problem to
the lack of ‘bureaucratic and political commitment of several bilateral
donors. This did not apply to all donors. For instance Germany, United
Kingdom, and the Netherlands carried out comprehensive reviews of
their education aid programs soon after Jomtien in 1990, while other
donor countries such as Australia, Canada, France and Japan completed
their policy reviews by 1994. (Bennell and Furlong; 1998) A lack of
political and bureaucratic may reflect some dJdonors’ uncertainty in
participating sufficiently in basic education policies in developing
countries. “Japan has found it difficult to support basic education in
the past because it involves people’s morals, values, and customs, and
accordingly aid in this area touches on a nation’s culture and
sovereignty because basic education targets huge populations, spread
out over vast geographical areas.” (JICA; 1998) Because of the
potential cultural dissonance, political sensitivities and the
complexity of implementing long-term, nationwide development projects
that may have minor visibility, bilateral donors prefer to approach
basic education through large multilateral institutions such as the
World Bank, the EU Commission, UNICEF, UNESCO, UNDP and other
international governmental and non-governmental organizations. Ever
since the Jomtien Conference, UNICEF has devoted its entire education

budget to basic education programs, while UNESCO dedicates more than

Fatma Sayed -52-



one-third of its education expenditures to basic education activities.
It is worth mentioning that on many occasions the EU Cermissicn itsel$
preferred to direct its aid allocations to basic education through
other international organizations, especially the ‘torld Bank.

(Watkins; 1999)

The international organizations specialized in basic education are the
World Bank, UNICEF, and UNESCO. However, the World Bank is the largest
financier of education in the developing world. It was not until 1962,
after the creation of the 1IDA, that the World Bank started its
education project. Basic education did not enjoy significant attention
as an area - of development assistance until the 1960s., The higher
social mobility and change of political and economic orders resulting
from the independence of many developing countries led to a growing
demand for education. Therefore education attracted more attention

from domestic policy makers and international development agencies,

Presently the World Bank is the largest source of policy advice and
external funds for education as it provides around 30percent of
development assistance to basic education. (Lockheed: 19%0) Large
donors such as the US Agency for International Development, the
European Union and the Canadian International Development Agency
direct their official development assistance to education reform
programs in developing countries through the World Bank. Evidently,
Woxrld Bank education policy planning reflects the philosophy and
vision for development of its major financiers. The education policies
of the World Bank have reflected its economic theory, in terms of
human capital theory and were directly linked to the structural
adjustment and econonmic liberalization programs in the developing
world. “The Bank’s preconditions for education can only be understood
as an ideological stance, promoting an integrated world ececnemic

system along market lines .. in painting a picture of the preccnditions
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for successful educational development, the Bank is in effect
depicting its view of the ideal economy.” (Jones: Stromquist and

Monkman; 2000)

Two of the Bank’s leading education specialists and the engineers of
policy planning have been Marlaine Lockheed and Adriaan Verspoor, who
have supervised and co-written the Bank's study Improving Primary
Education in Developing Countries. Ann Hamilton, (who was at the time
director of the Population and Human Resources Department in the World
Bank), considered that this study was based on a comprehensive reviews
and original research conducted in the World Bank division of
Education and Employment. She also added that the study benefited from
consultations with policymakers in developing countries,
representatives of donor agencies, and experts in the field. This
study was the basis for World Bank primary education policies of the
education decade of the 1990s, and was published in a World Bank
Policy Paper on Primary Education written by Marlaine Lockheed in
1990. It is important to analyze the World Bank policy paper,
especially given that the policy priorities suggested by this study
have been the Bible of basic education policy reforms of most
developing countries receiving official development assistance and

soft loans from the World Bank.

Proposing the improvement of educational effectiveness as a target for
educational reforms, the World Bank policy paper sets the policy
strategies to be the following:
1. "Enhancing the learning enviromment (this includes curriculum
reform, instruction materials and improving learning capacities
of students)
2. Improving the preparation and innovation to teachers’ training
3. Strengthen educational management

4. Improving equitable access
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5. Strengthening financial support for primary education*

{(Lockheed; 1990)

However, a number of critical analyses of the international influence
on educational policy making emphasize that the presence of external
donors may lead to a process of public policy planning through
marketing, rather than rational public choice and planning. This would
imply selecting the kinds of projects more likely to be financed by
external donors and making them the central components of a given
public policy. Such critical studies examine how the presence of
external agencies such as the World Bank or UNESCO condition or even
determine the way educational reform is conducted, priorities are
assigned, research is designed, implemented and used in educational
reform, and policy initiatives are selected, evaluated, or set forth.
Certain . public policy options have been granted such widespread
legitimacy and financial support that they have become virtually
hegemonic. (Morrow and Torres: Burbules and Torres; 2000) In his study
0of the external influences on contemporary universal primary education
in Papua New Guinea, Thomas Webster confirms the concern for the
substantial duplication of policy decision making that may cause
further implementation intricacies. “Due to the paucity of research
information available in many developing countries, donor and
international development assistance agencies have been heavy handed
in analyzing country situations from a global perspective. Such
analyses and policy prescriptions made by donor agencies and heir
personnel (often flying in northern consultants) with little input
from local specialists, often do not take into account the contextual
factors specific to that country.” (Webster; 2000) Rondinelli,
Middelton and Verspoor express similar views on the problem of foreign
expertise and state that a United Nations study conducted in the late
1970s illustrated that foreign experts were often sponsored by

international organizations and have shaped their programs, but that,
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such programs were often met with resistance in recipient countries
and did not reflect their own priorities. “Sometimes local education
professionals resented foreign experts who were invited to do jobs

that they were supposed to be doing.” (Rondinelli et. al.; 1990)

On the issue of globalization, state sovereignty, and education
policies, Reimers and McGinn suggest that nation state governments no
longer determine national education policy. “The changes in the
composition and strength of the state are already affecting education
systems, especially public education systems around the world. In many
countries of the world, governments are less able to raise the funds
required to- finance expanding demand for education. Governments are
under pressure from both national and international sources to devolve
power to smaller units of governance, to decentralize education, and
to permit the participation of actors that previously had no voice in
decision making. In some instances, international assistance agencies
and transnational <corporations have significant influence over
decision; in even more cases, private interests have increasing
involvement in deciding about the allocation and disbursement of

public funds.” (Reimers and McGinn; 1997)

At a time when developing countries strongly depend on international
investments and financial assistance, the desire to obtain any
benefits from the flow of capital and technology transfer around the
globe is increasing. Investment laws are modified, fiscal deficits are
trimmed and internal policies strive to match the suggestions of
foreign donors and investors. Yet this attempt by developing countries
to match their internal policies with donors’ recommendations cannot
be explained as a direct result of globalization. It is true that the
influence of donors on the internal bolicy' planning of developing
countries has been mainly attributed to globalization by many

developmentalists. The broad international harmonization of structural
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adjustment programs has been used as for the evidence to support this

claim.

However, the reliance of developing countries on the financial
assistance of donors and the conciliation of internal public policies
and plans to the development views of international organizations has
been true ever since the post-colonialist era after the end of the

second world war. In his book Education and Foreign Aid(1965) Philip

H. Coombs, described the donors’ influence on education planning in

developing countries during the 1950s and 1960s, as follows: “to meet

the formal requirements of various donors and lenders, many developing
nations in -the last few years have felt obliged to go through the

hasty and superficial exercise (often with the help of wvisiting

of putting a ‘'plan’ and ‘priorities’ down on paper. More

however, such ‘plan’, fashioned by a few technicians

experts)

often than not,
in a back room of the Ministry of Education or planning commission,

have had few if any real 1links to the practical administrative,

political, budgetary, and decision-making realities of the country.

Too often also the ‘priorities’
guess as to what the potential donor agency thinks is the right

have simply reflected someone’s best

answer.” (Coombs; 1965}

F. Domestic Technocrats as Actors of Intermational Socialization

The international community also contributes to the creation of a

political elite (politicians, intelligentsia and senior officials) in
secondary states that have an academic and professional preparation
that provides a mechanism for socialization and a medium through which
the values and norms of the international community penetrate domestic
political and administrative cultures. The fact that most national

elites log into the same information networks, many of them have
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received their education in Western educational institutions, such as
Harvard, Oxford, and the Sorbonne; sets some common grounds of their
mind-frames (even when they color their ratiocnale with various
political and/or religious tones). A large majority of the ruling
elite in Latin America, the Middle and Far East has received their

education in the West.

“Ideoscapes refer to the rapid global flows of ideas- in our case, of
educational policy ideas, contributing to the Diaspora of key policy
terms and concepts re-contextualized in different national and local
contexts. Taken together these scopes indicate the emergence of post-
national educational policy community, consisting of globalizing
bureaucrats, senior public servants, policymakers, policy advisers,
and policy intellectuals (and entrepreneurs). The policy ideas flowing
globally are also 1linked to international political organizations.*
{Lingard: Burbules and Torres; 2000) Creating a ‘globalized-’
bureaucratic class that acts as a socialization entrepreneur for the
advocated policy reforms facilitates not only the transfer of policy
models to the secondary states, but enables their implementation and

contributes to their internalization in the long run.

IX. The ‘International Socialization’ of Education Policy Reforms in

Egypt
A. Adapting the Education for All ‘Master Plan’ in Egypt

Policy failure and the persuadee’s desire for the respect of the
international community and the economic and political benefits of
being part of the ‘free’ world, are among the most important factors
that facilitate the promotion of an externally suggested policy reform

in a secondary country. This has been the case for Egypt from the
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early 1990s. Along with the rest of the world at the end of the 1980s
Egypt was facing a serious economic crisis, characterized by large
deficits in budget balances and international trade, and huge foreign
debts. Such external and internal imbalances threatened the economic,
social and political stability of the country. Egyptian education,
like most other sectors, suffered from this crisis. Education had been
suffering from a policy failure for at least the past thirty years
that resulted in an illiteracy rate of 49.6 percent in 1986, an
unemployment rate of 14 percent in 1992 and the rank of 128 on the
International Educational Scale. (Egypt Human Development Report
1997/98; 1998) As a result of this situation, Egypt has topped the
list of development assistance recipients in the 1990s, and has had
several education policy reforms set aside due to lack of financial

resources.

The International Monetary Fund and the World Bank, in concordance
with other major donors, suggested a number of structural reforms as
the condition for providing more development assistance and relief of
foreign debt. These reforms were designed to restore internal and
external economic balance and increase economic efficiency.
Macroeconomic reforms were deemed crucial for the promotion of
economic growth and basic education has been the cornerstone of human
capital formation, essential for the desired economic and political

development.

International organizations and donor agencies have worked closely
with the Egyptian state on basic education policy formulation and
implementation during the 1990s. The influence of donors on education
policies has been evident in placing specific issues at the top of the
policy agenda, identifying priority areas for development assistance,
and to some extent, influencing the appointment of top decision-makers

in the ©political and administrative apparatus of education.
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Interestingly, donors exercise various degrees of leverage on policy
implementation and formulation vis-&a-vis each other at different

levels of decision making.

World Bank loans addressing basic education directed to the developing
world have the following unanimous objectives;
1) achieving universal coverage in an expanded eight-year basic
education cycle
2) improving the quality and relevance of basic education
3) achieving gender equity and increase environmental awareness.

{(World Bank Press Release; 1998)

However, public finance barriers make these objectives more difficult
to achieve. Reviewing the budgetary reports of developing countries
illustrates that large percentages of Gross Domestic Products are
dedicated to education. These, however, translate into poor absolute
figures that seek to cover the meager salaries of teachers and
recurrent costs of educational institutions. Thus policy makers cannot
aspire to carry out any comprehensive improvement in the educational
institutions’ structure or pedagogical processes. For instance,
Egypt’s educational expenditures ranged around 3.9 percent of the GDP
and around 9.8 percent of the Egyptian budget during the 1990s, which
is not very significant because of its low GDP. (Mohieddin; 1394) Even
though efficiency and equity in resource allocation are even more
important than resource mobilization, most developing countries are
unable to raise the necessary funds to operate their national
educational systems. In this context, Ieduéational reforms and
innovations are achievable only if they receive international
development assistance. Therefore, Third World countries compete for
the limited pool of development assistance provided to basic education
by donors and international organizations. They bid for assistance

projects, tailor their reform programs and write their project
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proposals to meet the expectations of donors. Proposals have to
include the ‘right’ priorities and cover the ‘concerns’ of the
‘international community.’ Accordingly, bilateral and multilateral
organizations {(most importantly in education the role of the World
Bank and UNESCO) have a strong presence in the formulation of
educational policy, and even more so in conditions of financial

austerity and economic structural reform.

Most of the basic education development programs applied by the World
Bank and other development agencies are not unique programs
conceptualized, designed and irmplemented to suit the Egyptian case.
They often have parallel models implemented throughout several other
countries in the developing world. They usually address the ‘Education
For All’ objectives and target similar sections of populations of
recipient countries. Parallel to the Jomtien conference of 1930, the
World Bank published its major studies on basic education that

elucidate its master plan for basic education reform around the world.

Reading through the executive summary of the Egyptian Government
education strategies of the decade of the 1990s we read the following;
l. *"Improving access to basic education
2. Improving education quality (this includes curriculum reform,
improving teaching quality and facilities, developing decision
making systems, and students’ capacity)
3. Improve gender equity in education” (Ministry of Education;
1997)

A glance at a third policy document, the 1993 and 1996 Staff Appraisal
Reports on the Education Enhancement Program, co-financed by World
Bank (in terms of IDA soft loans) and the European Union (in terms of
ODA ‘grants’) reveals the objectives of the program are listed to be:

1. *Improve access to basic education
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2. Improve quality of student performance

3. Reduce wastage

4. Improve quality of teaching and learning «
5. Improve system efficiency”

{World Bank Internal Documents; 1993 and 1996)

Interestingly, the outline of the Education Enhancement Program
document and its objectives and strategies are identical to the
programs conducted by the World Bank in Sri Lanka (1996), Indonesia
{1996) and China. (World Bank Internal Document; 1996) Going through the
previously mentioned official documents and analyzing the policy
strategies designed to meet the educational reform objectives, it is
clear that the blueprints of the education policy reform strategies

have been devised by a World Bank master plan.

B. The Ceremonial Adaptation of Policy Reforms and Strategic

Bargaining

The distance between ratifying an agreement, implementing a policy and
internalizing and sustaining the advocated change involves a long-term
and sophisticated process composed of wvarious phases. International
relations theorists suggest that the socialization process aim to
internalize the policy change advocated by international
organizations. This process 1is composed of three main causal
mechanisms; instrumental adaptation and strategic bargaining; moral
consciousness and persuasion; and institutionalization and
habitualization (Risse and Ropp; 1999. Basic education policy reforms
suggested by development assistance agencies and bilateral donors were
consistent with the vision of the Government of Egypt (GOE), such as
universal basic education for all, achieving gender equity and

improving educational quality. Yet they involved institutional changes
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that have not been consistent with the functions, structures and
culture of Egypt’'s centralized and hierarchical education. This
inconsistency could have compromised the established and critical
balance of power on the institutional, societal and cultural levels.
In due course, the Government of Egypt largely adopted several policy
recommendations at the ceremonial level applying cosmetic ckanges that
altered some aspects of the formal educaticnal structure but not

actual day-to-day work activities.

Ceremonial conformity is defined by Meyer to occur when “organizations
reflect institutional rules and buffer their formal structures from
the uncertainties of technical activities by becoming loosely coupled,
building gaps between their formal structures and actual work
activities.” (Meyer; 1977) The Ministry of Education joined the EFA
programs of international organizations after the education policy
failure and economic c¢risis in the late 19805 and early 1990s.
Moreover the Egyptian Government was driven by the need to be accepted
and approved of by the international community and the super powers.
This approval was considered wvital in order for Egypt to integrate
into the global market systems and obtain other forms of financial and
political assistance and support, as well as to attract direct foreign

development assistance.

C. Internalizing and Sustaining Reforms

Internalizing and sustaining change and achieving domestic rescnance
are indeed arduous tasks that require the internalization of advocated
change in a country’s collective ideological creeds and normative
order. The communication, argumentation and persuasion of advocated
education policies have been the biggest challenge of the Egyptian

MOE. A close analysis of the policy reform process indicates that the
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Egyptian government has often ‘talked the talk’ of development
agencies and international forums, but has not managed to engage the
various groups of critical actors (particularly the intelligentsia) in

national dialogue.

In official reports addressing donors and international forums, the
Egyptian minister of Education Hussein K. Bahaaeddin states the
following; “we have no other choice but peace as a basic concept of
the educational curriculum. A peace that is institutionally based on
justice, socially based on equity and economically based on welfare
for all peoples and individuals. This should be projected regardless
of the boarders of fear, prejudice, and/or selfishness.” (Bahaaeddin;
1997) Wwhile the Egyptian Country Report of Education for 2all 2000
quotes President Mubarak on the issue as follows: “Education and its
progress is our path and gate to the new world map. Education is the
cornerstone of our national security in its broad context, covering
economy, and politics, our intellectual role which precedes '’ other
nations and which 1leads to stability, development and welfare.
Education as such is our way to local and international competition.”
(Egypt National Report; 199%) Both views expressed by President
Mubarak and the minister of EdQucation on the necessity to orient
national educational policies towards the capacity to compete in
global markets, and the predisposition to international peace, reflect
the impact of economic and political globalization on national policy
making in Egypt. These statements were entirely consistent with the

discourse of dQonors and international community.

However, the MOE has not taken seriously the importance of the concept
of identity transformation through dialogue, communication and
persuasion as a means of internalizing new policy norms. Fiom a
constructive perspective, norms and values are closely linked with

identity. They are adopted initially for instrumental reasons and are
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later sustained and ingrained as part of systems of belief and
identity. Reforms that clash with long-established value and norms
pose a threat to identity and require a process of complex
socialization and internalization to succeed. {(Risse and Ropp; 1999)
In this study, I argue that basic education reforms of the 19920s have
not been satisfactorily internalized because of the failure to
communicate with and incorporate the various bureaucratic, political
and intellectual domestic actors in an active participatory
communication process. Thus, many of those actors have resisted such
changes as threatening to their identities on various levels.
Consequently, administrative, political and cultural dissent produces
formal and - non-formal constraints on the success of development

assistance in the field of basic education in Egypt.

The task of achieving domestic resonance has been rendered more
difficult by the deeply rooted conviction in the collective memory of
the Egyptian masses that foreign (westernized) influence on education
creates a disassociation from the national and religious identity of
the nation and many construe foreign education as a form o¢f cultural
colonialism. Therefore, there is a degree of skepticism with regard to
the motivations behind foreign assistance to education, especially
when it is related to the contents of the curriculum and the values
advocated by it. This skepticism has been amplified by the lack of
committed efforts to formulate ‘concrete norms’ of reforms that
correspond to the social, political and economic values and ideologies
prevailing in Egypt during the 1990s. Moreover, the ideology behind
the reforms was not successfully communicated, because the
communication and persuasion efforts of the government marginalized
major current trends of thought and numerous significant domestic
actors. The reforms failed to achieve ‘domestic resonance’ because
they were seen by many as donor-driven and divorced from national

visions or actual needs. Given that education is also a sensitive
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policy area in terms of political legitimacy of the state, national
identity, national security and economic performance, this clash has

produced a widely accepted ‘conspiracy theory’ of western influence.

D. Re-Structuring the Educatiocnal Establishment

The socialization of policy reforms is not 1limited to the standard
implementation of reforms. It is embedded and sustained by the
institutionalization of such reforms, that is, restructuring domestic
institutions and reformulating the organizational mission statement,
structure, culture and goals. Most important of all, it is vital to
internalize <change in the standard operating procedures of the
educational establishment. In other words, it is necessary to
reconstruct and harmonize the formal and informal structures and
cultures of the educational establishment in order to implement policy
reforms effectively and durably. An institution is defined by
Finnemore and Sikkink to be *“a relatively stable collection of
practices and rules defining appropriate behavior for specific groups
of actors in specific situations.” (Finnemore and Sikkink; 1998)
Taking into consideration this definition of institutions and
analyzing the educational institutions responsible for the
implementation of basic education reforms suggested by development
agencies in Egypt, we can trace the procedural flaws in the

institutionalization of such reforms.

|
There have been several efforts by the MOE, guided by donors (World
Bank, EU, USAID and others), to restructure educational institutions
in order to internalize and sustain reforms and make them part of the
MOE's standard operation procedures. Yet, this occurred through
‘external’ donor-instituted units superimposed on the MOE’s existing

hierarchical structure and administrative culture. Therefore, there
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was no ‘institutionalization of reforms.’ This is evident from
analyzing the education policy reform process in its various stages:
policy initiation and formulation, policy implementation and policy
evaluation, an analysis that reveals that there has been an
‘instrumental’ and formalistic implementation of reforms without a
successful institutionalization and internmalization. I will argue that
this problem is related to the authoritarian and top-down political
and administrative culture of the MOE. However, I do not suggest that
there was a total failure of reforms because ‘internalization is
matter of degree’ (Schimmelfennig; 2000). I will, however, maintain
that the degree of internalization is low, and consequently that there

is a risk these reforms are unsustainable.

. Administrative Dissonance

The different patterns of administrative structures, power distance
within organizations and organizational behavior among development
agencies, politicians, and administrative  apparatuses of the
government create friction at wvarious levels of decision making and
implementation. Cochran (1986) argues that in order to adapt foreign
aid it is important to consider the bureaucratic structures of the
host country and establish some familiarity with formal and informal
administrative systems. This goes especially for those foreign aid
programs that have operated outside the educational administrative
structure and are used to different degrees of centralizatioen,

communication patterns and cultural values.
However, administrative and political conflicts over development

programs are not only related to clash between foreign and Egyptian

models. They also occur in relations between assistance agencies and
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political decision-makers back in the assistance agencies’ home
countries as well as between politicians and bureaucratic apparatuses
in Egypt. On the one hand politicians in the donor countries cater for
their wvoters and dedicate most of their concern to political and
strategic objectives. On the other hand, development specialists
working for development agencies have different targets and evaluation
parameters, over and above the strategic ones. Develcopmental
objectives do not always prevail over political objectives. As
discussed by Chloe O©O’Gara in a USAID program and operations’
assessment report published in 1999, there were inconsistencies
between USAID development commitments, and the changing nature of
USAID’s internal politics. O’Gara used the example of directing higher
funds to massive school construction in Egypt and Pakistan as opposed
to cutting the budgets of education projects in Guatemala. She
explains that this inconsistency reflects political interests rather
than the development priorities and commitments set by USAID itself.
(O’Gara et. al.; 1999)

This internal conflict also occurs on the 1level of policy
implementation in the Egyptian Ministry of Education. The multiple
actors involved in the implementation of education programs often
struggle for control over local level implementation between general
{territorial) regional government branch offices of centralized
ministries and development organizations, thus constraining the
performance of these programs. {(King; 1995) This also goes for inter-
ministerial discord. For example development assistance directed to
school building may be delivered in cooperation with the Ministry of
Housing and Construction and not the Ministry of Education, thus
creating a conflict over technical specifications, and executive
details. Such administrative conflicts are more likely to occur in the
middle level bureaucracy, who may not represent the decisive policy

makers but are critical instead for policy implementation and are
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capable of improving policy effectiveness. “When different
organizations work together for the same goal but use different
approaches to achieve that goal, it may be difficult for them to
achieve it. When the goal itself is perceived of in very different
terms, implementing it is unlikely to result in success. When the
number of different organizations increases, the result can be an

administrative nightmare.” (Sullivan; 1991)

Reviewing the projects’ documents and going through the objectives of
various projects, we find that the ultimate objective of many programs
is to internalize the programs within the existing administrative
system and ‘sustain their operation and results. This however, has
often failed as such agencies have not integrated the local elements
of administration in planning and implementation phases, which often
also do not benefit from the programs. Another problem is the lack of
financial and administrative commitment of the governments of host
countries (Valsan; 1997). In many cases programs collapsed as soon as
donors or development organizations pulled out. Often the assistance
programs are the raison d’étre of various development agencies and
like any bureaucracy, the agencies want to maintain and expand their
functions. : Therefore they are against cash transfers or
internalization because it weakens their policy leverage over the
Egyptian government.

E. Revamping Civil Society as a Tool for Institutionalizing Education

Policy Reforms

Many developing nations that have lived under the authoritarian rule
of a one-party system, a totalitarian economy and political systems
where the common economic order is dictated by state-dominated

corporatism, have a weak civil society that £fails to perform the
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function of societal interest mediation (Schimmelfennig; 2002). Egvpt
has such a situation where centralized, top-down political and
economic structures have discouraged grass-roots participation, and
systematically weakened c¢ivil society for decades. These conditions
have reduced the negotiating power of civil society in the policy
formulation process and allowed it to exercise very limited pressure
from below on the state in the policy formulation process. Limited
competence within civil society is related to an insufficient
institutionalization and improbable sustainability of ©policies.
(Epstein; 2002) Participation could reduce systematic resistance to
change and persuade the various groups invelved in the policy
implantation process that the policy changes are consistent with theixr

collective and individual goals and not a threat to their identity.

In many cases where civil society organizations and associations are
considered weak, international organizations, cooperating with a
secondary state, contribute to build and revamp non-state actors in
order to speed the internalization process. “Private western
foundations and western states promote and even simulate structures of
civil society in secondary countries until actual societal actors are
strong enough to articulate interests of their own.” (Jacoby; 2000)
This support to domestic c¢ivil society 1is often welcomed and
encouraged by secondary states on the ceremonial level, but is seen as
a threat to the sovereignty and control of the state over the domestic
arena. Civil society groups act as domestic pressure groups that
challenge the top-down structure of the state, and thus weaken its
negotiating power with intermational organizations and donor agencies.
Therefore, many states encourage civil society groups superficially,
but reinforce 1legal 1limitations on the formation and operational
procedures of such groups and tighten the financial regulations on

such groups in order not to lose control.
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Conclusion:

The following parts of this study investigate how international
development assistance has interacted with domestic policy making in
Egypt to implement basic education reforms in the 1990s. I examine how
domestic policy development has interacted with the norms of the
international community and the consequent conflict of ideas triggered
by donor-sponsored reforms. The analysis will look at how reform
policies were initiated, formulated, implemented and evaluated,
focusing on the communication style adopted by the state and
development agencies to persuade and raise moral consciousness during
the various- stages of the policy cycle. Throughout the analysis I
investigate the level of engagement of domestic elites, civil society
and development agencies in processes of institutionalization and

persuasion.
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Chapter 2

External and Internal
Security Pressures
and Their Implications for

Decision—Making in Basic Education
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Introduction:

It is essential to understand the contextual variables connected with
the historical background, orientations of foreign policy, and
national security issues that influence domestic actors in the field
of basic education in Egypt. Such contextual variables have a bearing
on education policy initiation and formulation, and urge domestic
decision-makers to prefer a specific course for reforms over others.
Thus they have important implications for why decision-makers do or do
not choose to accept a donor policy advice. By identifying and
assessing these variables, we can also understand whether these
specific reforms were entirely inspired by donors, dictated by the

state’s political and economic orientations, or both.

Moreover, collective beliefs about the historical role of foreign
powers in setting education policies in Egypt, as well as current
external and internal security concerns influence the socialization of
policy zreforms. The communication style used by the state with
domestic actors to socialize policy reforms is both a cause and effect

of the contextual variables influencing the domestic scene.

In the first part of this chapter I assess how various foreign powers
had direct or indirect influence on Egypt‘s basic education policies
in the past, and how far this power was exercised to reinforce their
dominion over the country. In the second part of this chapter I
examine how the issue of Middle East regional stability continues to
attract the interest of the international community concern with basic
education in Egypt. I look at how the issue of national security has
affected education policy decision-making and how far foreign policy
orientations and the state’s position on various strategic security
issues are reflected in the field of education. I investigate how and

why education has always been considered a national security issue and
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review the various definitions of national security and how they are
interpreted differently by domestic actors, the Egyptian state and

foreign donors.

I. A Historical Review of the Agenda Setting of Education Policies

Who places an 1issue on the political agenda is a very important
question to investigate in the process of policy analysis. “Agenda
setting is a political activity that illustrates the amount of control
various parties have over policy choices.” (Gomaa; 1997} Understanding
how a policy agenda was set may help explain how political power in

Egypt is exercised and by whom.

Basic education has always been considered by Egyptian rulers to be a
major mechanism of progress and modernization. Literacy, the
acquisition of numerical skills and conformity with predominant social
and civic practices have always been deemed by rulers (national or
foreign) to be important factors for the modeling of industrious and
‘good’ citizens. As a matter of fact, education has been the tool
through which Egyptians absorbed their numerous conquerors and evolved

with them throughout ancient and modern history.

Education has always been used by the regimes as a source of
legitimacy and indication of patriotism and commitment to the masses.
Education is such an important public opinion issue that the National
Egyptian Newspaper Al-Ahram, in its 1issue of BAugust 21, 2000,
published an article accusing the minister of education of inflating
the results of the secondary schoeol exams in order to appeal to public
opinion before the October 2000 parliamentary elections. Public
opinion has, for a long time, withheld that sovereign and competent

governments are the ones that acknowledge free education as a basic
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social right for all citizens and provide it. (Said; 1996) The
eradication of illiteracy had been set as a national objective ever

since the era of Mohamed Ali.

“"Egyptian education is the past and present architect of economic and
social behavior in the Middle East and throughout the Muslim World~
(Judith Cochran; 1986). Kuttabs (religious primary education provided
through informal tutoring in Mosques) were the prevailing forms of
schooling received by young Egyptians from the year 642, when Muslim
Arab forces took over Egypt. Kuttabs facilitated the spread of Islam
and the Arabic language among Egyptians. Soon after the Fatimids took
power in 969, they established the first university in the world, Al
Azhar, which has been a major center for Islamic learning until the
present day. Al-Azhar made of Cairo (the Capital of Egypt established
by the Fatimids) the cultural and religious education center of Islam.
Many of the leaders of the Arab and non-Arab Muslim world have

received their education in Egypt at some point of their lives.

Religious education was the only form of education received by lay
pecple. The agrarian mode of production as well as the oppressive and
reclusive authoritarian style of the Ottoman Empire that ruled Egypt
from the thirteenth century until the early nineteenth century had no
interest in changing those conditions. This remained the case until
Mohamed Ali introduced formal education in the early nineteenth
century. Mohamed Ali (1811-1849), the founder of modern Egypt,
introduced agricultural development, cash crops and expanded
irrigation and was mostly interested in <constructing a civil
bureaucracy and an army to conguer Arabia, Greece, Sudan and Syria.
Religious education, received in Muslim and Coptic (Egyptian-Orthodox-
Christian) Kuttabs, did not prepare Egyptians to operate the
administrative systems, the modern army and the agricultural and

structural projects engineered by Mohamed Ali.
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The new institutions were replicated after the model of Western Europe
were superimposed on a traditional socio-economic structure in Egypt,
that had been cut off from the rest of the world by the Ottomans for
more than half a millennium. In order to prepare a cadre of
bureaucrats and competent army officers with technical skills, Mohamed
Ali selected a group of promising Egyptians and sent them on missions
to France and England to be educated in modern physical sciences,
administration and law. In 1838, Mohamed Ali established the Ministry
of Education ‘Diwan of Schools.’ (State Information Services; 1989)
The upside-down educational pyramid system established higher
education before elementary schooling and continued recruiting
students from the existing religious education system, Kuttabs and al-
Azhar. Later, elementary and secondary schools were added to the

educational system.

Empowering the Egyptian people and developing the socio-economic
structure was not the objective of the educational system established
by Mohamed Ali. He only wanted to produce a skilled workforce to
operate the economic and military structures to expand his patrimony
and aggrandize his empi:re. In a letter he addressed to his son and
heir, Ibrahim, Mohammed Ali said; “What Europe is suffering from is
the result of generalizing education among all levels of society

they have no chance of avoiding what happened. So 1if this is an
example in front of us, our duty is simply to teach them how to read
and write to a certain limit in order to encourage satisfactory work

and not to spread education beyond that point.” (Moursi; 1974)
A. Education Under the British Occupation (1882-1919)

The British had the least interest in providing education to the

masses, because they were mainly concerned with restraining public
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spending and balancing the deficits and foreign debt. However, later,
when economic reforms were achieved in 188% and there was a surplus in
state budget allocations for education did not exceed 1.3 percent of
state spending (Metwally; 198B6). In the meantime the British had
established a Technical and Administrative Commission for educational
matters in 1887, headed by British advisor Douglas Dunlop, who
formulated all significant educational policies and decrees (Aly:;
1999). Proposals for education reform and the eradication of
illiteracy were designed, but never implemented. Not only did they pay
little attention to public education, but the British incorporated the
Ministry of Education into the Ministry of Public works in 1894, and
in 1907, they abolished free public education all together (State

Information Services; 1989).

An elementary or secondary school certificate was necessary to cbtain
a civil service job and therefore more and more people were eager to
obtain an edﬁcation. Since the main purpose of education was to staff
the British civil service conducting Egyptian affairs, the education
system concentrated more on producing English-speaking, subservient
middle-class bureaucrats and little attention was given to technical
and vocational education or to integrating females into the
educational system (Metwally; 1986). Foreign and missionary schools
continued to flourish and provided the only quality secular education

to the privileged few.

B. Education Policies After the 1923 Constitution (1922-1952)

The nationalization of education and recuperating the sense of a
national Egyptian identity were major concerns in the period after the
1923 Constitution. Achieved after the 1long political struggle for

independence from Britain, the constitution reconfirmed free education
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as a basic right for citizens and made basic education compulsory
until the age of 12. Arabic became the major language of instruction
(Metwally; 1986). Universal basic education and the eradication of
illiteracy were the goals of the education policies, but were
endangered by the lack of basic facilities, qualified teachers and
concrete objectives. (Shura Council; 1994) Education had been oriented
for a long time towards the needs of the urban and centralized civil
service and poorly linked to the agrarian activity of the majority of
the population. These new education policies were implemented during a
very volatile period of Egyptian history, with internal political
instability, a massive presence of British military forces further
intensified by a World War II, and Egyptian engagement in the
Palestine War in 1948. Both internal and external factors were
destabilizing the country, capturing the full attention of politicians
and leaving very few resources to social welfare policies including

health and education.

The problems identified as hindering educational achievement were
described to be: a lack of schools compared to the number of students,
a lack of teaching facilities, the poor gquality of teachers, an
inconsistent curriculum, an imbalance between urban and rural areas in
educational levels, a high percentage of drop outs, a gender gap and
others. It 1is interesting to note that all of these problems

identified in the 1930s and 1940s are the very same ones in the 1990s!
C. Education Policies After the 1952 Revolution

As a consequence of the Free 0Officers’ coup d'état, which was
supported by a large paxt of the population, in 1952, Arab

nationalism, the redistribution of wealth and national development

became the determinants of state policy in the early 1950s and 1960s.
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The centralized state toock upon itself to provide for the masses,
employ all university graduates, subsidize basic goods, redistribute
agricultural land amcngst small farmers, provide services and
establish heavy industries and construct the high dam, a colossal
infrastructure project to regulate the Nile and extend irrigation. The
motto of the state was the eradication of poverty, illiteracy, and
disease. Education became tuition-free throughout all its stages up to
postgraduate studies, and was used as a means to reinforce national
identity, the pan-Arab Nasserite socialist ideology and consolidate
the republican military order. The enlarged role of the state required
the expansion of state bureaucracy. Besides, the expulsion of
expatriates - from key positions conducting economic activities,

increased the need for more nationals to £ill those posts.

The reliance on free education up to the university level, the hope
for prestigious employment in the growing public sector, and dreams of
social mobility in a previously hierarchical and class oriented
society, encouraged more and more people to send their children to
schools. The educational system became highly centralized and
standardized on both secular and religious education levels. Private
and foreign schools (except for American and Vatican schools) were put
under strict state supervision. The number of student enrollments in
public education increased, as opposed to private and foreign schools

that were regarded as elitist institutions in a socialist system.

The Revolution was addressing the masses and assigned an Egyptian
leader to preside over Egypt for the first time in many centuries. The
nationalization of the Suez Canal, firm resistance to the French-
British-Israeli invasion to the Canal in 1856, free education and the
land reform (redistribution) policies, reinforced the popularity of
the Free Officers, led by President Nasser. After the Nationalization

of the Suez Canal, his position in the Yemeni civil war, and the
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Egyptian lead taken in the Arab Israeli Conflict, Nasser was perceived
to be the leader of the Arabs. To solidify this image, Nasser granted
free secular and religious education at all levels to all students
from other Muslim countries and reassigned Egyptian teachers and
school administrators to the rest of the Arab countries. *“They set up
and staffed schools and universities on so large a scale that
Egyptians can claim to have shaped the secular and religious

leadership of most of the Arab countries” (Cochran; 1986).

However, the developmental goals were too ambitious, especially given
that resources were scarce and the concerns of the totalitarian regime
were mostly ‘directed to the military budget and foreign politics while
internal policies and national development schemes received no much

rmore than glamorous and rhyming slogans.

As aspirations were raised, demand for education increased but school
facilities and construction did not match demand, and the number of
qualified teachers decreased after their relocation to other
developing countries. Considering the limited budget drained by
military expenses, untargeted subsidies and curbed taxation, the
quality and extent of basic education were both sacrificed in order to
provide free-education up to the doctorate level. No new investments
could be afforded to build schools, reform administration, and train
and remunerate qualified teachers, or review the curriculum. Education
suffered from the same ailments as the rigid, inflated, centralized
and inefficient state-bureaucratic apparatus. After the euphoric
promises of national dignity and prosperity, the defeat in the 1567
Arab-Israeli war put into question all of the internal and foreign
policies of the state. Education was further marginalized and
attention and resources were directed instead to rebuilding the army

and revising foreign policy and strategies.
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D. Education Policies in the 1970s and 1980s

Despite the recovery of national self esteem after the military
accomplishment in the 1973 war, and the end of the state of war
concluded by the Camp David agreement in 1978, the 1970s and 1980s
were not much more prosperous than previocus decades for the masses,
notwithstanding the open door policy launched by Sadat at the end of
the 1970s that encouraged foreign investments in Egypt and the
adoption of a mixed economy. The profits and benefits of eccnomic
liberalization and foreign investments have enriched only the
privileged few and have not been equitably distributed. The country at
this point - suffered from a collapsing economy, a disintegrating
infrastructure, and substantial foreign debts. Education remained an
issue of wvital importance to the state and was regarded as a
precondition for development, but never received adequate human and
capital resources. Aspirations for social equity and national economic
independence had proven to be illusions, and dreams of prestigious
public sector employment turned into nightmares. The very small
salaries provided to university graduates employed in the public
sector hardly sufficed for basic subsistence, at a time when many
subsidies were cut off and luxury consumer products were launched into

the Egyptian market for the new elite.

“The educational system now reflected the mixed economy and divided
culture, ” according to Cochran (1986). Cnce more, private and foreign
education, and education in foreign languages had become the privilege
of the well-to-do segments of society. Thus, they acquired lucrative
employment in the private and foreign investment sectors, while public
education remained the alternative for the masses, which could not
afford quality education. As population growth increased, enrollment
rates in basic education increased accordingly, but the limited

capacity of the system could not catch up with this growth. Therefore,
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increasing enrollment in basic education (primary and preparatory) had
little effect in reducing illiteracy rates on the naticnal level,
limiting student drop out rates, and narrowing the gender gap in
access to education and scholastic attainment. In summary, we can say
that even though basic education has been recognized as an important
element of national development and human capital formation and was
declared to be a policy priority, it has received insufficient

attention in terms of real resource allocation and linkage to other

development plans.

Reviewing the background of basic education policies in Egypt, we see
three persisting trends. First, basic education has always been
present on the agenda of internal politics in Egypt since the
nineteenth century and reflected the political disposition of the
regime in power. It has been used to reinforce the expectations and
tenets of the regime and serve its needs for the workforce that
operates its institutions. Besides, education policies had often been
dictated by the need to build consensus and instrumentalize the
members of the community, rather than empowering them to actively
participate in the decision making process on the various levels

(personal, social and political) of their lives.

Secondly, there is the influence of foreign powers over the country’s
basic education policies. This is evident in both cases of the
policies of Mohamed Ali (an Albanian affiliated to the Ottoman Empire)
and his heirs as well as during the British occupation. While Mohamed
Ali was primarily interested in establishing his own empire and using
Egypt and its resources as its nucleus, the British were interested in
controlling the country in order to maintain complete access to their
colonies and control who set national interest. National progress and
human development were not on their agenda; on the contrary, they

opposed them, because revolt and defiance against foreign rulers were

Fatma Sayed -83-

— e wraa e

A




often initiated by the educated middle class. Thus, there is a deeply
rooted conviction in the collective memory of the Egyptian people that
foreign (westernized) influence on education creates a disassociation
from the national and religious identity of the nation. Consequently,
many define foreign education as a form of cultural neocolonialism.
Moreover the education system has often been divided into two
categories, a private (often foreign one) providing quality education
for the elite to prepare them for leading positions; and a poor
quality public one provided to the poor masses. As a matter of fact,
foreign education has always been the subject of a 1love-hate
relationship among Egyptians, since affording it meant socio-economic
mobility and status, yet it was also viewed as a challenge to
inherited social values. Hence, there is a degree skepticism with
regard to the aims of foreign assistance in the field of education,
especially when it is related to the contents of the curriculum and

the values it advocates.

Third, the controversy of providing universal £ree-tuition education
at all levels as opposed to the quality of education provided has been
.a major issue for Egyptian education. This debate has existed ever
since the 1930s. Free basic education has been viewed as a right for
every citizen since the 1923 Constitution. This perspective was
crystallized in 1950 by Taha Hussein (the eminent Egyptian
intellectual and minister of Education at the time) who defined
education to be like “water and air, the right of every citizen.”
After the 1952 Reveolution, the entitlement to free education extended
to doctoral 1levels and also to students from other developing
countries. As ideoclogically wirtuous as it sounds, it was not
feasible, considering the very limited resources of the country. Egypt
had been in a state of political turbulence and war from the thirties
until the mid-1970s. Consequently education received inadequate human

and capital allocations that did not allow it to perform its
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developmental role during those five decades. Universal education
versus quality education is a dilemma that still dominates internal

Ministry of Education debates and donors’ project documents.

II. Education, National Security and Political Stability

A. Defining National Security

In oxder to emphasize its importance, basic education in Egypt has
always been referred to as a matter of national security in every
single presidential speech, ministerial press release and official
governmental statement addressing the topic, ever since the beginning
of the 1990s. To declare an issue as a security issue means to place
it at the top of the political agenda, that is, to position it beyond
the ordinary rules of the political game, as Michael Sheehan maintains
in National and International Security, and allocate to it high
capital and human resources. (Sheehan; 2000) To define education as an
issue of national security meant to indicate the political commitment
of the Egyptian state, which always expressed good intentions
regarding education reform and specified goals and objectives, yet
failed to address the issue appropriately by dedicating sufficient
state resources to it. In our previous review of the history of
education policy making in Egypt we saw that education had always been
mentioned as a national priority but this did nct necessarily lead to
a significant political and economic commitment to such a target.
Therefore, by defining it as a national security issue, the state
intended to declare that this time it is determined to carry out the
proposed reforms. “The Egyptian state can no longer afford to consider
education as a service commodity, since it touches upon all aspects of
national security,” as the Ministry of Education stated in one of its

Mubarak and Education book series. (Ministry of Education; 1999)
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Interestingly, this was also the view of several donors and
international development agencies who saw education as a stabilizing
socio-political factor that contributes to maintaining a necessary
national and regional equilibrium. In oxder to understand how
education as a national security issue has affected the direction of
education policies and how it has conditioned state interaction with
donors, we need to examine how national security is defined by the
state, its constituents and by donors and how they relate it to the

role of basic education in society.

Ever since the emergence of the concept of the nation state after the
Westphalia -Congress and especially after the French Revolution,
national security has been defined in a military context and its scope
has been to protect national territorial and state sovereignty against
potentially threatening external actors. {Jean; 1998) In a
militaristic context, national security is accomplished using armed
forces and the threat is either an external power or internal actors
instigated by outside conspiring powers. This militaristic vision of
national security prevailed in security studies until the early 1980s
(1983) when Richard Ullman redefined security to include non-military
aspects. He suggested that “security is threatened by an action or a
sequence of events that: - (1) threatens drastically and over a
relatively brief period of time to degrade the cquality of life for the
inhabitants of a state, or (2) threatens significantly to narrow the
range of policy choices available to the government of a state or to a
private non-governmental entities.” (Sheehan) This definition was
further elaborated by the ‘'Copenhagen School’, especially by Barry
Buzan who broadened the concept of security to include political,
societal, economic as well as environmental security. According to
Buzan; political security is related to the organizational stability
of states, systems of government and the ideclogies that legitimize

them; while economic security is achieved by securing access to the
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resources and markets that provide necessary welfare and state power.
As for societal security, Buzan holds that it is related to the
achievement of sustainability within “acceptable conditions of
evolution, of traditional patterns of language, culture and both

religious and national identity and customs.” {(Buzan; 1991)

Having reviewed the narrower and broader definitions of national
security, we can move on to examine how this applies to the Egyptian
state’'s vision of education as a national security matter and how the
state’s perception relates to donors’ and development assistance
agencies’ views of the role of education as an element of security at

both the national and regional levels.

B. Education and National Security

In almost all his official statements referring to education,
President Mubarak links education reform to national security,
espousing the broader definition of national security that encompasses
the political, economic as well as the military dimensions. Political
security, according to an MOE publication, is achieved though
democracy and ‘social peace’. On the other hand, economic security is
to be achieved though the growth of human capital resources and the
economic productivity of individuals. Military security, in MOE
publications is achievable through a scientific and technological
progress that can be achieved only through an information technology
‘revolution’ linked to education reform. (Ministry of Education; 1991)
In fact, the Egyptian Ministry of Education has defined national
security in relation to education in a way that highly corresponds to
Buzan’s definition and which states that: “Education is closely
related to national security as national security in its simplest

definition is ‘the potentials, facilities, systems and procedures that
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provide protection for the citizen before any predictable dangers,
threatening his stability, welfare, independent decisions and land
integrity.’ In this context the Egyptian state defines war to be “a
war in mathematics, electronics and technology” and military supremacy

to be the outcome of education. (Ministry of Education; 1995)

Howevexr, one needs to read carefully between the lines, beyond these
rhetorical statements, and examine MOE policies on the ground within
the widexr socio-political sphere so as to understand what the state
considers a threat to national security. Also one must pay attention
to how education reform is put into action to deal with such security
concerns, and how this is related to donors’ and development

assistance agencies’ views.

Talk about national security has always dominated the political
discourse in Egypt, especially after the 1952 revolution, when the
authority and legitimacy of the ‘Free-Officers’ (which were the
Revolution’s Ruling Council) were challenged on both the internal and
external fronts. The ‘Free-Officers’ had to struggle with diverse
underground and overt movements in order to consolidate the new
Republican Socialist rule and, in doing so, almost every internal
issue became a matter of national security. Within this frame,
national security is perceived as the survival and reproduction of the
ruling political system. (Ibrahim Awad; Personal interview; August
2002) Communism, Islamism, monarchism, liberalism and other political
movements, then banned by the ‘Free-0fficers’, continued their secret
operation and challenge to the absolute power of the Revolution’s
Council. Indisputably, the strongest among the underground groups that
contested the secular and progressive ‘Free~QOfficers’ have been the
Islamist-fundamentalists, which later turned militant. On the other
front, Egypt's territorial integrity and national sovereignty was

actually threatened by Israel, Britain and France in the 1956 war

Fatma Sayed -88-




after the nationalization of the Suez Canal, as well as in the
subsequent wars of 1967 and 1973, and until the signing of the Camp

David peace treaty with Israel in 1978.

Throughout this time, education continued to play its role as a
homogenizing and conforming factoer in mobilizing the masses,
especially the new generations, to embrace the socialist ideology and
participate in the national cause of territorial sovereignty and fight
against foreign colonial threats. Educational curricula assumed a more
chauvinistic character introducing military education and enlisting
school patrol officers from amongst the students. In addition, hailing
the flag and ‘singing the national anthem became the daily practice for

all school children. (Mcgheeth; 2002)

This militaristic mobilization of education faded out by the 1980s
with the signing of the peace treaty and the relative political
opening after the settlement of a social and political pact that
allowed a degree of political participation for previously de-
legitimized political parties. Nonetheless, the Egyptian state has had
a complete hold on power for the past five decades (until the present
time) and it is wvery unlikely that any of the contending underground
opposition movements will get c¢lose to power, especially Islamist-
fundamentalist movements which have always been considered a threat to
state security. and even though Mubarak reconfirmed the Egyptian
commitment to peace with Israel and established better relationships
with the Libyan and Sudanese neighbors, fear of potential threats to
territorial integrity were not reduced to a historical concern. The
stability and reproduction of the current republican political system
and territorial integrity continued to be the two major security

issues dominating the political agenda.
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The Egyptian state’s reaction to the reemergence of the Halayeb and
Shalatin border conflict between Egypt and Sudan in 1992 is an example
of the use of security criteria for basic education decision-making.
This border conflict was settled by the intervention of the Egyptian
army, and the Egyptian state reacted by confirming its territorial
sovereignty by establishing more primary and preparatory schools,
extending health services to the two villages and providing other
state services. The aim was clearly to reinforce a feeling of Egyptian
citizenship amongst villagers, strengthen their national identity by
integrating their children into the formal educational system, and
give more weight to the subject of Halayeb and Shalatin in the school

curriculum. - -

However, the two main issues that have particularly conditioned the
education policy agenda during the 1990s, and which have also
dominated the political and public discourse in relation to education,
have been Islamist fundamentalism and the Middle Eastern conflict.
These two issues touched upon the concerns of donors and development
assistance agencies, and in some cases motivated some of their

education development programs.

C. Islamist-Fundamentalism and Education in the 19290s

The first half of the 1990s was a period in which Islamist militant
fundamentalism manipulated the internal political scene and raised
fears concerning the stability of the current Egyptian state, as well
as the stability of the entire Mediterranean and Middle Eastern
region. This fear was fueled by the Algerian crisis of 19%91. The
ultimate fear of world powers (mainly the Western world) was that the
model of the Iranian revolution would be replicated both in Egypt and

Algeria, thus reshuffling the entire regional and world order.
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Islamist militant fundamentalists are underground groups that base
their political, social and economic doctrines on a specifically rigid
interpretation of Islam. Distant from sanctioned political channels,
they seek to obtain power by incapacitating the current political
system in Egypt through militant attacks on the political, economic
and social institutions of the state. Militant fundamentalists started
their campaign against the Egyptian tourism industry in 1992, causing
substantial economic losses in the sector. In the same year, militant
fundamentalists assassinated several political and intellectual
figures and organized a militant sedition in Imbaba proclaiming it the
‘*Imbaba Republic’! Imbaba is one of Cairo’s poorest slums, has a very
high population density and lacks sanitary, education and health
services. The sedition was soon terminated by a forceful intervention
of the state security forces composed of 10,000 police officers. (The
Economist; 1992) Other terrorist assaults were carried out against
tourists in Upper Egypt (again the poorest region in Egypt) and an
assassination attempt against Mubarak took place in Adis-Ababa/
Ethiopia in 1997. Over seven years (1992-99) and since the Islamist
fundamentalists started their militant campaign against the Egyptian
state, approximately one thousand persons have been killed and twenty

thousand arrested. (The Economist; 1999)

The common conclusion established by leading Egyptian social
scientists and development specialists was that militant
fundamentalism has been drafting its militants mainly from the poorest
regions in Egypt, areas where most residents live below the poverty
line and the actual presence of the state is minimal in terms of
services (sanitary, health, education) and investments (infrastructure
and communication). Many of those areas are dominated by the various
forms of social violence that lie beyond the control of the state and
create informal relations of power among residents. In such forgotten

and overlooked territorial spots, family feuds, vendettas and honor
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crimes are often outside the controcl of state institutions and the
rule of law. Militant fundamentalism has recruited most among the
young and frustrated inhabitants of the poorest regions, where basic
services were undeveloped and security meant state control rather than

state protection of citizens.

All assessments of the geographic distribution of poverty in Egypt
have established that BeniSuef, Assiout, Menya, and Sohag (all located
in Upper Egypt) are the poorest parts of Egypt with the least access
to health and education services, as well as employment, capital and
state institutions. (Assaad and Rouchdy; 1999) It is worth mentioning
that BeniSuef, Assiout, Menya, Fayoum, and Sohag are the very same
regions that have witnessed the most frequent episodes of violence
generated by fundamentalist groups during the 1990s. It is important
also to recognize that militant groups have not only capitalized on
the high level of frustration resulting from this poor quality of
life, but they have also succeeded where the state failed. In many
urban slums and rural areas, Islamists have established charity
clinics and private tutoring centers with minimal symbolic charges and
direct contact with the population. In many cases they provided cheap
garments and free books for students and established tight networks of
solidarity with the local populations. The final image was that they
were groups that had a sincere concern for the population with whom
they shared and reinforced conservative religious values as opposed to
the state, which has been perceived as unresponsive, incompetent,
unjust and corrupt. The constant message given by fundamentalist
groups to the populations living in absolute poverty has been that the
answer to the long~standing developmental and political crisis and
failures is an ethical revolution. And since ethical in a conservative
traditional society means religious, then "“Islam was the solution” to

all developmental crises.
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In due course, if regional and national security were to ensure the
survival and reproduction of the ruling political system, then the
state had to reconsider its health and education services and
investments in such areas. The security situation in the first half of
the 1990s risked disturbing both the national and geopolitical balance
in the Middle East. Thus, it is no coincidence that during the second
half of the 1990s all bilateral donors (USAID, CIDA, DANIDA and
others) and international development agencies working in coordination
with the Egyptian state have directed all their development programs
to Upper Egypt- The Social Development Fund, which is a poverty net
supported by Dconors and the World Bank, allocated most of its

resources to programs targeting poverty.

The same applied to the basic education reform programs that targeted
mainly universal access of basic education all over Egypt and focused
mainly on rural Upper Egypt, in addition to dedicating special
attention to the under-serviced urban slums. Recent news about the
construction of more than 150 schools in Imbaba by 2002 confirms this
trend. (AlI-Ahram; June 29, 2002) Reviewing all the donors’ documents
on Education development programs, we can conclude that they all
target under-serviced areas in the South and the majority of them have
social equity as a major objective. The same applies to basic
education reform polices. During the second half of the 1990s, the
Government of Egypt’s education policy together with foreign
development assistance has aimed at providing basic education in the
remote and long forgotten areas that are deemed to be fountainheads of
potential militants. The purpose has been to confront and challenge

the fundamentalist grip on peoples’ minds and souls.
Islamist private schools and tutoring centers established in wurban

slums and rural areas are only one side of wider phenomena of the

Islamization of private education. Islamist private education is a
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growing phenomenon that represented only 7 percent of private
education in 1999, vet was more significant in real terms as it
represents an organic education movement resulting from a combination
of 1local and global <conditioning. {Herrera; 1599) Religious
fundamentalist movements invested in the spontaneous social
counteraction to the fast changes caused by globalization as an
attempt to maintain the value-identity of a specific society. The
adoption of conservative and reserved stances has been a byproduct of
confronting the interaction of the community with foreign cultures and
value systems. Education was therefore the right starting point,
providing three types of Islamic private education; fundamentalist,
commercial, - and foreign language Islamic¢ schools, and it is the

fundamentalist type that the state has been trying to downsize.

Fundamentalist schools have a ‘“non-conciliatory or conflictual
relationship with the govermment and as such represent a kind of
education of protest.” (Herrera; 1999) They are owned and run by
politically active Islamists (mainly Moslem Brotherhood) who utilize
such schools as a means of cultivating and channeling the expression
of political opposition. The main objective of this type of education
is to form a generation that endorses a religious and not a secular
state assuming that the rule of religious wvalues will suffice to
achieve social justice and equity through fraternity and compassion.
(Mina; 2001) The fundamentalist scenario, like all other forms of
populism, refutes the various forms of globalization (cultural and
pelitical and economic) based on the fear of losing one’s identity and
sovereignty and wunites the masses behind charismatic forms of

leadership, which derive their charisma from their presumed piety.
The state reacted either by shutting down the private tutoring centers

run by the Islamists, in the name of its campaign against abusive

private lessons, or by providing an alternative formal state education
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that absorbs the students and guarantees loyalty to the state
including its doctrine and its version and interpretation of religion.
Extending universal access to basic education, increasing the quality
of education to maximize retention and internal efficiency and C
curriculum reform, have been proposed by both the state and Western
development agencies as a long-texm policy solution to the challenge
of the penetration of fundamentalism into the education sector and as
means of control over the ideological indoctrination of future

generations.

Given the cultural and political sensitivity of this subject, foreign
development - ‘assistance never acknowledged and publicized it as a
formal objective of their educational development programs. Islamist
fundamentalism often came up as a security objective under the
category of social unrest, social violence or social and political
instability affecting overall regional stability. Even though it was
the state that took upon itself the mission of weakening the
fundamentalist grip on the education sector, it has been clear that it

could rely on the financial and technical support of foreign |

development assistance to achieve this. Besides 1imposing stronger \
control on private education and Islamist civil society associations

and NGOs that established 1Islamist charity schools and private I
tutoring classes, the Ministry also removed schoolteachers advocating '
religious fundamentalism from their teaching jobs and transferred them

to administrative jobs. Moreover, the MOE has introduced stricter :

controls to prevent scme school administrations (mainly in rural ;
areas) from pressuring their female students to wear the veil to !
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