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1. Introduction
Educational systems, structures, processes and outcomes around the world are ultimately conditioned by countries´ position in the world system and globalization and their direct as well as indirect effects on education. Therefore a broader understanding of educational phenomena requires Comparative and International education to include the world system and globalization perspectives in comparisons, at least in studies dealing with macro phenomena in education  (Crossley & Watson, 2003; Oyen, 1990). 


The paper argues that comparisons need to include the world system and globalization and hints ways to do so. It provides an overview of some trends, patterns and features in the world system (WS) and globalization that need to be considered when comparative research questions and  hypotheses are formulated. Then the paper presents an outline of an approach that combines WS and globalization theories, using scattered indicators and empirical findings. The approach has been inspired by different attempts to take the global into account when analyzing education (e.g. Adick, 1990; Bray et al. 2007; Bray and Thomas, 1995; Carnoy, 1993; Ginsburg et al. 1990). 

2. World System 
2.1 Generally
National societies are embedded in the WS, and their position in this system and general globalization forces (economic, cultural, and so on) condition their frame of action. Economically, the position these societies have in the WS may vary from marginalized to strongly incorporated into (competitive) world markets.


Two sets of theories deal with the global phenomena affecting education: (1) WS theories (politico-economic WS and institutional WS), and (2)  globalization theories
. The WS is here seen the structure and relationships between different interdependent components (nations, companies, organizations, etc.) on the globe, while globalization is the processes and flows that take place between the components of the WS. When the links between the components become more extensive and form chains, networks, exchanges and transactions, these processes may be seen as globalization.


The politico-economic WS theory differs in several aspects from globalization theories. One important difference is that in WS theory, the dynamics of historical development is a principal ingredient (necessary for the understanding of the contemporary situation), while it is not in most globalization theories (Clayton (2004). 

2.2 The Economic World Systems Approach
According to the politico-economic WS approach, the drive for profit and accumulation is the principal explanation of or condition for what occurs globally (Elwell, 2006; Wallerstein, 2006). The world economy (system) is different from empires in that it does not correspond to a single political unit and it emerges and functions regardless of political units and frontiers. The WS emerged in the late 15th and early 16th centuries and was based on an international division of labour that determined the relationships between different actors around the globe (Wallerstein, 1991, 2006). Wallerstein (2006) defines four different categories of countries or areas: core, semi-periphery, periphery and external areas. Different modes of labour usage develop in these areas. The periphery lacks strong central governments, and the external areas have their own economies, which for the most part exist outside the world economy. However, the system is dynamic and the relationships between countries, and hence their characteristics, may vary a great deal over time 
. The politico-economic system is predominantly capitalistic; people are encouraged or compelled to enter into commodified, monetized and priced exchanges as producers and consumers and to become competitive. Market forces and market ideals are reaching most places on the globe, and to a large extent  provide the foundation by which institutions are conditioned and life is organized (Cox, 2000; Gill, 2000; Saul, 1997; Story, 2000).

2.3 The Institutionalist World Systems Approach
The institutionalist WS theory assumes the existence of a world polity, which is not a physical body or institution but a symbolic and discursive entity  (Meyer & Kamens, 1992; Meyer et al. 1997). The world polity takes for granted or prescribes the existence of a state of the modern type in charge of a certain territory and  implementing modern institutions and cultures, and this theory assumes that national decision-makers have the ambition or feel compelled to form modern states that fulfill the expectations implied in the world polity. Since the world polity is not a physical or other body performing the functions of a state -  the distribution of collective goods and efforts to implement policies of equalization for example - at the international or WS level,  “We have a global economy but not a global polity and hence our ability to ´govern the market´ and ourselves is weakened” (Griffin, 2003, p. 1). The polity embraces world models which consist of “cognitive and ontological models of reality that specify the nature, purposes, technology, sovereignty, control, and resources of nation-states and other actors” (Meyer et al., 1997, p. 144). These models may be seen as “stored” in policy documents in and disseminated from international organizations (IGOs) and national governments of the biggest countries. 



Since the beginning of the 1980s, the world models include parts of and carry combinations of contradictory as well as complementary or overlapping ideas such as the market orientation (the autonomous individual as a rational chooser, consumer and utility-maximizing being) and the modern communitarian orientation (the individual as an autonomous but altruistic and solidaristic being). The elements of the world models are combined in different ways across countries.


The predominating discourses among policy-makers and some scientists today have an ontological and epistemological basis in common with the world models: the foundation in development optimism and evolutionary, teleological and linear thinking, and the believe in rational planning (Esteva & Prakash, 1998; Hammouda, 1997; Tenbruck, 1991).  They are also based in idealist philosophy: agent, ideas, attitudes, life styles are emphasized at the expense of structures and other “hard” realities (Ball, 1990; Jones, 2004; Pratt, 1978).

3. Globalization

3.1 Generally
Globalization includes at least four dimensions: technological/economic; political/governance; cultural; and educational, and it may be seen as increasing economic competition and interdependence involving or at least affecting more and more places in the world, and “the intensification of consciousness of the world as a whole” (Robertson, 1992, p. 8). It is useful to make a distinction between: (i) general processes of globalization, and (ii) more specific educational processes such as the spread of educational world models and educational borrowing (Meyer et al. 1997). 

3.2 Economic and Technological Globalization

Economic globalization is something more than the interaction of separate domestic economies, and it tends to take place rather independently from single country actions and frontiers. More than half of the world's goods and services are since mid-1990s  produced according to strategies which involve planning, design, production and marketing on a global scale (Bertherton, 1996a). New or more complex patterns of various flows are emerging; more countries or areas than ever before are affected directly or indirectly by these flows. The most intensive flows occur in high technology activities in Europe, the US, Japan, Oceania, and Southeast Asia, and growth and richness are concentrated in these areas. Countries "situated outside" these flows are marignalized but at the same time indirectly influenced in that their position in the WS conditions their frame of action (even internally) (Castells, 1993; Waters, 2000). Some countries have been able to gain space in the global market, while the others have been marginalized (Griffith-Jones and Campo, 1999).


While global processes are driven by large scale economic actors, such as Transnational Companies (TNCs) and IGOs (OECD, Unesco, the World Bank, etc.), some global processes result from state, (I)NGO and other activities (Boli & Thomas, 1999; Jones, 2005; Mundy, 1998; Sklair, 1995). Market forces, which have become the most extensive and penetrative forces (Cox, 2000), are spreading to most areas of life, among them education. The “market order” on a global scale is country-wise mediated by national and local history, and politics. Financial transactions have become relatively independent from investments and payment of goods and services exchanged in external trade (Bretherton, 1996a). In the mid-1990s, flows of finance capital became more important than flows of goods and services (Cable, 1995), and the value of finance transactions more than fifty times greater than that of the flow of goods (Bretherton, 1996a).


Foreign Direct Investments (FDIs) have increased considerably. TNCs in the North have increased their investments in the North and most of the investments take place in high income countries, especially speculative financial investments (Mulhearn, 1996; Waters 1995, 2000). The largest TNCs are concentrated to a few sectors, and they have grown more rapidly than the world trade, but most multinationals are still tied to the competitiveness of their "home" economy (Carnoy, 1993; Story, 2000). China has during the past decades moved from the category of low income countries and is attracting a lot of FDIs. For example, of the FDIs to developing countries during the period 1992-97, 32.5 per cent were made in China and only 5.2 per cent in other low income countries (Griffith-Jones and Ocampo, 1999:2). On the other hand, remittances and personal transfers from migrants home to developing countries, 80 million US dollars in 2005,  was an amount equal to  FDIs made in the same countries (Foreign Policy, 2006:60). Africa received most in relation to economic size (p. 68). 


In the capitalist system there are “balanced” and “differentiated” markets as well as oligopolistic sections and informal sectors (Hoerner, 1995; Offe, 1996). Morrow & Torres (2000:106) argue that there are four types of labour markets: 1) a market that responds to the demands of monopoly capitalism, 2) a market that responds to the demands of competitive capitalism, 3) a market that is the public sector, relatively protected from international competition, 4) a rapidly growing marginal labor market that includes everything from illegal transactions to self-employment, domestic work. Sectors and branches are being restructured due to the competition on the global market. In the economic sectors mostly involved in global processes, companies continuously restructure themselves and demand a flexible labour force (Waters, 1995, 2000). A small core of highly competent people is needed in these sections of the economy (Cox, 2000), and they are employed in what has been called the Post-Fordist mode of production and work organization. However, for large sections of the economies, the organization of production and work is not very different from before (Carnoy, 1999; Lorenz, Lundvall and Valeyre, 2004).


Economic globalization results in economic growth in some countries or places but also marginalization of other countries and increasing gaps between the North and the South (Griffin, 2003; Lipumba, 2003). In 1989, the poorest twenty per cent of the world´s population earned 2.3 per cent of the world´s total income, and in 1998, the percentage had decreased to 1.4 (Giddens, 2002:15). As far as the reasons for or causes of poverty in the world are concerned, there are two principal views: the neoliberal/managerialist focussing factors internal to each country, such as mismanagement, bureaucratization, corruption, and so on, and the politico-economic WS emphasizing factors external to each country, such as the International Division of Labour, FDIs and terms of trade. The first mentioned view has a hegemonic position in development and educational policies since the 1980s (Colclough, 1990; Rodrik, 2001; Shaw, 1985). Also, during the same period, development assistance has changed in three principal ways: (i) it is increasingly seen as an investment;  (ii) it is shifted from poor and/or unstable countries to middle income and/or stable countries; and (iii) implementation is increasingly performed by NGOs. The levels of total overseas spending on aid bilateral educational aid from the OECD countries have decreased while World Bank lending has increased (Duffield, 2002; Griffin, 2003). Since the 1970s, aid has been redirected from Africa to Asia and East Europe (Hoerner, 1995). For Sub‑Saharan Africa, the official per capita assistance fell from 32 US dollars in 1990 to 19 in 1998 (Väyrynen, 2002, p. 135).  Moreover, due to debt payment, from 1982 to1990,  "...there was a net transfer of resources from the Third World to the OECD countries equivalent to six Marshall plans" (Parkins, 1996, p.  62). 


Finally, global processes also reach the individual level. As Giddens (1994:22) argues: "Globalization is not just about the creation of larger systems, but about the transformation of the contexts of social experience.."  ICT now makes it possible for messages to go directly between individuals on a global scale. At least in high income countries, people spend more and more time involved with ICT and a result of this is that an increasing proportion of individuals´ life worlds are constituted by symbols and re‑presentations, implying that people, at least in high tech societies, spend more and more time with phenomena they do not experience directly but  are re‑presented by mass media and ICT (Carnoy & Rhoten, 2002; Giddens, 2002;Lash, 1990). This applies also to school-age children.

3.3 Globalizing Governance and the Nation-State
The fundamental task of the modern capitalist state has been to guarantee the principle of exchange relationships on markets; to make people willing and able to enter such relationships, function efficiently as producers, consumers and citizens; and to provide opportunities of well-being (Habermas, 1976; Offe, 1984, 1996).


Global pressure for human rights and pressure from international agencies concerning political freedom and freedom of organization have made many governments organize multiparty elections from the end of the 1980s (Bretherton, 1996b; Giddens, 2004). The number of NGOs and intergovernmental organizations (IGOs) has grown considerably. Between 1909 and 1993, the number of NGOs increased from less than 200 to more than 4,000 and the number of IGOs from 37 to 286 (Mannin, 1996). This  means that many more IGOs and INGOs affect policy-making and implementation than ever before (Jones, 2005).


However, states respond in a standardized way to globalization processes (Brown & Lauder, 1996; Cox, 1996; Gill, 2000; Mittelman, 1996; Offe, 1996, 1997). More precisely how various states react on the globalizing tendencies depends on their characteristics such as size, economic position, cultural composition, relationships between state, economy and civil sphere, and so on. Researchers have classified states´ pattern of interaction with or response to globalization. In general, four different strategies have been identified: (i) hyper-nationalism and fundamentalism; (ii) state-driven globalization; (iii) corporate responses; and (iv) contest of the processes of globalization. The first includes encapsulation and protection of the own economy (mercantilism), while the second is more or less the opposite. The state takes on the challenges and makes efforts to encourage companies with a home base in the country to participate in the competition. In the third case, the state does the same but in cooperation with the dominating and organized internal interests. The fourth strategy includes an active contest of the globalization forces. 


Brown & Lauder (1996) make a division into two principal "ideal typical policies" in which the role of the state and education differ.

	Table 1  Two Different Views on the Effects of Globalization on Employment                     and Skill Formation

	Global Competition Results in an Overall Demand for Higher Skills
	Global Competition Results in Skilling, Deskilling and Reskilling

	Global competition leads to techno-economic shifts. Such a shift results  in the short term to unemployment but in the long term to a higher standard of living and increasing employment.

Gobal competition leads to an increasing demand for higher skills in the whole population.

Lifelong learning for all.  
	Globalization is different from previous changes that were managed by national economies.

Global competition leads to an increasing demand for high skills in a limited category of employees but also to deskilling and unemployment.

Recurrent education  for some. 


From: Daun (2002).


These policies have different implications for education, especially adult education. The first strategy, the Post-Fordist, is focussed on restructuring of the economy and companies for flexible production in high tech branches. Co-operation between the state, employers and trade unions and improvement of skills are all essential in this strategy. It is important to raise the educational level and skills of the whole population, the state plays an active role in initiating life-long learning and vocational training. The second type, Neo-Fordist strategy, is based on classical economic theories, maintenance of structures and productivity increase in the traditional branches and industries. Mass production of standardized products by the help of cheap labour is one important ingredient in this strategy. The idea is to participate in the global competition through productivity gains and reduction of social costs. Only a small category of specialist employees in strategic positions are trained.

Regulation, economic measures, and ideological measures have traditionally been  the principal modes of state intervention, but globalization causes restructuring of the relationships between the national state, companies and international governmental and non-governmental organizations - NGOs, but also between different levels within a society (Zürn, 2003:341). New demands are now placed on national state´s ability to steer societal processes. The state has to handle multiple and sometimes contradictory demands and requirements: the consequences of economic restructuring (e.g. unemployment), increasing complexity and specialization and, simultaneously, increasing networking in society and across societies (Castells, 1993; Freeman and Soete, 1994; Messner, 1997; Story 2000).


For the state, to govern is to “to ensure at the different levels within this division of labour (between different spheres and actors in society) an effective presence of a democratic voice - so that the actions of a body at one level do not systematically negate decisions at another” (Pierre, 2000, p. 25). It is a common view that states spend less (state expenditures as percentage of the GDP) than before, but this is actually not the case (ibid., p. 1); instead they spend more on coordination, monitoring and evaluation and less on social welfare as percentage of GDP (Gilbert, 2004, p. 3). 


 At least in the educational domain, a distinction may be made between deliberate steering mechanisms (policy instruments and state intervensions) and steering forces.  Among the steering forces, the following ones may be mentioned: Constitutional status (of decentralization, for instance); Socio-economic and cultural context (economic level, socio-economic classes,  political culture, cultural heterogeneity-homogeneity, etc.); Ideological orientations in society; and Gender. These forces combine in different ways and at different levels. For example, at the local level, they are condensed and combine with everyday practice making.


Moreover, actions and decisions have different scopes and depths, and, consequently, it makes difference at what level decisions are made and actions taken. Kooiman (2000, p.154) discusses three levels of governing: first-order (problem-solving in everyday life activities); second-order (attempts to influence the conditions under which first-order problem-solving or decision-making takes place) and meta-order (“who or what governs ultimately the governor” (ibid.). Today the meta-order as it appears in the world models is a hybrid of market ideals, communitarian ideals and étatism.


Much of the governance and management in education now requires ICT-based communication network for rapid information flows horizontally and vertically in society, which does not exist in many low income countries. Governments in low income countries tend to have a weak capability to handle such intense production and flows of information (Naidoo, 2005).
3.4 Cultural Globalization
Culture is a broad concept and one of its aspects is the political culture, which defines what is the appropriate role for the state in society, the extent to which state interventions are seen as legitimate and common people are expected to participate in public decision-making (Almond & Verba, 1965; Inglehart, 1997). For instance, state interventions and state initiatives are more legitimate in several European countries than in the USA. The legitimacy and preparedness of the grassroots initiative and  participation, and local interventions in school affairs may be more or less expected and accepted. Also, cultures vary another dimension relevant in educational contexts: their degree of individual orientation (egocentric cultures) and collective orientation (socio-centric cultures) (Shweder and Bourne, 1984).


Neoliberal policies and globalization make economic imperatives dominate over all others (Ahmed, 1992; Bauman, 1991; Saul, 1997). Also, globalization causes or encompasses standardization and  homogenization as well as particularization and heterogenization; secularization as well as de-secularization and revitalization of moral and religious values (Berger, 1999; Norris & Inglehart 2004; Robertson, 1992). A universal, commercial culture is spreading through global media (Burbules and Torres, 2000). The “universalized” aspects of cultures challenge and question local cultures and taken-for-granted aspects, and traditions and religious beliefs are being problematized (Giddens, 2002; Mayer & Roth, 1995). This sometimes provokes revival and revitalization of local ideas and value patterns (and sometimes in the form of fundamentalism). As Giddens (1994) argues: "Traditions have to explain themselves, to become open to interpretation and discourse... tradition becomes something which has to be decided upon rather than just taken for granted..." (pp. 23-24).


The world religions compete and challenge one another; each of them claiming to possess "exclusive and largely absolute truths or values" (Turner, 1991, p.173). As a world religion, Islam is a global force but as such it is also challenged by other value-oriented forces and secular beliefs (Ahmed, 1992) and by the globalization of market‑oriented and liberal ideas but is at the same time itself one of the globalizing forces, a fact that has a large number of implications for education (Beely, 1992; Daun & Arjmand, 2005)
What ultimately occurs at the grassroots level is conditioned by the dialectics between the global and the local can be analyzed as “hybridization” (Nederven Pieterse, 1995) and “glocalization” (Robertson, 1995).  Hybrids and glocalized items are different from both the lent original and the original characteristics of the borrower. Frank & Stollberg (2004) study the integration of Asian medicine into the German health system and use two dimensions (gravitational centre: biomedicine or Heterodox medicine) and degree of hybridization (weak - strong) and establish four different types of “encounters". The combination heterodox medicine and strong hybridization is the “great medical melt pot”. A similar analysis is possible to make in the area of education. . 

4. World System, Globalization and Education

There is a dynamic and dialectic relationship between education and society (structural and  cultural realities). For example, when educated people do not find employment, this tends  to be seen as an educational problem but is rather a problem of politics (Samoff, 1999) and ultimately, a result of  globalization processes affecting economies and labour markets (Griffith‑Jones & Ocampo, 1999).



The two types of WS theory, the economic and the “institutionalist”,  have different views on education and its role in society. The institutionalist theory assumes that states structure themselves in accordance with the cultural pressure from the IGOs (proposing the world models), and that the same applies to education. The politico-economic WS approach argues that education is restructured according to and sub-ordinated to the requirements and demands of the economy: the drive for profit and the formation of competitive individuals (Clayton, 2004; Dale, 2000). The requirements of competition result in an increasing pressure on the national education systems to make people willing and able to become competitive in a globalizing context. The increasing borrowing in the educational domain (see Steiner‑Khamsi, 2004a) opens up for more encounters between the global, on the one hand, and the national and the local, on the other hand. Convergence of goal formulations, curricula and structures of education systems is taking place (Meyer et al. 1997; Rust, 2000). 


Nation‑wise implementation of standardized educational policies may have different outcomes. Around the world, education systems experience one or several of the following contradictory pressures: a unitarian vs. diversified system; religious-moral vs. secular curriculum components; local vs. national or international curriculum components; education as an  individual good vs. education as a common good; and competition and elitism vs. solidarity and cooperation; focus on tests and performance vs. more holistic considerations; and mother tongue vs. international language(s) (Daun, 2002). A combination of loose coupling in some aspects and strong coupling in others may, in fact, bind schools stronger to the central level and make them less autonomous in certain regards (Angus, 1994; Gurr, 1999; Robertson, 1994).


Benveniste´s (2002) case studies in three Latin American countries show how international influences and world models are mediated and reinterpreted in national contexts, and case studies in eight different countries representing four continents illustrate how global processes are handled and mediated by different nation-states down to the school level (Daun, ed., 2006) . In regard to this level, Carnoy (1999) and McGinn (1997) argue that global processes have not changed very much in the schools and the classroom teaching. However, more than ever before, head teachers and teachers often act on the basis of combinations of orientations “bridging the educational imperatives, market forces, political hegemony, and managerial complexity” (Robertson, 1998, p. 359). Although structurally and organizationally rather similar, the content of school and classroom processes differ between countries due to cultural differences (Alexander, 2000; Broadfoot, 1999; Preston, 2000). For example, the pupils interpret test tasks differently and give different meanings to achievement on test, and tend to have different degrees of motivation for achieving on such tests ‑ a finding that has implications for large scale studies, such as PISA (O´Neil, 2003). As to the way of organizing education and teaching, Arnold (1996) argues that the post-fordist philosophy (resulting from globalization processes) affects schools in two ways. First, the structure of the education system and the way of organizing schools is expected to become more similar to the way private companies are organized and managed, and secondly, the introduction of ICT in schools "filters" other activities.

5. Outline of a Comprehensive Comparative Framework

5.1 General Features
What has been described in previous sections should be considered when a comprehensive conceptual and methodological framework is established. From the trends and patterns in WS and the processes of globalization described above, a large number of variables, assumptions, propositions and hypotheses may be derived. The consequences of globalization for the nation state or the national education system have been the objects of research but less attention has been given to WS/globalization and its conditioning of national, local, etc realities and how this, in its turn interacts with education and schooling. 


A full-fledged model or framework presenting the complete idea cannot be presented here. Instead, some indicators for the preliminary screening of variables will be discussed. Every full-fledged analysis needs to take the "effects" of different levels into consideration: the world/global, the national and different sub-national levels (Bray & Thomas, 1995; Luke, 2004). In other words, we need a multilevel approach which employs both quantitative and qualitative approaches and data. Such an approach shows the "weight" of different factors at different levels in the explanation of the phenomena we are studying. When it comes to quantitative approaches, there are several options There are several options, and, in principle, all of them can be employed in an analysis where the WS or the global is the "highest" level. The strengths and weaknesses differ, due to the way they deal with the variables (and not to the fact that WS or global is implied) (Luke, 2004). These approaches will provide the quantified strengths of the relationships between different levels. 


For a more in-depth analysis, we need a qualitative approach taking a more holistic view of the factors and levels we are studying. A qualitative approach might has its base in the models presented by Adick (1990), Bray et al. (2007), Bray & Thomas (1995), and Ginsburg et al. (1990). The model suggested by Bray et al. includes three dimensions: geographical/locational levels; nonlocational demographic groups, and aspects of education and society. This model does not deal with the WS or global, but in principle, this level could be included as well. A simplified version of a framework presented in Table 2 is based in a similar idea. In addition to the dimensions in the table, the time dimension should be included. 


The different levels interact, and there are various types of interaction: exchanges, transactions, mediation, power relations, “conditioning” (higher levels condition lower levels or lower levels "mediate" the influence from higher levels) generally (Arnove, 1999). 

 Influences are mediated by the national context, more precisely by socio-economic classes, ethnic affiliations, gender, demographic factors, geographical features, etc. And there are interactions between the general context and education within countries as well as been education ministries and systems in different countries. The relationships between the global and the education system include borrowing, imitation, copying, imposition, etc.  (Dale, 1999; Jones, 2004; Phillips 2004; Steiner-Khamsi, 2004a, 2004b)."National context" and "nation state" in Table 2 could also be replaced by replaced by other units such as “community”, “network”, and so on.

	Table 2  Embryo of a Comprehensive Comparative Framework
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	WS2
	S1
	
	
	
	
	

	Education system
	WS3
	S2
	NS3
	
	
	
	

	Sub-national unit
	WS4
	S3
	NS4
	E4
	
	
	

	Intermediate
	WS5
	S4
	NS5
	E5
	SN5
	
	

	School
	WS6
	S5
	NS6
	E6
	SN6
	IM6
	

	Classroom
	WS7
	S6
	NS7
	E7
	SN7
	IM7
	SCH1



A simple list of variable or indicator domains would include the following, among other things: (A) WS/the global <-> All other levels. What is the country´s position in the WS (compared to that of other countries included in the comparison)? How have the positions changed during a longer period and why? What implications for educational resources and influences? (B) National state <-> different levels and units within the national context. What are the relationships between the national state and society? (C) National society (economies, cultures...) <-> other levels and units within the national society. (D) Education system <-> sub-national units, intermediate levels, school, classroom. (E) Sub-national unit <-> lower levels. (F) Intermediate level <-> schools, classrooms. (G) School<-> classroom.


The content of Table 2 may be illustrated in other ways, and Figure 1 directs the focus on societal spheres. The dimensions of levels and time should and the arrows showing the interactions between the WS/global and the other levels need be included. 

Figure 1:  Mapping the Global and the National

[image: image1.wmf]
First, some indicators for “measuring globalization” will be presented. Among the 62 countries included in the list, the four most globalized and the four least globalized are shown in Table 3. This information is combined with some of the Human Development Indicators from among the 180 countries
. Then follows: (a) an overview of the organization of production in some European countries and the HDI of these countries; (b) a  comparison of grassroots (school level) responses to the globalizing governance and decentralization of education in eight countries; and (c) a summary of the single case of Guinea-Bissau in West Africa in the 1990s (covering several of the aspects and dimensions to be included in a comparative study).

5.2 Some World System Indicators

Some of the variables or indicators will be hinted in sections 5.2 and 5.3. A. T. Kearney´s "Measuring of Globalization" (Foreign Policy (2004, 2006), and "Human Development Report published by United Nations Development Programme (UNDP) include indicators, useful for the screening of potential variables to include in a full-fledged analysis, although the “heavy structures” of the politico-economic WS and the institutions of the institutionalist WS are not explicit in these two types of reports. The indicators (and changes in these) might indicate where to search for relevant variables.


From the latest “measurement” of globalization presented by Foreign Policy (2006), the four top countries listed in Table 3 have been among the highest ten countries since this type of listing started some five years ago, and those at the bottom have been among the lowest. 


Four dimensions of globalization are estimated: economic integration, personal contact, technological connectivity, and political engagement, and each of them includes three to five indicators
.

	Table 3   Indicators of Globalization Processes in The Four Highest and Four Lowest Countries in 2005 and HDI ranking (UNDP)

	Position in 2006 (and in 2004)
	HDI ranking in 2003
	Dimensions of globalization
	

	
	
	Econ.  integr.
	Perso-nal contact
	Techn.  connec-tivity
	Political engage-ment
	The county´s  highest indicators

	1) Singapore (2)
	 32
	1
	3
	12
	29
	Trade; FDI; Telephone

	(2) Switzer-land (3)
	  7
	9
	1
	7
	23
	Teleph.; Remittances and personal transfers, Secure servers

	(3) US (7)
	 10
	58
	40
	1
	41
	Internet hosts; Secure servers; International org:s

	(4) Ireland (1)
	  8
	4
	2
	14
	7
	Un peace-keeping; Travels; Telephone

	(59) Venezuela (58)
	 75
	48
	60
	45
	52
	International org:s; Secure servers; Treaties

	(60) Indonesia (59)
	 99
	52
	59
	51
	50
	International org:s; Trade; Treaties 

	(61) India (61)
	110
	59
	51
	57
	60
	Remittances and private transfers; FDI; Govt.  transfers

	(62) Iran (62)
	127
	57
	62
	48
	61
	Trade; Internet users; Travel


Source: Foreign Policy (2006). The definitions and operationalizations of the indicators will not be given here.


Singapore is the most globalized country due mainly to trade and FDIs and it has gained position in economic integration. The country has a relatively high HDI rank, and in the period 1990 to 2003, the country increased its GDP per capita by 130 per cent. However,  relatively speaking it has not changed its position in the world. Switzerland has all the time had the highest or among the highest GDP per capita, and it increased by 79 per cent during the period studied here. In the HDI “league” it has always been high but has lost position. The USA doubled its GDP per capita, but lost HDI position. Ireland was in the beginning of the period the most globalized country, but has lost position. It has had a tremendous economic growth and increased its GDP per capita more than four times, and the country has gained position in the HDI league. Iran is lowest of all countries and is, relatively speaking, most globalized in technological connectivity. As can be seen from the table, none of the countries is high on all dimensions, but it of course matters a lot in what dimension (and indicators) a country ranks high or low, and this can be investigated in a profound study.

	Table  4  HDIs for the Most and the Least Globalized Countries in 2006

	
	Human Development Index
	HDI Rank
	GDP per capita
	Educ. Index

	
	1975
	1990
	2003
	1975
	1990
	2003
	1990
	2003
	2003

	1) Singapore
	725
	848
	772
	32
	37
	25
	10540
	24481
	0.92

	2) Swizerl.
	879
	981
	947
	 1
	 5
	 7
	17220
	30552
	0.96

	3) USA
	867
	976
	944
	 5
	 7
	10
	19850
	37562
	0.99

	4) Ireland
	811
	945
	946
	19
	23
	 8
	  7020
	37738
	0.99

	59) Venezuela
	718
	848
	772
	36
	44
	75
	  5680
	  4919
	0.65

	60) Iran
	566
	577
	736
	55
	92
	99
	  3560
	  6995
	0.74

	61) Indonesia
	468
	499
	687
	66
	98
	110
	  1820
	  3361
	0.81

	62) India
	412
	308
	602
	76
	123
	127
	    870
	  2892
	0.61


Sources: Human Development Report 1990; Human Development Report 2005.

It may be assumed that the indicators hint something of the “heavy” structures and relationships and makes it possible to derive key  hypotheses about the countries´ positions in the WS. What is behind these indicators? What are the implications for education in the country in question?

5.3 The Case Studies

5.3.1 Educational governance and Decentralization in Eight Countries
Eight countries (Norway, Greece, Cambodia, Nepal, South Africa, Senegal, Mozambique and Nicaragua) in which fieldwork had been conducted at the grassroots level are compared in Daun (ed., 2006). Although very different economically, technologically, politically and culturally, the eight countries have formulated rather similar policies and implemented important aspects of these policies, many of which correspond to what is suggested in the world model. However, the degree of implementation of the stated policies as well as the outcomes of implemented policies differ due to national and local features and circumstances (see  Appendix 1). 


The characteristics of these countries form the context in which globalizing forces have been mediated. A few of these characteristics are hinted in Table 5 .

	Table  5  HDIs and GDP per capita of the Eight Case Countries

	
	Human Development Index
	HDI Rank
	GDP per capita
	Educ. Index

	
	1975
	1990
	2003
	1975
	1990
	2003
	1990
	2003
	2003

	Norway
	868
	978
	963
	 4
	 6
	 1
	13820
	37670
	0.99

	Greece
	835
	934
	912
	18
	24
	24
	 4909
	19954
	0.88

	Nicaragua
	587
	612
	690
	54
	85
	112
	 2660
	  3262
	0.74

	Senegal
	311
	189
	458
	87
	135
	157
	 1250
	  1648
	0.39

	South Africa
	655
	766
	658
	43
	57
	120
	 5480
	10346
	0.81

	Mozambique
	..
	155
	379
	..
	146
	168
	 1070
	  1117
	0.53

	Cambodia
	..
	175
	571
	..
	141
	130
	 1000
	  2078
	0.69

	Nepal
	296
	158
	526
	89
	145
	136
	   770
	  1420
	0.53


Sources: Human Development Report 1990; Human Development Report 2005. Between 1990 and 2003, the number of countries included in the UNDP report increased from 160 countries to 177 countries. Since 17 countries more are on the list in 2003 than in 1990, only a change of more than 17 positions is a certain change.  


The two European countries first had an improvement and after 1990 a decline in their HDI but their relative position in the world did not change significantly. The other six countries have all the time positioned themselves in the second half of the HDI list. Nicaragua, Senegal, Mozambique, Cambodia and Nepal had an improvement of their HDIs in the long term but their relative position has either deteriorated or remained the same. It is also important to note that, among the eight countries, the economic gap increased -  the poorest country´s (Nepal´s) GDP was 56 per cent of the richest country´s  (Norway´s) in 1990 but 39 in 2003. 


The six countries with the lower index share some features that are highly relevant here. All of these countries are more and more being the object of (I)NGO interventions which carry modern communitarianism, and all of them have strong national/local cultures based in traditional communitarianism, whether they are relatively egalitarian or highly stratified along caste, clan or purely socio-economic lines. These cultures do not accept all the ingredients of modernity (e.g. individualism, profit-making). Thus, the project of modernity disseminated through the world models and general processes of globalization - even if filtered through national policy making - encounter the local realities, and something of glocalization and hybridization occurs (Nederveen Pieterse, 1995; Robertson, 1995). At the school level, this means that universal features are translated into and appropriated by local cultures.  An illustrative example is the attempts by the (I)NGOs to use traditional pagoda associations for purpose of modernizing education in Cambodia.


Secondly, these countries (with the exception of South Africa) are among the poorest countries in the world and do not have the sophisticated infrastructures and networks for a highly efficient and rapid communication. The result is that the central state can neither give the schools the necessary support for handling decentralized tasks nor monitor and assess the outcomes from the school processes. Mozambique is typical in this regard. That is, the new mode of governance does not work due, among other things, to the low technological level. Instead important aspects of the reform efforts are appropriated by traditional structures and cultures.

5.3.2 Varieties of Organization of Production and Work in Europe
A review of the organization of production and learning opportunities in the work places in Europe, Lorenz et al. (2004)  found considerable differences. On the basis of a number of dimensions, they defined four modes of work place organization: a) discretionary learning mode - typically Post-Fordist (employee autonomy, flexible work methods and work rate, responsibility for different areas, variety in tasks; problem solving, etc.); b) lean production (hierarchical and other constraints, limited responsibility and autonomy for employees, less problem solving opportunities, and so on), c) Taylorism (monotonous tasks, constraints, the lowest degree of autonomy), and d) simple organization (lacking the features of a and b). Table 6 presents the countries most different in the distribution of these four modes. The three countries with the largest Post-Fordist proportions are compared with those having least of such organization as well as the "odd" case of Ireland - see Table 6.


For example, 64 per cent of the labour force in the Netherlands are employed in companies characterized by high degree of autonomy and responsibility for the employees and variation in tasks (post-Fordist), while the proportion is 19 per cent in Greece. On the other hand, the labour force in Portugal, Italy and Greece is distributed  rather equally on the four different modes. Ireland has an extremely large proportion of the labour force in lean production. These differences are maintained even if branch and size of companies are controlled for. The four modes of course require different types and levels of education and training and very different learning challenges.

	Table  6   The Most Different Organization of Production and Work in Europe

	
	Discretion learning (DL)
	Lean production (LP)
	Taylorist

(T)
	Simple produc-tion (SP)

	Netherlands
	64
	17
	 5
	14

	Denmark
	60
	22
	 7
	11

	Sweden
	53
	19
	 7
	22

	Ireland
	24
	38
	21
	18

	Portugal
	26
	28
	23
	23

	Italy
	30
	24
	21
	25

	Greece
	19
	26
	29
	28


Extracted  from Lorenz et al. (2004:13).


The gap between the all the countries included in the study became smaller during the period 1990 to 2005;   the lowest per capita income as percentage of the highest among the countries  increased from 40 to 48 and a similar shrinking of the gap occurred  in the Human Development Indicators (HDI).

	Table 7  HDIs for the Selected European Countries

	
	Human Development Index
	HDI Rank
	GDP per capita
	Educ. Index

	
	1975
	1990
	2003
	1975
	1990
	2003
	1990
	2003
	2003

	Netherl.
	867
	976
	943
	 5
	 8
	 12
	12680
	29371
	0.95

	Denmark
	874
	967
	941
	 2
	12
	14
	13610
	31465
	0.99

	Sweden
	864
	982
	949
	 6
	 4
	 6
	14940
	26750
	0.99

	Ireland
	811
	945
	946
	19
	23
	 8
	  7020
	37738
	0.99

	Portugal
	787
	879
	904
	22
	36
	27
	  5980
	18126
	0.87

	Italy
	842
	955
	934
	14
	 18
	18
	13000
	27119
	0.95

	Greece
	835
	934
	912
	18
	24
	24
	 4909
	19954
	0.88


Sources: Human Development Report 1990; Human Development Report 2005.


On the other hand, the gap between the “richest” and the “poorest” countries increased in absolute terms from 9,931 dollars to 19,612
. None of the countries has essentially changed its HDI position among the world´s 180 countries included in the UNDP report.


The three most Post-Fordist countries first gained HDI position and then had a smaller decline,  although all of them have increased their GDP per capita. In relative terms, both the Netherlands and Denmark have lost position HDI position. A thorough analysis of the Human Development Report would most probably show that these countries have not been able to maintain the level of welfare and equality they once had (Gilbert, 2004).

5.3.3  The Case of Guinea-Bissau
In the global context, Guinea-Bissau was marginalized and neglected but with the armed liberation struggle against the Portuguese colonial power (1963-1974), it became a Super Power issue. The liberation movement (and then the independent state) was supported by the Soviet Union and the colonial power (a member of NATO) by the US. With the collapse of the Soviet Union, the country returned to a marginalized position. The country has one of the lowest GNPs per capita in the world, one of the least developed productive apparatuses, and one of the lowest rates of literacy. After independence, the country relied more and more on aid from international donor agencies (Cardoso & Imbali 1993, Chabal 1986), but despite this massive international aid, the economy deteriorated. Finally, the country approached the IMF and the World Bank, and an adjustment program of the common type was implemented in 1987. It implied, for instance, liberalisation of the economy and shrinking and decentralization of the state apparatus (Aguilar & Stenman, 1996; Cardoso & Imbali, 1993).

	Table 8   Human Development Index in Guinea-Bissau, 1975-2003

	
	HDI
	HDI Rank
	GDP per capita
	Educ. Index

	
	1975
	1990
	2003
	1975
	1990
	2003
	1990
	2003
	2003

	Guinea-B. 
	255
	88
	348
	93
	151
	172
	    670
	     711
	0.43


Sources: Human Development Report 1990; Human Development Report 2005.


Cashew nut production was of small scale until the middle of the 1980s but was  encouraged by the World Bank and increased rapidly with the economic liberalization and came to take over the role that groundnuts previously had in the export. In 1980, cashew production constituted eight percent of the export value and 80 per cent in 1990 (Handem & Gomes, 1993). The nuts are harvested mainly from wild trees, and this production requires less labour and less investment than production of rice and groundnuts. However, it was and is common that children are in charge of this work and are absent from the school in April and May. Therefore they fail in the examinations and are unable to pass to the subsequent grade (DPOL, 1987). Also, in the wake of the economic liberalization, many women had to establish themselves in small trade in order to substitute for the salary foregone when the husband was dismissed from the job in the public sector. Teachers also left their occupation for self-employments. Findings from a case study indicate that pupils started to drop in order to earn cash through self-employment and unqualified service work (Daun, 1998).  


In a broad perspective, there were and are three types of education in the country: indigenous, Islamic and Western. As to the first type,  all children, except a small minority with well educated Catholic parents, participate in some type of rites of transition (Handem, 1986). Revival of the traditional modes of education started already in the end of the 1970s; children left schools for participation in fanado (the rites of circumcision and transition). Regional and local representatives of the MoE negotiated with parents, religious leaders and village elders in order to convince them to compromise and organize the rites during school vacations and not during the school year (Daun, 1980; Pereira, 1989, 1993, 1996; da Silva, 1983).


Culturally, the country is increasingly involved in exchange with the worldwide Muslim community. Islamic educational institutions are of two principal types: the Quranic schools, and the Arabic schools (Madrasas). The former have a long tradition in the eastern areas of the country. In general, there are no special institutions of Quranic teaching but classes are held in the yard of a Marabut.


Islamic education has been revitalized. Arabic schools emerged on a larger scale in West Africa during the 1970s with the support from Middle East and North Africa (Brenner, 1993; Coulon, 1983; Embalo et al. 1993; Nicolas, 1981). Within the Muslim community there are certain cleavages. A distinction can be made between Traditionalists and Reformists. The former are allied with the Quranic education which is linked to local power structures and dominated by Muslim leaders. Generally Reformists are behind the Arabic schools; they want to purify Islam (and its education) and eliminate the local cultural elements in the religion and its education. The Reformists have direct links to North Africa or Middle East, where they have received their training (Brenner, 1993; Coulon, 1983).


From 1976/77 to 1994/95 the number of pupils in primary education increassed from 80,291 to 103,031 (45 per cent net enrollment) (MoE, 1977, 1995). Children enrolled in the Islamic schools run by the biggest organizations increased from 4,821 in 1990/91 to 11,230 two years later (Coloquio Internacional, 1993). It was estimated that in 1979, approximately 16,000 children attended Quranic schools (World Bank, 1988). Since the Quranic schools principally have evening courses, it is possible for pupils to attend primary school as well as Quranic school. In a study including more than 2,000 pupils in primary education, it was found that one fourth of them participated or had participated in evening classes of Quranic education - this in addition to the number mentioned by the World Bank (Ahlenhed et al. 1991; Daun, 1997). For the whole country it would mean that approximately 40,000 pupils were involved in Quranic education and some 11.000 - 12.000 in Arabic schools.


With the liberalization, the Arabic associations demanded the same rights as the Catholic church to get state subsidies for their schools. However, as they did not accept to follow the national curriculum and to be controlled from the MoE, none of them had in 1995 been defined is eligible for subsidies.



	Table  9  Uneven Globalization and National and Local Events

	Globally
	Guinea-Bissau
	The case villages and their schools

	* Flows of FDI

* Flows of finance           capital

* Emergence of the         Fourth World

* Economic liberalization

* State restructuring

* State more linked to    international and less to   local structures

* Post-modernism

* Securalization

* Individualization

* Uncertainty

* Islamic expansion,      renovation and restoration

* Educational restructuring

* Educational efficiency and effectivenss
	* Until 1996 only Coca Cola had plans to invest in the country

* Economic marginalization

* Dependence on cashew    production, variations in

volume of production and

export prices

* Weakening state - still    stronger links to international bodies

* Laissez-faire, neglect or inability

* Fragmented modernization, synchretism

* Revival of Islam and local religions

* Individualization

* Islamic expansion and struggle for access to national arena

* Educational reform (e.g. decentralization)
	* Not involved in flows of investment and finance capital

* Economic incorporation (cashew and cotton export) as well as marginalization

* Children become employed in informal sector that does not require Western schooling

* Reinforced movement of people and currency across the boarder Guinea-Bissau - Senegal

* State bodies at village level irrelevant in matters of everday life

* Local powers not consulted and not involved in decision-making

* Revival and renovation of Islam in the Gabu region. Arabic school established in one of the villages. A synchretic movement - Kiangiang - in Balanta areas. Revival of traditional rites. 

* Reform implementation fragmented.



A reform of primary and secondary education was made a condition by the World Bank loans. The principal features of this reform were: Abolishment of the colonial structure (two cycles in primary education); massive in-service training of the teachers; a curriculum reform; renovation of older, permanent school buildings and construction of new ones; and experimentation with Creole (lingua franca, a mix of Portuguese and African languages) as the language of instruction on an experimental basis. Also, with the SAPs, considerable cuts were made in the educational budget (Aguilar and Zejan, 1992; Monteiro & da Silva, 1993).


The consequences of the globalization processes are fragmented in Guinea-Bissau (see Table   ). The incorporation of cashew and cotton production into the global system is hitting directly into the economy of the local community. Also the idea of the Western type of schooling is there, although not always accepted. Segments of the population make part of the Muslim umma ("world community") (Ebin, 1993). Apart from this, life in the villages of Guinea-Bissau is marginalized from the processes otherwise taking place globally.
6. Conclusions

Education has been globalized since the 1950s in that (i) the modern type of education has been almost universalized, and (ii) a uniform policy of restructuring (type of governance,  mode of finance and organization of educational provision) has spread world‑wide.


Countries´ economies are conditioned by their position in the world system, and the dynamic processes of globalization. This affects the amount of resources available for education. States make efforts to adapt to the drive for profit and competitiveness and cannot neglect to formulate policies that match these more direct influences. Globalization processes have been accompanied by the market‑oriented and modern communitarian discourses and the emergence of world models for education. The globalized and standardized policies, however, have different outcomes due to the hybridization and glocalization taking place in national and local contexts in which they are implemented.


There are the general processes of globalization as well as and the more direct educational processes but these two are separate processes. Many countries are marginalized generally but educationally they have been more or less forced to join the project of Education for All. For this sake, Unicef and Unesco have since the beginning of the 1990s, supported Muslim schools in Africa, for example. In 1993, UNESCO organized a conference in order to  find out if and how Islamic educational institutions could be involved in the struggle for education for all (UNESCO, 1993). Since the beginning of the 1990s, Islamic NGOs have received  financial support from Unicef for their alternative schools (i.e. Arabic schools) in West Africa (BREDA, 1995; Coloquio Internacional, 1993).



Both educational expansion and type of reform suggested and implemented in many countries are de-coupled from the national context. In order to capture or cover all the aspects mentioned, C&I has to adopt a new dimension: the global system or WS perspective, which is something different from and more than cross‑national and cross‑cultural comparisons. A WS approach also looks at the educational borrowing and transfer across cultural contexts. World system and globalization analysis needs to include large scale cross-national studies as well as in-depth case studies and case studies of other units, and C&I has to be multi‑disciplinary; include area and specialist knowledge; take the global and local seriously into account; and be open to the theory of science.

Appendix 1  Some Forces and Mechanisms of Governance and Decentralization

	
	Governance
	Type of Decentr.
	Some Outcomes
	Forces working at school level 

	Nor-

way


	Mixed etatist, market and communitarian (participatory). National curriculum; some aspects at local level.  Municipality. Block grants from national to munici-pality.  Principally funds per student. School committee. Report test results and activity  upwards.
	Mainly devolution
	More “schoool” (principal) power. New structures established. 
	Market forces (choice and per student funding), professional- managerial, professional-pedagogical. Socio-economic and geographical inequalities.

	Greece


	Etatist. National (funding, national curriculum). De-concentration to different levels. School committee. Parallel: Public sector instances - parental representa-tive bodies. Reporting upwards and horizontally. 
	Mainly de-concentra-tion, some devolution
	More “school” (prin-cipal) participation. Some new structures established. 
	Professional-managerial, professional-pedagogical. 

Socio-economic and geographical inequalities.

	Nica-

ragua


	Mixed etatist, market, and communitarian (participatory). National curriculum, periodical evaluations, district, school (school board): Evaluation of school activities. Reporting vertically and horizontally.  Most funding from national level. Locally: Fund-raising.
	Devolu-tion, delegation
	More “school” participation (principals, teachers, parents and stu-dents). New structures established. 
	Shortage of resources Market mechanisms (per student funding); fund raising. Professional-managerial. Socio-economic and geographical inequalities. Weak communication  network and know how.

	Sene-

gal


	Generally étatist but non-étatist in relation to community schools in the new program. From national level to civil society (INGOs).  Theoretically: Participatory. 
	Mainly de-volution; de-concen-tration
	More NGO activities. New structures established. 
	Culture of low participation in the project of  “modernity”. Com-munitarian, professional-mana-gerial. Weak communication network and know how. Socio-economic and geographical inequalities.

	South

Africa


	Mixed etatist, market, communitarian (participatory). Per pupil funding. Private sponsoring. Fund-raising. National: National curriculum; some details at local level. Outcomes-based assessment. Reporting activity and test results upwards in standardized forms. 
	Devo-lution; de-concen- tration, some recen-tralization
	More to “school” (principals) partici-pation, some to parents. New struc-tures established. 
	Shortage of resources. Market mechanisms (fund raising). Inherited socio-economic and socio-cultural socio-economic and geographical inequalities.

	Mozam-bique


	Etatist, communitarian (participatory).

National. Regional. District. Village - school. Reporting upwards.
	Mainly de-concentra-tion; delegation.  
	 More activity in district offices and adm.  in  schools. New structures established. 
	Culture of low participation in the project of “modernity”. Shortage of resources. Shortage of communic-ation. Socio-economic and geographical inequalities.

	Cam-bodia


	Communitarian. National, clusters, village - pagoda associations. Traditional krom saki (solidarity groups).

 INGOs.
	Devolution
	More to traditional civil society representatives as well as NGOs 

Some new structures established. 
	Culture of low participation in in the project of “modernity”. Shortage of resources. Socio-economic and geographical inequalities.Weak national capacity to interact with local level.

	Nepal


	Etatist. National, district, village, school. Parallel system: state bodies at different levels, elected bodies at district, village and school levels (school management committee). Reporting upwards.
	Mainly de-concentration  to district Delegation
	 More activities at district offices and schools. New struc-tures established. Re-centr. of some structures.
	Shortage of resources. Culture of hierarchy and non-participation in the modern project. Socio-economic and geographical inequalities.
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�  Sklair (1995) discusses five different types of "theories of the global system": (i) imperialist and neo-imperialist; (ii) modernization and neo-evolutionist; (iii) neo-Marxist (dependency theories, for instance); (iv) WS theory (the NIDL - New International Division of Labour theory); and (v) modes of production theory. Some of these theories deal basically with the economy and its implications for other aspects.


� It has been argued that some of the formerly poor countries have been able to attain the take-off stage and develop economically. Some Asian countries are mentioned as examples. However, a historical review reveals that these countries were very different from many other low incomes countries already in the beginning of the 20th century in that many of them historically had a "nation-wide" education system (pagoda schools or other types of schools) and the level of enrollment in colonial schools and level of literacy were significantly higher than in many other "underdeveloped" countries.


� 





� The UNDP reports contain a massive sets of data that also reveal some of the interactions between the WS and single countries as well as interactions within each country.


� Economic integration: Trade, FDI, portfolio capital flows, investment income. Technological connectivity: Internet users, Internet hosts, and Secure servers. Personal contact: International travel and tourism, international telephone traffic, and remittances and personal transfers, compensation to employees and other person-to-person and non-governmental transfers. Political engagement: membership in international organizations, personnel and financial contributions to UN, Security council missions, international treaties ratified, and governmental transfers. The highest indicators for each country are listed in the right column. The Netherlands was the third country in 2004 but had deteriorated to the fifth place in 2006 and is therefore not included in the table.


� It does not follow a priori the neoliberal assumption that globalization results in economic growth in all countries.


� In 1990 Sweden had 14,940 dollars per capita and Greece  4.909 (=9.931). In 2005 Ireland had 37,738 and Portugal 18,126 (=19,912).
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