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Introduction

In this chapter, we analyse the views of Brazilian, Chinese, and Russian actors 
concerning the future development of quality assurance and evaluation. Our 
interest is in examining actors’ perceptions within a wider historical and politi-
cal context, with the aim of comparing the possible futures of QAE in the three 
case countries. The chapter complements the findings presented in previous 
chapters by focusing not only on past experiences but also on the future aims 
which guide present policies and action (see Adam 2010; Andersson 2012; 
Andersson & Rindzevičiūtė 2016). By looking at the future goals set for edu-
cation QAE, we aim to advance research into one of the book’s key themes, 
namely, how QAE policies shape education practice and discourse.

We draw on critical futures studies (Bussey, Inayatullah, & Milojevic 2008; 
Ogilvy 2004), which perceive the future as a site of alternatives, instead of 
attempting to predict it. Moreover, we subscribe to the argument that the task 
of the research on possible futures is not only to contour the unknown but to 
rethink the structures of power and governance embedded in official future 
scenarios and forecasts (Cruz 2015; Inayatullah 1990, 2002; Slaughter 2002). 
These ideas are related to the theoretical notions of complexity referred to in 
the book’s earlier chapters, one of their key themes being the future’s unpredict-
ability (Biesta & Osberg 2010; Cairney & Geyer 2015). Predicting the future of 
complex systems is difficult, which is why researchers who recognise this chal-
lenge refrain from definite forecasts and focusing on alternative future images 
and scenarios. The idea of alternative futures is also reflected in this chapter’s 
title, which refers to the differing perceptions arising from the research data.

Investigating the future as a site of alternatives helps in grasping a picture 
of large political changes and identifying patterns in current political action 
affecting the future (Cruz 2015). It also helps in understanding what future per-
spectives become hegemonic over others and why. The fall of socialist utopias 
at the turn of the 1980s and 1990s, for example, created room for the rise of a 
neoliberal, globalised, and technologised view of the future (Milojevic 2005). 
This neoliberal thinking grew stronger until the recession of the 2000s, after 
which criticism of the social disadvantages caused by neoliberal economic poli-
cies increased, particularly in Latin American countries (Coronil 2011).
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We agree with Masini (1993) that views of future and time are strongly linked 
to their surrounding cultures and traditions. Several factors, such as experience, 
and varying philosophical and political traditions and systems, underlie the dif-
fering perceptions of the future in our case countries. An understanding of 
these differences requires knowledge of the countries’ own traditions, as these 
belong to the collective memory affecting present politics and future develop-
ment (Hoffman 2013). Moreover, some elements of views of the future may 
have evolved over a long period, and sometimes visions which had little impact 
originally may have become mainstream (ibid.). This finding is related to the 
idea of path dependence and increasing returns, where large consequences may 
result from relatively small or contingent events (Pierson 2000).

The first chapters of this book comprehensively described our project’s data. 
Here, we need to point out that not all the interviews conducted for the pro-
ject referred to the future. The analysis for this chapter  is based on selected 
national-level interviews in which such references were made: Brazil (n=22); 
China (n=15); and Russia (n=11). With this number of interviews, we of course 
cannot claim to demonstrate “how educationists in general in Brazil, China, and 
Russia think about the future of QAE”, but our data allow us to reveal the quali-
tative range of their opinions. In addition to the interview data, we examine the 
latest plans for education, and especially QAE, put forward in each case country.

Our interview data on the possible futures in the three countries may be 
characterised as follows: in Brazil, interviewees openly expressed their personal, 
rather than organisational or official, views, whereas in China and Russia possi-
ble futures were mentioned relatively rarely by our interviewees, and such views 
were expressed in response to questions prior to the explicit futures question 
at the end of the interview. To some extent, such views have already surfaced 
in the analyses reported in the book’s earlier chapters. As this chapter’s analysis 
shows later, notions of what constitutes “quality of education” and views on 
QAE are closely interlinked: different conceptions of quality have implications 
for how quality can and should be evaluated, and conversely, different tools of 
QAE either prioritise or downplay different notions of quality.

We continue with a review of the changing perceptions of time and future 
from an historical perspective, including the archetypes of the future of edu-
cation developed by Inayatullah (2008). Next, we focus on an analysis of the 
case countries by briefly considering the domestic economic, political, and 
ideological factors which may affect actors’ views of the future development 
of education QAE. Thereafter, we use our interview and documentary data to 
analyse how actors in these countries perceive the future trends of QAE in their 
respective contexts.

Changing concepts of time and different  
archetypes of the future of education

Barbara Adam (2010) presents a substantial analysis of how human percep-
tions of the future have evolved. The earliest conceptions emerged and evolved 
within religious mythologies which determined the world’s future direction 
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and the human being’s life course. The annual rhythm characteristic of natural 
economies reinforced perceptions about the cyclical nature of time and the 
recurrence of the past in the future (Adam 2010). The development of science 
and technology and the rise of the idea of linear progress represented the fall of 
myth; the idea of progress guided the search for better utopias and challenged 
religious providence. People now believed they could influence the future and 
that they could remould it to suit their needs. The calendar enabled more pre-
cise planning, which led to an increase in control, social synchronisation, and 
regulation. At the same time, paradoxically, the future became more uncertain 
and contingent, as previously unchallenged traditions of the past ceased to pro-
vide answers to future problems (Adam 2010; Ogilvy 2004).

The belief in constant progress has met increasing criticism in recent decades. 
Ecological devastation, global economic crises, and the failure of socio-political 
utopias has strengthened the post-modern view that the world and its future 
cannot be explained by relying on the idea of progress (Adam 2010; Miloje-
vic 2005; Ogilvy 2004). Adam (2010) notes that the future should no longer 
be considered a “void”; she finds the idea of a conjecture or an “open future” 
flawed, as present and past generations, through their irresponsible exploitation 
of nature, have already imposed limits for future generations. Ogilvy (2004) 
even describes the present enthusiasm for predicting possible futures – various, 
often conflicting scenarios and future visions – as tragi-comic.

Current prospects, as Milojevic (2005) states, tend to fall into two categories: a 
firm belief in continued technological development or anxiety about ecological 
regression leading to natural disaster. However, she cautions against succumb-
ing to such binary utopian or dystopian views. We agree with Milojevic’s view 
that instead of taking a binary approach to the future, it should be considered a 
heterotopy, where many different, often competing, visions exist simultaneously. 
These visions are related to values and are continuously negotiated, locally and 
globally. What some mean by utopia may thus mean dystopia to others.

The theory facilitating this chapter’s analysis is Inayatullah’s (2008) “futures 
triangle” and the five archetypal images of the future and the position of edu-
cation which accompanies it. The futures triangle maps the future in three 
dimensions: the weight of history, the pushes of the present, and the pulls of 
the future. Examining historical trajectories in futures research is important, 
as many of the existing deep structures set the boundaries of future action 
and change. Likewise, identifying existing trends is important because some of 
these trends continue and have an influence far into the future. The archetypal 
images of the future are those which pull people forward (Inayatullah 2008). 
The archetypes of education futures were inspired by the tradition of research 
into various future archetypes (see Cruz 2015) and developed in a series of 
workshops. Although the archetypes are different, they share a common feature 
in their criticism of the existing education system (Milojevic 2005).

The first archetype believes in constant progress and evolution. It is charac-
terised by a modernist and industrial vision that education should provide basic 
skills such as mathematics and training for the needs of the economy and the 
nation-state; it should train consumers, workers, and citizens.
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The second archetype is the opposite of the first and cautions against the 
collapse of humanity which people will inevitably cause in their continuing 
excessive exploitation of nature. Humanity has overshot its limits; the future will 
be worse than the present. This archetype portends growing inequalities among 
people and deteriorating future conditions. Current education and training pro-
vide no remedy for social problems and do not meet a changing world’s needs.

The third archetype is idealistic: the world manifests itself as a garden, “Gaia”, 
where cultures are flowers and people’s inequality can be socio-technologically 
fixed. This requires changes in education and training; education institutions 
should transform themselves from silos of instruction into ecologies of learn-
ing pedagogies. Education is idealistic; schools and universities become gardens 
where students focus on finding their unique skills and learning from each other.

The fourth archetype is globalism: when borders fall, free movement of tech-
nology and capital will bring wealth to all. This archetype is opposed to tradi-
tional “isms” and dogmas, which it considers as barriers preventing people from 
achieving a new world. Education prepares individuals for the world of global 
technology, in which new technologies, global corporations and businesses, and 
non-governmental actors define frames of reference and rules of action.

The fifth archetype constitutes a counterbalance to the other archetypes by 
addressing the future nostalgically. A simpler way of life lies ahead, with a clearer 
hierarchy and less disruptive technologies. The best days have passed, and the 
changes of the present are too overwhelming. Education should therefore 
return to its fountainheads, which are filled with basics focusing on morality, 
clear gender roles, strong leadership (often male), and communitarian values.

In the following section, we apply the futures triangle and the idea of the 
five archetypes to a reflection of our analysis of QAE in Brazil, China, and Rus-
sia. We are especially interested in whether any of these archetypes manifests 
itself in the country contexts. Based on previous research, we first analyse the 
historical and political factors which have affected images of future education 
and QAE development in the three case countries. We then examine how 
the actors interviewed for this study see the possible future trends of QAE. 
We also consider the possible futures expressed in the latest national plans for 
education. These are the National Education Plan 2014–2024 (PNE) in Brazil, 
the Outline of China’s National Plan for Medium and Long-Term Education 
Reform and Development (2010–2020), and the State Programme for Educa-
tion Development in Russia (2013–2020).

Perceptions of the future of QAE in Brazil,  
China, and Russia

Brazil: education as a national commitment

Historical weight and pushes of the present

In Brazil, the contemporary period is felt by many as a transitional stage to 
the future (Coronil 2011). However, this societal sense of “being in transition” 
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is not new. The Brazilian narrative has always depicted the present as a step 
into the future rather than a continuation of the past or a moment of its own. 
A few examples of recent official discourses under democracy clearly illustrate 
this constant reference to an abstract future: in 2011, the legacy of Cardoso 
(1995–2003) was characterised as “sowing the future” (Graziano 2011); in 2013, 
ex-President Lula da Silva (2003–2011) told a group of French entrepreneurs 
“there is no other country with the perspective of the future that Brazil has” 
(Silva 2013); in 2014, ex-President Rousseff (2011–2016) said that “education 
is our passport for the future” (Rousseff 2014); in a recent event called “Pro-
ject Brazil Future”, President Temer (2016–present) presented some economic 
ideas drawn from a programme called “A Bridge for the Future” (n.a. 2015).

Although opinions diverge (Braathen & Kasahara 2015), Brazil has always 
characterised itself, and also been characterised, as the land of the future 
(e.g., Zweig 1941). Early Brazilian history is associated with colonialism and 
its later history with agrarian oligarchies and dictatorship, which provided no 
pertinent model for present or future action. The building or fostering of tran-
sitional stages to the future through a – frequently rhetorical – discursive con-
struction may be understood as an inherent strategy to discursively break with 
history. Transitional stages channel attention and effort towards the construc-
tion of a better or promising future. This confidence in the future forms part 
of a set of societal dynamics and socio-cultural features which emerged in, took 
form in, or permeated Brazilian education history. These shaped the current 
views of the future in education, as the next section shows.

The Brazilian future has been constantly imagined in connection with the 
country’s socio-economic development. Throughout the twentieth century, a 
focus on industrialisation, modernisation, and growth permeated every gov-
ernment’s political project regardless of its political stance, albeit differently. 
Although the main goal of these development plans was to attain socio-
economic progress, they always included education concerns, and changes 
progressively occurred in schooling despite the huge gap between political 
intention and action. This close discursive connection between education and 
socio-economic progress allowed education to remain on the political agenda 
in times of both democracy and dictatorship. Despite the political discontinuity, 
the democratisation of education, seen in the concrete expansion of education 
opportunities, continued (Oliveira & Araujo 2005; Klein 2006; Oliveira 2007; 
Gouveia & Souza 2013).

However, the universalisation of education progressed very slowly. There was 
always significant political interest in education in Brazil, and policy decisions 
were always based on political rather than public policy reasoning. Govern-
ments tended to favour their own political base (Plank 1990) and undertake 
development plans which reflected these political interests; the place of educa-
tion in public policy mirrored the political power of the time, which influ-
enced the allocation of public resources to education development (Wjuniski 
2013). Education has developed according to governments’ ideological stances 
and political interests (Fonseca 2009). Although the level of political discon-
tinuity was not drastic in the education policies of the last three democratic 
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governments (1995–2016), civil society and scholars alike pointed to discon-
tinuity at the level of concrete programmes as a major problem in Brazilian 
education (e.g., Zarpellon 2011).

Besides governments’ own political interests, there have always been ideo-
logical and political differences across sectors, political levels, and the country. In 
the past, although clearly favouring specific societal groups, governments sought 
certain political compromises (Saviani 1996). Recently, governments have con-
tinued this path of seeking compromise through the fostering of democratic 
forums in which education plans and programmes are discussed. The most 
important are the National Conferences of Education (CONAE), which gather 
more than 3,600 participants. The current National Education Plan 2014–2024 
(PNE) was outlined in the 2010 CONAE, ratified by the 2014 CONAE, and 
thereafter legislated. The PNE is thus the result of a broader democratic com-
mitment, which explains its broad acceptance across the education arena.

As Chapter  3 explained in detail, the PNE endorses the use of QAE to 
achieve quality in education (Brasil 2014; Brasil, MEC/SASE 2014). This 
largely entails large-scale assessments, as students’ performance is considered 
an important indicator in quality evaluation. The Development Index of Basic 
Education (IDEB) is perceived as the main Brazilian education quality indica-
tor, and the PNE has restated the IDEB’s target of meeting the Organisation 
for Economic Cooperation and Development’s (OECD) Programme for Inter-
national Student Assessment (PISA) mean score by 2021. Despite the primary 
focus on indicators, the PNE also envisages other QAE practices. The most 
significant is a new method of calculating the education budget which regulates 
the amount spent per student and per year for assuring the minimum standard 
of quality education (see Centeno, Kauko, & Candido 2017). This alternative 
method requires a substantial increase in education funding.

Perceptions of the future

Inayatullah’s archetypes (2008) help in defining Brazilian views by opposition; 
it explains views which do not seem to belong to the Brazilian culture. This 
section shows that “collapse” no less than “back to the future” seems far from 
adequate in defining the Brazilian approach to manifesting or perceiving the 
future. Neither disenchantment with education nor nostalgia plays a role in the 
views expressed by Brazilian interviewees. On the contrary, education is now, 
as always, an important socio-political project whose aims are both individual 
fulfilment and the country’s progress.

Indeed, interviewees were quite hopeful about the future while acknowl-
edging difficulties and limitations. One interviewee aptly remarked that the 
Brazilian narrative had always been one of improvement (BR-NNGO-04). 
Most interviewees mentioned the ongoing democratisation of education in 
Brazil  – the progressive focus on school access, dropout and retention rates, 
and recently on school quality – to justify their confidence in continued future 
improvement.
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Where recent developments were concerned, they mentioned two favour-
able factors as crucial for the improvement of education quality. These were the 
auspicious socio-historical moment and the appropriateness of the PNE. The 
interviewees considered that the early 2010s represented an auspicious moment 
for the tackling of education reform. The huge attention paid to education 
and the concomitant engagement of every sector and level of society in the 
education debate provided an excellent basis for improving education policy 
and practice. One interviewee concisely summarised this in saying that in the 
Brazilian imagination, education would save the country (BR-N-09).

All interviewees viewed the PNE very positively, and all considered it the 
product of unprecedented collective understanding and commitment. They 
approved of the PNE’s goals and targets and maintained it provided the neces-
sary framework for Brazilian education. Regardless of their room for action or 
professional profile, all interviewees declared that Brazil had now clearly and 
correctly defined its education problems and solutions and the paths and direc-
tions which should be followed.

Interviewees expressed their views of the improvement of education quality 
in general; they did not focus only on QAE improvements. QAE was mostly 
linked with large-scale assessments, which in turn were connected with learn-
ing attainments. In their eyes, national evaluation, and the consequent indica-
tors and indexes, belonged to a larger framework, whose main goals were the 
improvement of education quality and the enhancement of pupils’ learning. 
The intensity or frequency of the relationships articulated between QAE and 
education quality varied – as might be expected – according to the interview-
ees’ room for action: the more individuals were involved in QAE practices, the 
more their narrative swung towards the significance of this relationship. Thus, 
while those in charge of large-scale assessments tended to emphasise QAE, 
those with no direct connection with QAE practices tended to make only brief 
narrative incursions into the topic.

What may be unexpected is that, despite criticising the Evaluation System of 
Basic Education (SAEB) and related indicators and acknowledging its limita-
tions in assessing education quality, all interviewees considered the existing QAE 
instruments to provide an adequate picture for monitoring quality and equality 
in Brazilian education. Many considered that it also provided valuable informa-
tion to guide education practice and education quality improvement policy.

However, QAE practices were mentioned less than other factors connected 
with education and school quality. Interviewees addressed concrete education 
developments and tended to elaborate their views based on concrete examples, 
while addressing broader developments, such as the universalisation of school 
access, the reduction of inequality, and the need for change in school and teach-
ing culture. In referring to more concrete goals perceived as more attainable, 
interviewees linked their views to learning achievement and education equality 
across the country, democratically consolidated and sustainable political pro-
cesses, appropriate education policy and practice, school conditions, teacher 
training, working conditions, and teaching quality.
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In brief, QAE practices were only one of many factors interviewees men-
tioned. Many answered in a quite utopian tone, referring to major or encom-
passing abstract socio-political and even cultural changes. These references 
simultaneously conveyed their utopian and dystopian views. One interviewee 
clearly expressed this by mentioning that numbers helped to identify the “non-
learning” and the dropouts, to whom Brazilians should show no tolerance 
(BR-N-03). However, this interviewee concluded that this was a dream, cor-
responding to an education system in which everyone from the school to the 
federal government committedly fulfilled their own role.

Interviewees’ dystopian views were largely linked to a lack of political con-
ditions and real collective agreement on the implementation of practical meas-
ures which addressed quality and equality in such an enormous and diverse 
country. The political discontinuity and divergent positions and views which 
have converged in the PNE’s formulation continue to diverge in its execution. 
Another common feature mentioned was the slow pace at which changes 
have occurred and reality has been impacted. Interviewees mentioned that 
improvement would continue to occur as it had in the past, despite economic 
and political cycles. However, they foresaw a return to a very slow pace of 
change.

China: education as a means of rejuvenating the country

Historical weight and pushes of the present

In China, future visions bear complex semantics inherited from the traditions 
of philosophical thinking in ancient and imperial times. Hoffman (2013) pro-
vides an interesting analysis of how images of the future have changed in China 
and the effects these changes have had on today’s discourses. She points out that 
different concepts of time have been intertwined and manifested in various 
ways throughout Chinese history.

Confucian philosophy, which originated around 500 BCE, was founded on 
a linear concept of time and believed that the future was secured when people, 
led by rulers and officials, lived up to the highest ethical standards. Confucian 
teachings proclaimed that the golden age had passed and the imperial rulers 
should therefore always look to the past in reforming the state. This eventu-
ally led to the end of the imperial era, because it provided no tools for the 
state’s regeneration. The new republican government sought influences from 
the West, providing an impetus to a discourse on the importance of external 
influences which has continued to this day (Hoffman 2013).

The Chinese Communist Party’s assumption of power in 1949 represented 
a profound change in China’s history and its conception of the future. The 
dismantling of archaic traditions and the later inception of reform became pri-
orities. Mao Zedong’s utopian projects, such as the Great Leap Forward and the 
Cultural Revolution, underlined this approach (Hoffman 2013). Since the late 
1970s, China has pursued modernisation without abandoning the one-party 
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system. Modernisation, prosperity, the reduction of regional disparities, and the 
safeguarding of the country’s social cohesion have guided Chinese thinking 
about the future in the last three decades.

China is considered to be standing at a crossroads. The aspiration to influence 
future development through five-year plans, legislation, and long-term outlines 
guide societal policies and decision-making (Yang 2014). Futures research is 
popular and is closely linked to political decision-making and debates. The 
public approach to the future is generally optimistic, arising from the one-
party system (Callahan 2016). However, the population is ageing, the country’s 
economic growth has slowed, and growth in military spending is the world’s 
largest. The highly educated urban middle class faces a crisis caused by rising 
prices, and the countryside cannot provide meaningful work. People are weary 
of the idea of “growth first” (Hoffman 2013).

Current official thinking about the future is crystallised by the Communist 
Party’s slogan the “China Dream”. This official future vision was originally pre-
sented in a book by Colonel Liu Mingfu, and President Xi Jinping subsequently 
used it in his inauguration speech. Xi’s China Dream seeks the return of China 
to its natural position as one of the world’s leading states, a reference to the 
country’s imperial status in the nineteenth century, when China accounted for 
about one-third of the entire global market. The Chinese Dream implicitly sees ​​
China superseding the USA as the leading economy by 2035. The aim is also to 
build a moderately prosperous society by the Communist Party’s centenary in 
2021. Concrete goals are the doubling of gross domestic product, 60% urbani-
sation, the building of a space station, and the blueprint for the One Belt One 
Road Initiative. The Chinese Dream differs significantly from previous harmo-
nious visions of the Chinese future: it is seen more Sinocentric in its endeavour 
to consolidate China’s position internationally (Callahan 2016). Confucianism 
has enjoyed a robust revival in this wave of nostalgia (Deng 2011).

Hoffman (2013) notes that the China Dream is a vision not of individuals 
but of the state. She describes how, alongside the formal vision of the future, a 
vision of the “Chinese Dream” exists which centres on constitutionality, free-
dom, and democracy. However, although some academic circles and public 
blogs discuss this vision, it is the view of few Chinese. Moreover, many different 
influences from ancient and recent history are also present in current Chinese 
thinking: in recent decades millions of Chinese have turned to spiritual tradi-
tions to navigate the future (Hoffman 2013).

Perceptions of the future

Education, together with science and technology, has become the key means 
for the restoration of China’s leading global position (Postiglione 2015). The 
idea of rejuvenating the country through science and education was inherited 
from the Deng Xiaoping era of the 1970s and 1980s and strengthened dur-
ing Jiang Zemin’s presidency in the 1990s and early 2000s (Yang 2014). The 
idea that education is a means to rejuvenate the nation is also incorporated in 
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the Preamble of the Outline of China’s National Plan for Medium and Long-
term Education Reform and Development (2010–2020) (hereafter “Outline”; 
Gu 2010). This document covers every level of education from pre-school to 
higher education and was created in cooperation with the OECD, the World 
Bank, and other international actors (Gu 2010). Shanghai’s participation in 
PISA 2006 also provided information for the Outline’s preparation (Baird et al. 
2016). The document contains several recommendations intended to enhance 
the quality assurance and evaluation of education.

The Outline includes several strategic goals, two of which are the equal-
ity and quality of education. These resemble the main themes of PISA (see 
Schleicher & Zoido 2016; Gu 2010). The Outline states that the quality of 
education should be improved through several measures, such as the reduction 
of students’ workload and the establishment of state standards for urban and, 
whenever possible, rural schools (Gu 2010; Outline 2010–2020). Subsequent 
studies have highlighted how the Outline strives for policies which reduce gaps 
between urban and rural education provision and encourage a transformation 
from exam-oriented to quality-oriented education (e.g., Yuan 2013). The Out-
line has boosted curriculum reform, which is a concrete tool for improving the 
quality of education (Xin & Kang 2012).

A closer examination of the Outline reveals a contrast between quality edu-
cation and the measures which guarantee it. The document paints a picture 
of an expanding monitoring and evaluation apparatus. It stipulates that teach-
ers’ qualifications will be improved, teacher recruitment will follow rigorous 
practices, and the development of evaluation will be continued by setting sci-
entific and diverse benchmarks. Diverse evaluation approaches which help to 
promote students’ development will be explored, student records kept, and the 
assessment of comprehensive quality developed. Attention is paid to the quality 
of the supervision system. The Outline stresses that mechanisms for effective 
supervision at all levels will be established and that schools should “willingly 
accept and cooperate with legislatures at all levels in supervision and inspection 
of education law enforcement, and with the personnel sent by law-enforcement 
agencies on supervision visits” (p. 43).

Actors interviewed for this study were moderately critical but also optimistic 
concerning future education reform. Some interviewees noted that the lack of 
independent evaluation authorities and supervisors’ lack of expertise slowed 
the development of quality education. The improvement of supervision was 
important because supervisors should “possess a capacity to put forward plans 
to improve schools in the future” (CN-E-07). Some interviewees were criti-
cal of education reforms as generally insufficient and focused only on minor 
structural changes. They anticipated a deepening of urban and rural inequality 
if thorough measures were not undertaken. Old traditions such as the influence 
of students’ socio-economic background on school choice were deeply rooted 
in the education system. The greatest challenge lay in the reform of antiquated 
approaches to learning.
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For the optimists, China’s economic and technological development provides 
the necessary resources to ensure the implementation of evidence-based educa-
tion and training reforms. Interviewees highlighted the importance of recruit-
ing qualified teachers, the development of teacher training, and the move from 
exam-oriented education to an emphasis on the child’s overall development. 
Some interviewees placed much trust in the National Assessment of Education 
Quality (NAEQ); this assessment was believed to enhance the monitoring of 
not only the teaching and learning process but also results – essentially a control 
of quality. In this respect, the NAEQ resembles a (social) technology which is 
believed to solve quality problems in remote areas as well (see Baird et al. 2016).

Although interviewees’ opinions on the need for reform seemed harmoni-
ous, they differed concerning the pace of measures. Some pointed out that swift 
political approaches were needed if the disparities between rural and urban 
areas were not to continue to deepen. Schools are already undergoing “a quiet 
revolution” (CN-E-07), in which ongoing curriculum reforms aim to reduce 
students’ workload, especially in repetitive memorisation or drilling, and to 
enhance students’ self-regulation and creativity in learning, as PISA encourages 
(Blackspear 2012; Baird et al. 2016). Other interviewees felt such a fast pace of 
reform was unrealistic. There were, as one interviewee noted, several factors 
which might slow the implementation of future QAE reforms, such as chal-
lenges related to the decentralisation of the education administration and its 
separation from the supervision system (CN-E-03).

Russia: appreciation of the national pedagogical tradition  
and ideas for new development

Historical weight and pushes of the present

The historical milestones of Russian futures research are found in the Bolshevik 
Revolution of 1917 and the dissolution of the Soviet Union in 1991. The Bol-
sheviks brought a strong future orientation to the Soviet Union’s social policy. 
At its core was Soviet Communism’s teleological eschatology, in which the idea 
of ​​a utopia built by workers led all political activity. Future studies focused on 
making predictions and assumed an increasingly ideological hue during the 
Cold War (Bacon 2012).

The collapse of the Soviet Union brought the breakdown of the founda-
tions of Soviet futures research. Although predictions of the Soviet Union’s 
demise abounded during the Cold War, future studies within and outside the 
country failed to accurately predict the state’s collapse. Bacon (2012) describes 
how futures research worldwide reached its nadir, failing to anticipate the dis-
solution of the Soviet Union and subsequently of the East European Bloc 
of socialist countries. In the years which followed, linear predictions were 
abandoned and interest in multiple scenarios increased. In the last two dec-
ades, more than ten divergent scenarios of the future of Russia have been 
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constructed, reflecting the political issues which emerged at the time of their 
drafting (Bacon 2012).

Historical traditions and political changes have contributed significantly 
to how the future is understood in Russian daily life. According to Schil-
ling (2008), many factors have influenced how Russians perceive their future. 
These include administrative arbitrariness, a high degree of power distance, 
late industrialisation, and wide geographical extension. A governance culture 
in which strategic decisions can be made in a tsarist fashion beyond legislative 
influence has shaped public views in a direction which makes people feel inca-
pable of influencing their futures (Schilling 2008). Despite late industrialisation, 
the socialist economy was based on the production of detailed and centralised 
five-year plans, which were usually over-ambitious. Based on anthropological 
research, Yurchak (1997) has called the prevailing attitude towards the state’s 
policies “non-involvement and simulated support”.

In Russia, official views and presumably also popular thinking about the 
future have significantly changed since the collapse of the Soviet Union. The 
socialist utopia has been replaced by various scenarios, the contents of which 
vary significantly (Bacon 2012). A key feature of Russia’s current domestic pol-
icy has been its division into conservative or Westernised positions, depending 
on attitudes towards foreign models and external influences ( Johnson 2010). 
This division has also had implications for perceptions of the future and their 
interpretation. For example, Russia’s political initiatives in recent years, such 
as proposals for closer cooperation with neighbouring countries, have been 
interpreted as nostalgic and conservative efforts to restore Russia as the world 
power it was during the Soviet period. However, as Krickovic (2014) reminds 
us, analyses of Russian policy should not succumb to overly narrow explana-
tions, because there are many other political factors apart from nostalgia behind 
recent political initiatives in Russia, such as the unstable international situation, 
which impels Russia to seek new partners.

Current domestic policy embodies a deep-seated dualism which is signifi-
cant for Russia’s future development. Views are divided between those who 
advocate sympathy for Western values, European reform, and globalisation and 
those who see the increasing internal pressure for reform arising from globali-
sation and Europeanisation as a threat to Russian sovereignty ( Johnson 2010; 
Pavlova 2010; Morgan & Kliucharev 2012) – a similar division was already a 
key element in political and cultural debate in pre-Soviet Russia. In Chap-
ter 4, we noted that the influence of international organisations on Russian 
education policy was relatively limited in the early post-Soviet years and has 
more recently become even less significant. At the same time, communication 
between Russian and foreign QAE experts has grown.

Tensions in political decision-making have also affected education policy and 
its vision for the future. Pavlova (2010) notes that the strategic goals to improve 
the quality of education and the idea of education as the key to socio-economic 
development outlined at the beginning of the millennium have never been 
questioned. However, the dualism mentioned earlier has resulted in a situation 
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where goals created at the beginning of the millennium for the development 
of education and strategies based on them have become a hybrid including 
both traditional and modern goals, the latter influenced by Western values (see 
Boguslavskii & Lelchitskii 2016). As the next section demonstrates, such dual-
ism is reflected in views of the future of QAE.

Perceptions of the future

The State Programme for Education Development, 2013–2020, is a 700-page 
document covering all aspects of federally regulated education policy. The pro-
gramme’s overall aim is “to ensure that the quality of education meets people’s 
changing requirements and the development objectives of Russian society and 
economy”. The document outlines a comprehensive and uniform system of 
QAE based on the “principles of openness, impartiality, transparency, and public 
and professional involvement”. This system will comprise the existing national 
examinations after grades 9 (the State Final Attestation, SFA) and 11 (the Uni-
fied State Exam, USE), and the procedures of independent quality evaluation. 
The information provided by these national tools will be complemented by 
Russia’s continued participation in international assessments (PISA, Trends in 
International Mathematics and Science Study (TIMSS), and Progress in Inter-
national Reading Literacy Study (PIRLS) (Government of Russia 2012: p. 218).

In general, in our comprehensive interview data from Russia, national-level 
interviewees were more outspoken on the issue of the desired futures of QAE 
in education, and views on this topic diverged more than they did among 
interviewees at the local level (the latter are not analysed in this chapter). Many 
respondents personally indicated that they valued the Soviet and pre-Soviet 
pedagogical tradition or referred to extensive media discussion of this topic. In 
this tradition, important elements of QAE are the strong professional autonomy 
of teachers in the assessment of their students and an emphasis on “upbringing” 
(vospitanie), which refers to learning’s non-cognitive domains. These include 
moral or “patriotic” education (see Rapoport 2009), which is not measured by 
international tests or national examinations.

The experts interviewed presented several QAE issues and pondered the 
solutions leading to new ideas for development. These ideas were not neces-
sarily antithetical to “nostalgic” views – the former might also complement the 
latter. The notion of education quality embodied in international assessments, 
especially PISA, was seen as providing a scientific basis for improvement of 
quality through testing students’ problem-solving skills. As a counterbalance, 
the importance of Russian cultural heritage, which values literature and read-
ing for non-instrumental purposes, was also emphasised (see also Piattoeva & 
Gurova 2018). It is noteworthy that the 1998 OECD report on Russia strived 
for a balance between acknowledging positive aspects of the Russian pedagogi-
cal heritage, including assessment practices, and criticising the same pedagogy as 
unsuited to the needs of a market economy and international competitiveness 
(OECD 1998: pp. 9, 16, 91, 99–103).
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Some experts argued that assessment should be more independent of teach-
ers, because it was the results of their work that was being assessed. At the same 
time, there will be a need to familiarise teachers with the new methods of 
QAE and motivate them to use their results as feedback to stimulate their own 
professional work. Furthermore, the high-stakes nature of the national exami-
nations at grades 9 and 11 was criticised as narrowing the concept of quality 
to what the SFA and USE measured. Instead of focusing on only one type of 
uniform measurement of learning, there should be a diversified system of QAE 
which comprised both quantitative and qualitative components (such as essays 
and portfolios), covering a wide range of learning domains in the curriculum 
and extracurricular activities. The experts who voiced an opinion on the rank-
ing of schools based on QAE results and the resulting competitive atmosphere 
did not question it as such but called for more analysis of differences in learning 
achievement between schools and regions which would make it possible to 
devise corrective measures to support low-achievers.

Conclusions

Our analysis has shown that history sets boundaries but also provides sources of 
political legitimation to the three countries’ future imaginaries. Based on the 
data from Brazil, it can be stated that there is no symbolic period in the history 
of the country in which interviewees or the examined documentary mate-
rial locate the future. In contrast, the Chinese authorities, in justifying future 
projects, appear to rely on the nostalgic idea of restoring the status the country 
has lost. The data on Russia also suggest that the recent past has coloured ideas 
of the strengths of Soviet and pre-Soviet pedagogy. However, the nostalgic 
Chinese and Russian views differ substantially in their semantics from the fifth 
archetype described at the beginning of this chapter; instead of looking back 
to traditional or simpler forms of education, the value placed on national tradi-
tions in China and Russia is combined with the ambitious aim of improving 
the quality of the national education systems.

In examining the current factors affecting the images of future developments 
of education and QAE in the three countries, we found that education has 
been regarded as a central tool for socio-economic development, especially in 
Brazil, regardless of transfers of power. In Russia, the need for continuing edu-
cation reforms is generally acknowledged, although views on how such reforms 
are implemented vary. In China, rapid economic growth and an understand-
ing of education as its key element have contributed to the universalisation of 
basic education and projects to improve the quality of education. However, 
circumstances and trends such as political discontinuity in Brazil, administrative 
arbitrariness in Russia, or the rigidity of governance and legislation in China 
are features which continue to complicate education’s future directions.

Along with history and present circumstances, the future is influenced by 
many often concurrent and rival views, which are often presented in the forms 
of plans, scenarios, or visions. These views could be conceived of as factors 
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which “pull” human beings towards particular futures. The archetypes pre-
sented at the beginning of this chapter attempt to categorise some initial views 
of education futures, which, instead of a strict theoretical framework, serve as a 
reflective basis for this chapter’s analysis (Inayatullah 2008). Future research on 
QAE in education is especially challenging from this perspective, because the 
core of the education system is people’s ability to acquire new knowledge and 
on this basis to influence future trends and the emergence of new societal ideas.

In searching our data, we found that Brazilian views reflected a combination 
of several archetypes. While “evolution and progress” is the main – implicit 
and explicit – stance in Brazilian political and social culture (the Brazilian flag’s 
motto is “order and progress”), its justification is most frequently tied to ide-
alistic education and social ideals (“Gaia”). If we understand “globalism” as 
conveyed by international QAE practices and policies, and as the expected and 
desired growing participation of civic society in education debates and deci-
sions, it might be said that in addition to the intersection of the first two arche-
types – which largely define the Brazilian views – globalism is also gradually 
shaping the Brazilian imaginary.

In China, as previous research suggests, visions expressed at the state level may 
differ significantly from individual views of the future. The experts interviewed 
for this study shared their views on the need to reform school curricula and 
develop schools as modern institutions, the purpose of which was to promote 
the overall development of children and adolescents. Continuous development 
and progress is also the thread of the current national Outline. However, the 
idea of education as a source of national rejuvenation reflects a nostalgia stated 
in the Outline but which was not communicated by the Chinese interview-
ees. Although it is impossible to exhaustively demonstrate any competing or 
deviating images of the future based on a small number of interviews, our 
analysis suggests that the views of the interviewed experts on the current state 
and future of QAE in education, especially on the supervisory system, differs 
from the stipulations of the Outline. Furthermore, the globalist archetype of 
the future seems unfamiliar in the Chinese context, although China is actively 
seeking to identify best practices abroad and has lowered the threshold for 
cooperation with international actors. Nor was the idea of schools as gardens 
of learning reflected in responses in the Chinese documents and interviews 
analysed in this study. However, this does not mean that the idea of learning as 
a garden is not present elsewhere in Chinese education thinking; the metaphor 
of the teacher as a gardener dedicated to his or her work is common in China.

The theme arising from our Russian data centred on two opposing, or as this 
research suggests, somewhat complementary forces: Western assessment sys-
tems measuring quality as cognitive competences and the survival of the peda-
gogical and moral education developed in pre-Soviet and Soviet times. The 
Russian interviewees reflected on how the education system might be devel-
oped in a balanced way, with traditional values and new methods for evaluating 
learning achievements complementing each other. They emphasised that the 
development of education should not focus only on one-sided instrumental or 
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cognitive learning and the evaluation of learning outcomes but also on the cul-
tural and moral upbringing of children and youth. Thus, nostalgia in Russian 
education does not seek a return to previous systems; rather, it seeks to retain 
some elements considered important in national curricula, teaching, and QAE 
practices. In emphasising the importance of educating civilised individuals and 
the significance of non-cognitive learning outcomes, the ideals of the Russian 
education system seem closer to those of the Brazilian system than those of the 
Chinese system.

Altogether, our study showed that even if only some of the archetypes or 
their variants can be found in the research data, examining them may help to 
distinguish new nuances, issues, and views which may affect education’s future 
policies and governance.
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