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Abstract 

This research took a qualitative case study approach to explore the experiences of 

working and participating in the implementation of university-led international 
language education projects. In particular, the research examined project 

implementation processes from the interviewees' perspective and the subsequent 

implications for the ways in which the projects' activities were carried out. Data was 
largely drawn from 25 interviewees in two project sites and also included 

information gathered from researcher participant observations, project documents, 

anecdotal accounts and documentation relating to the social contexts in which the 

projects were established. The research examined the ways in which the different 

project stakeholders' interests were negotiated and represented and how project 
benefits were distributed in the field. 

Pierre Bourdieu's relational concepts of habitus, capital and field and his notion of 

practice guided the whole research process and they were employed as explanatory 

devices for both the methodological and theoretical approaches. Of central concern 

to this study was Bourdieu's notion of interest and his view of the social world as a 

constant struggle about the symbolic value of practices and artifacts. There were 
multiple interests in the field which belied its common representation as a binary 

relationship between the donor or provider and the recipients of the project's 

'products'. The research explored the way agents take up or assign dominant or 
subordinate positions in the field. 

This research also drew on Critical Discourse Analysis to explore the data and 
analyse the understandings of project work found in the documents and other 

written materials as well as the interviews. The research revealed that the work of 

the international language education projects was complex and the distribution of 
benefits was masked by the avowed 'disinterest' of the major stakeholders. The 

concepts of success and failure are closely related to the dominant interests in the 

field and are pivotal to gaining a greater understanding of the way these projects 

work. The findings of the research pointed to ways that agents in the field could 

work towards productive understandings and build more effective collaborative 
relationships. 
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Chapter 1 

Naming the game: the field of international language 

education project implementation 

1.0 Introduction 

This doctoral thesis is primarily concerned with the implementation of international 
language education projects and the dynamics of stakeholders' interests and the 
relationships between them. The focus of the research is on: 

the ways in which the notion of the beneficiary is articulated and represented 
in international education project implementation 

an investigation of the positions and interests of the various stakeholders 

the strategies employed by the various stakeholders to negotiate and 
articulate their interests 

the ways in which particular interests take a dominant position in the 
workings of a project 

an investigation of the notions of success and failure and the criteria used to 
measure the outcomes of a project. 

1.1 The purpose of the research 

The purpose is to explore and examine who the beneficiaries are in the international 
language education project field. The term 'beneficiary' is used widely in project 
literature and carries a range of meanings. It may refer to those groups or sectors 
receiving aid (Smith 1997:209) or it may refer to the community or institution who 
will benefit from the project (London 1993). In some cases project documentation 
may refer to an 'ultimate beneficiary'; for example, in the case of a teacher training 
project, the school students may be identified as the 'ultimate beneficiaries'. In this 
study I problematise the concept of the beneficiary and demonstrate the many 
different benefits different stakeholders may accrue. The dynamics of international 
education projects, particularly in the aid field, are most often characterised as 
existing in a binary relationship between the donor and beneficiary (FoUler 1993, 

Griffith 1993, London 1993, Davis 1991, Murphy 1999). This scenario neglects to 
identify the multiple stakeholders, their interests and the power relationships 
within and across, in Pierre Bourdieu's term, the fields. In problematising the notion 
of the beneficiary it is possible to understand the varying interests of the numerous 
stakeholders and the ways in which the power relationships affect the development 
of the project and its outcomes. 
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My major aim in undertaking this study was to find ways to develop productive 

understanding between stakeholders. In doing this I needed to look at the 

institutional interests (as represented by the universities, the education sectors in the 

host countries, the respective ministries of education, the donor organisations and 

the Australian national representatives in the host countries) and the interests of the 

individual stakeholders. I also sought to investigate the interactions between 

stakeholders and to work towards a better understanding of what is taking place in 

my own interactions with project stakeholders. 

Underlying this aim is my interest in the relations in the field, that is, relationships 

between the stakeholders and how their interests are bought to bear onto the 

project, for example, how certain interests take precedence over others and the 

subsequent tensions that may or may not result. It is illuminating to see how this 

plays out at the faculty level within a university. The faculty in running a project 

based outside of Australia may try to involve core staff by allocating hours to staff 

to be involved in the work of the project. In doing so the faculty may hope that all 

staff participate in an activity that appears to accrue benefits in terms of an 

increased profile offshore and within the university. It may also be desirable to 

spread the accumulated 'learning' from work in an international project. However 

the faculty must ensure that its core domestic programs are staffed and due to the 

scarce resource of staff available to be involved in in-Australia faculty activities such 

as teaching, research and so on, tensions may emerge between the program level 

and offshore project management. The project may require that key staff be 

involved offshore and at the same time the domestic programs need to be 

maintained and staffed. The questions for university management are then: Can we 

be inclusive? Can core staff be involved? 

My pursuit of productive relationships between stakeholders is to find or develop 

more authentically collaborative and cooperative practices in the project field. I wish 

to draw on the questions that Morris (1996) raises about work in international 

projects (in his case, development projects in Vietham) which aim to analyse the 

values and beliefs of the donors and recipients. The questions give insights into the 

motivations for pursuing educational work in the development and fee-based 

context and the way this work is carried out. The questions are different for the 

donor I implementer I provider and the host country. While they rest on the binary 

differentiation of the two groups the questions address a reality of the power 

differentials based on economic and cultural capital. For the provider or 

implementer the questions are: 

What has been my role in this approach (whether failed or not)? What 
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language do I use to promote this approach? 

Am I now involved in 'exporting' this approach to another country? 

Can I find the 'space' to resist this approach to development? Find 
alternatives? 

For the host country they are: 

• Why are they offering this model to us? 

• Has it worked in their own countries? 

• What has been the results? 

• What is their history both in values, ideas and technical performance in other 
relevant projects? 

• How can we build on the strength of past project experiences? 

• What are the alternatives? 

These questions are idealised in the sense that they seem to presume that all parties 

wish for the project to 'work' in it own terms: they do not account for the diversity 

of interests as will be described in Chapter 7. I wish to take these questions as a 

prototype for the building of a framework of practices for pursuing project work 

and will address the implications that rest within the questions later in this thesis 

(Chapter 10 Conclusion). 

1.2 Overview of the research 

An interesting question for this case study is how much the notion of the project 

shapes the practices which seem inherent or 'natural' to the field. In the research 

presented here, the practice of project work occurs in a social space, in Bourdieu's 

terms, a field. Bourdieu would say (as discussed in 3.1) that the practices of the field 

emerge from the relationship of habitus, capital and field. 

Integral to my thesis research are questions about the ways in which education 

projects are complex, contested and unpredictable (Coleman 1995) and how these 

characteristics affect the quality of educational provision; that is, how well the 

project product meets the needs of the recipients. Crehan and Von Oppen 

(1988:114), in their reflections on project work in Zambia, depict the project process 

as non-linear and 'often a messy business of decisions that have to be taken in 

difficult circumstances on the basis of inadequate knowledge, reactions and 

counter-reactions'. Also central to this research is an investigation of the learning or 

non-learning (whether formal, informal or incidental) which occurs in the processes 

which underlie the practices of international language education projects. 
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In this exploration I endeavour to see what lies behind the 'messy business' of 

uninformed decisions and which or whose interests benefit from such practices 

using the heuristic devices of field, capital and habitus offered by Pierre Bourdieu. 

These terms, as they apply within Bourdieu's theory of practice are briefly described 

as follows: 

field - the social space where particular practices occur, for example, the field 

of education. The characteristics of a field are: hierarchies of power and 

advantage, struggle over scarce resources and constantly shifting and 

contested boundaries. 

capital - the stakes or resources in the field for which there is competition. 

Bourdieu identifies three main types of capital: economic, referring principally 

to monetary value; cultural, in the form of educational qualifications and 

prestige; and social, meaning one's social connections and networks. 

habitus - those characteristics of individuals that are historically developed 

rather than pre-determined or deterministic. 

The research sites are as follows: 

Project 1. an aid-funded English language training project located in SE Asia. 

This project was tendered for and won through a collaboration 

between an Australian project management company and a large 

metropolitan Australian tertiary institution. 

Project 2. a university fee-for-service project developed by a consortium of 

Australian universities - the consortium is undertaking multilevel 

professional development of teachers of EFL in an East Asian 

country. 

In undertaking this research I sought to examine ways in which a greater 

understanding of project implementation strategies, in particular, the mapping of 

the multiple interests in the project field and the articulation of these interests, can 

better inform the provision of more effective quality language education teacher 

training programs in an international context. While, as mentioned earlier in this 

section, the data can not tell the whole story of the projects' work we can gain great 

understandings of some of the dynamics and relationships in the field. The 

interviewees offer insights and recounts of their experiences which have not 

previously been given voice to in the literature on project work. 

The research is a critical case study using Pierre Bourdieu's work as an analytic 

framework. This is necessarily a partial study. It cannot describe the general world 

of international language education projects, for example. The research simply 
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allows various stakeholders to give shape to their perceptions and to their 
experiences of international language education projects. Data was collected in 
semi-structured interviews and through participant observations of work 
procedures, anecdotal evidence and analysis of relevant documents and other 
materials; the study seeks to give voice to many different positions in order to 
present a multi-layered view of the worlds of the two projects. In seeking to 
represent the varying interests in the project field, this qualitative study employing 
Bourdieu's analytical tools offers a 'more accurate rendition of the complex relations 
of cultural life' (Quantz and O'Connor 1988:99). The researcher occupies a position 
in the field under investigation. This position and the interests inherent in it are 
readily identified within this qualitative study. In this thesis, reflexivity, the analysis 
of the position of the researcher, subjects the researcher and the research space to 
the same critical scrutiny as that applied to the research object (Bourdieu and 
Wacquant 1992). 

1.3 A personal position 

My experience and expertise in the teaching and managing of overseas English 
language teacher training projects and the in-Australia teacher training of overseas 
English language and LOTE (languages other than English) teachers informed my 
understanding of the English language teaching field and the role of English in the 
international context. Since I am conducting research in the area in which I have 
worked, it is appropriate in this chapter that I give an account of my own trajectory 
in the English language education field. I hope that by giving some details of my 
own experience and learning I make available to the reader the dispositions that I 
bring to conducting research in the field of international language education 
projects. As a participant in the projects it is critical that the position that I take up in 
the project space is placed under the same research scrutiny that other participants 
have undergone. 

My research interest in this field came about through my involvement in university-
led teacher training projects in Vietnam, Laos, Thailand and Japan and co-
ordination of projects and programs delivered in Australia for teachers of EFL 
(English as a foreign language) and for LOTE (languages other than English) teacher 
training to teach modern languages in Australia. Alongside my involvement in the 
international context in specific project work I have traveled to many other 
countries in south east and east Asia to look for potential markets. In this very brief 
overview of my trajectory of work in the international context it is interesting to 
note that my qualifications and expertise lay within education, in language and 
literacy education in the school, adult and tertiary sectors both in and outside of 
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Australia; in community health education and in other areas of community 

development work. I have no qualifications, training or experience in business or 

marketing yet the internationalisation imperatives of the tertiary sector demand that 

academics, in general, engage in this revenue-raising activity. 

My experience in the field of international language education projects has driven 

me to investigate the struggles and power lines that delineate the field. Initially, the 

struggles were ones that I easily recognised as an academic; they were naturally 

over what are considered the valuable resources in the field. A most obvious one is 

the struggle (for Australian universities) to win the projects or to attract 

international students; another is over language, in this case English: how Australia 

keeps ownership of English and the struggle to keep the native speaker of English 

dominant. As I became more immersed in the data I became more aware that 

'everything was not as it seemed'. Struggles emerged that contested and challenged 

embedded notions of the 'normality' of work practices and social life that I held. 

'Culture' emerged as a most complicated term. With respect to struggles around 

work practices: Who occupies the dominant position? How are these struggle 

carried out? What forms of symbolic violence and abuse are taking place? 

My interest in the positioning of the beneficiary initially took the form of examining 

the position given to the first language (Li) in English language teacher training 

projects located in non-English-speaking countries. Although project stakeholders 

represented both the recipient countries and donor countries all meetings were 

conducted in English; all project documentation was in English and general 

communication was in English. This situation, which could potentially 

disenfranchise some stakeholders from the project process, prompted me to look 

more deeply into the impact of language education projects in terms of the 

relationships they set up between the language/ s of the recipient and that of the 

donor and! or provider (L2). The notion of the beneficiary became more 

problematic as I became aware that there were differing views about who would or 

rather should benefit from the project. In much of the literature analysing and 

describing the project field, the beneficiary is usually depicted as an easily identified 

singular group or community (Davies 1991, AusAID 2001, World Bank 1998, 

Marsden and Oakley 1990), yet the literature identifies the multitude of problems 

integral to the running of international education projects and the apparent failure 

of many projects to meet their objectives. My research direction veered to the 

problematisation of this notion of the beneficiary and has led me to look at the 

overall picture of the planning and implementation of university-led international 

education projects both in the aid and fee-for-service context. 
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The thesis is in the above sense based on my own experiences; it is an investigation 
of practices in which I have been involved. Given that the task of my research is to 
examine and analyse the practices of university led international language 
education projects, it would not be possible to investigate this field and the practices 
within it from an 'outsider' perspective. It is important that my own values, 
interests and strategic learning, as a participant in the projects' work, are a part of 
the research. As the present research argues that international language education 
projects are complex and unpredictable and the boundaries of their practices are 
permeable to the sodal life outside of the project, the investigation of such projects 
must account for this and not view the project as a discrete and separate social and 
cultural entity. I present myself in the research as an 'insider', a 'participant 
observer' and in the spirit of Bourdieu, present a reflexive account of the projects' 
practices. Following the Bourdieuian approach I see a strength in subjecting this 
'world'/field to 'participant observation' (James 1998). 

1.4 The research questions 

This study undertook to research two key areas: 

How do international education projects work? 

By this I mean what practices and understandings of project work are prevalent in 
the field. How are the practices carried out. Key notions in this aspect of the 
research are that of 'culture' and language. These notions beg a number of questions 
in relation to project work: 

How is culture talked about? 

What significance does this talk have and whose culture is it? 

Is it a unified vision of culture or is there a diversity of meanings? 

Is it possible to describe a culture of the international projects? 

How do they work in their own terms? What is really going on in this 
situation? 

What behaviours does one need to cope? 

An assumption of the research was that on one level international projects have 
their own set of rules and behaviours but this is not an easily defined discrete 
cultural entity. The project is a place of struggle. Within this struggle for the 
dominant positions, how are the different players or agents positioned in the project 
field? The notions of culture and language are of central concern to this qualitative 
case study and they are subject to a variety of interpretations. Concepts of culture 
and language are contested notions that describe relationships. 
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What are the particular roles and interests of the stakeholders? 

Who are the stakeholders? 

What roles do they play? 

What processes are they involved in? 

What interests do they have in being involved in the projects? 

What motivates the stakeholders? 

How do they interrelate? 

What happens to committed staff? 

How do the notions of success and failure realise themselves in the project 
field? An assumption of the research was that the actual success of the 
proposed project may be irrelevant to the success of the people in it. 

When is a project considered to be complete? 

Are there 'regularities' within the field of the international language education 
under which the stakeholders operating? The project field, in Bourdieu's terms, is a 
place of struggle over scarce resources. Through the use of this metaphor, it is 
possible to problematise the notions of success and failure in relation to the various 
interests in the field. These notions are relative to one's and others' standpoint in the 
field. The different ways success, failure or even project completion might be 
viewed are responsible for difficulties and complications and ultimately struggles 
that arise in project work. These difficulties expose the structure of the project field, 
the apparent incongruity of the agents' interests and the subsequent outcomes 
reflect the dominant interests in the field. 

Related to the above questions is that of 'Who benefits?' In the introduction to this 
chapter I raised questions about the ways that the 'benefidary' of project work is 
identified and positioned. A key question of this research is about the distribution of 
benefits and how the interests of stakeholders are articulated and negotiated. 

1.5 Significance of the research 

The research is unique in that it investigates an increasingly important but neglected 
area within second language education. Teaching English as foreign language is one 
way that Australian tertiary institutions give evidence of their attempts at 
internationalization and this strategy also brings possibilities of financial profit. The 
field of off-shore university English language education thus tends to be guided by 
the political and economic interests rather than concerns about pedagogical issues. 
This thesis examines the field of university-led international language education 
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projects at three levels, that is; at the level of university work and its relationship 
with the national institutions within and across national boundaries; the level of the 
stakeholders and the valued resources of the field of the projects and the level of the 
agents in the field and the position they occupy. 

My study of the work practices and implementation processes experienced in two 
international language education projects attempts to show how a Bourdieuian 

approach to the study of practices in university-led international language 
education projects can open up new ways of understanding the export of Australian 
education and all that it involves, not as separate components, but as dimensions of 
a particular field. The imperatives for Australian universities to 'internationalise' 
their activities is posited as a neutral activity within the strategic aims of the 
academy but the activity is taking place in a field which is rife with struggles for the 

limited economic and cultural capital. The current economic rationalist approach to 
the raising of revenue through international activities is a contested activity in the 
markets where the university hopes to gain success in winning projects and 
attracting international students. 

This study illuminates the dynamics of a field which on the surface is operating for 
the 'good' of the recipients of the education services. However, the exploration of 
the central question of 'in whose interests the projects work' exposes a field that is 
homologous with the hierarchies of the university and the funding organisations of 

the projects. The current climate of internationalisation within Australian 
universities underlines the importance of ongoing research that will engage with 
issues of quality and appropnacy in the development and implementation of 
international language projects. 

1.6 The research plan 

The research plan comprised four major components. Firstly, I set out to explore the 
existing literature in two areas: project implementation in the international context 
and Bourdieu's methodological and theoretical approaches. This involved 
reviewing the literature and developing a conceptual framework. 

Secondly, I aimed to explore the development of the two projects under 
examination. This included identifying then interviewing key stakeholders in the 
Australian context as well as observing and participating in the development and 
implementation process. I also drew data from relevant project documentation such 
as policy and proposal documents, teaching materials and other sources of 
information. 



Chapter 1 Naming the Game 

Thirdly, I planned to explore issues concerning the ways in which the project 

implementation process was being carried out. This component included interviews 

with the key stakeholders in Project Two. Information was drawn from project 

documentation as well as supplementary materials, including documentation from 

existing or past projects, journal articles and other evaluative studies. 

Finally, it was my aim to draw conclusions on the success (or otherwise) of the 

collaboration of the stakeholders in the development and implementation of a 

quality program for teachers of EFL in both the fee-paying and development 

contexts. This, it was hoped, would allow me to identify ways in which Australian 

universities effectively represent the interests of the recipients of their international 

education projects. 

1.7 Brief outline of chapters 

Chapter 2 contextualises the present study in the body of research that has preceded 

and informed this study and points to the unique aspects of this study. 

The purpose of this chapter is to establish the type of understandings I have 

developed of features of the international language education project field 

particularly in relation to university work and to the notions of language and 

culture. Chapter 3 describes the theoretical framework of the research, that is, 

Bourdieu's conceptual tools and Critical Discourse Analysis (CDA). Bourdieu's 

theoretical work provides the analytical tools to examine the practices and relations 

of power in the project field. CDA provides a complementary analytical tool as it 

too examines practices as they are realised in discourse. 

Chapter 4 outlines the research procedures undertaken for this study. The chapter 

explains the types of data and the procedures used for data collection. 

Chapter 5 maps the field and locates the reader in the specific contexts of the current 

research. This chapter begins the data analysis section of the thesis. 

Chapter 6 reveals the ways in which project work is carried out and the different 

ways in which it is legitimised. In Bourdieu's terms, it illustrates how the game is 

played and the ways in which some players are better than others and how for some 

players everything about project work is 'natural'. 

Chapter 7 looks at the notion of interest in project work - firstly describing the 

stakeholders and then exploring the data to show how all stakeholders display their 

particular interests in participating in project work. The chapter also examines the 

concepts of success and failure in project work. It shows that notions of success and 

failure cannot be understood simply in terms of meeting set goals or outcomes but 

rather are related to often competing and conflicting interests of the stakeholders. 
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Chapter 8 focuses on how the data revealed notions of English and the discourses at 
work in language education projects. This chapter tells of the role of English in the 
projects as it appears in the data and how it is used to delineate positions in the 
field. Chapter 9 explores competing notions of culture in the projects, how the 
diversity of the constructions of culture impact on the work of the projects. A central 
purpose of this chapter is to critique the notion of the project as a small site of 

culture which is different from the culture outside of the project and different to the 
culture of the expatriate staff. Chapter 10, the conclusion, shows that the interview 
and other data exemplified a central premise of the thesis: the notion of the 
beneficiary is complex; the identification of the beneficiary is dependent upon the 
interests of the particular stakeholder. The benefits accrued through the project 
work may bear no relationship to what or who the beneficiaries are assumed to be 
in the project goals. This chapter also points to areas of further study. 

11 
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The fields of aid, investment, higher education and English. 

2.0 Introduction 

The purpose of this chapter is to situate the current study in the broader field of 

practice, that is, the work of international language education projects, both by 

drawing on the literature and by giving an analytical approach to the key notions in 

the study. The broader field of practice in this research relates to the entrepreneurial 

endeavours of Australian universities, aid, the concept of the project as it is 

identified in the education field and borrowed from the private sector, notions of 

internationalisation and globalisation, and of course English language teaching 

(ELT). This chapter gives further detail of relevant research in the field and how this 

study is informed by different and differing views of practices in the field. Areas 

that are given particular attention are: 

approaches to international projects 

analyses of aid and development projects (in particular, English language 

teaching) 

• intemationalisation strategies undertaken by universities 

• role of English in internationalisation / globalisation strategies. 

The body of literature which informs the study comes mostly from the aid and 

development context. This area has attracted much research interest both by the aid 

providers, particularly evaluation studies, and by those individual and 

organisational bodies who critique the forms and conditionalities of aid. The 

critiques of aid and development and the 'projectisation' of ELT are in the main 

written by authors from the donors/providers world, not from the countries that 

are most likely to receive aid and; the principle focus of this literature is on the 

donor. Even where there is a genuine effort to engage with the conditions and 

stories of the recipients of aid the author is most usually from the donor's world not 

the recipient's. 

The first section of this chapter, 2.1, will seek to give depth to the concept of the 

project and its adaptation to the education sector. Following this descriptive account 

Section 2.2 examines the broad notion of stakeholder as it is used in this research 

and refers to previous ways the notion has been used in the literature. Section 2.3 

provides an outline of different approaches to project planning and gives a sense of 

what the literature says about the implementation of projects in the education and 

language education field. An analysis of this literature provides a framework to 
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understand the projects under study. The next section, 2.4, gives attention to the 
notions of success and failure; these notions are used extensively in project literature 
to describe the results of a project but the features of a successful or failed project 
are not easily identified in the literature. Section 2.5 brings out my critical approach 
to universities' work in the field of international language education, then it 
addresses how the notion of project embedded itself into university work. In Section 
2.6 the concepts 'culture' are explored and shown to be deeply embedded in the 
work of international language education projects. 

The next section, 2.7, introduces another aspect of the research, the role of English in 
international language education projects. This topic is also one that underlies the 
whole study, since the goal of the projects was and is to teach English. This section 
also allows me to introduce some important theoretical debates and map out the 
contested understandings of teaching English in international language education 
projects. In addition, I identify my own view of English and the particularities of its 
role in the projects' work. Lastly, Section 2.8 is the Chapter summary and 

conclusion. 

2.1 The project 

The Australian delivery of English language teaching in countries outside of 
Australia is most commonly carried out through projects and less commonly 
through programs. This practice has emerged due to factors described below. 
Previous to such projects English language teaching usually was coordinated by the 
advisors attached to aid offices or organisations (Smith 1998). 

For the purposes of this research the project is defined as 'any scheme, or part of a 
scheme for investing resources which can reasonably be analysed and evaluated as 
an independent unit' (Little and Mirrlees 1974:3). The project stages are defined as: 

appraisal: finding out what needs to be done 

planning and design: working out how to do it 

implementation: putting these findings into action 

evaluation: the examination and assessment of the project's activities. 

The project approach is relatively recent, having developed in the wake of the 
'developing' (ex-colonial) countries gaining independence. The central idea was that 
one could be dear about all aspects involved in the intended scheme: goals, 
resources, means, results. It was predicted that because of their generally small size, 
projects could be subjected to detailed, continuous study with a view to better 
performance and improved cost effectiveness. Another hoped for advantage was 
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that projects would facilitate the demarcation of every partner's role and powers 
(Lecomte 1978 in Pottier 1993). 

According to commentators such as Little and Mirrlees (1974) and Pottier (1993) the 
project approach promised 'successful' delivery of the aid services. However, in 
spite of the attempted measures to ensure success, in both temporal and spatial 
terms, project results were often disappointing. During the 1960s and 1970 the Pan 
African Institute of Development (PAID) conducted broad ranging assessments of 
the then current internationally funded projects (predominantly in agriculture) and 
generally found that: 

objectives were rarely achieved 

2. project performance was regularly hampered by the absence of detailed 
analyses of initial conditions, for instance, of agro-ecological, economic and 
socio-logical relations (PAID 1981:14). 

The perceived poor performance of the projects were seen as more a feature of the 
times rather than about anything inherent in the way that the delivery of aid was 
organised. In the 1960s and 1970s the pre-Worid War II colonial systems had been 
dismantled but still there were remnants of the system which meant that seeking 
assistance meant learning the rules of the game and accepting the imposition or 
continuation of economic ties. The projects were perceived to be given to those 
governments which were more likely to cooperate with the donors' views on 
development and trading relations (PAID 1981). 

More recent literature analysing the impact of projects in the education sector draws 
similar conclusions to the above report. Murphy (1999:217) in his study of English 
language teaching (ELT) projects is damning about the impact of such projects: 
'Projects in education tend to produce problems of disruption and failure, and as 
part of education, ELT follows this pattern'. One of the aims of my study is to 
understand ways in which projects are assessed and in whose terms are projects are 
considered to be success or failures. 

Integral to my thesis research are questions about the ways in which education 
projects are complex, contested and unpredictable (Coleman 1995) and how these 
characteristics guarantee a quality outcome; that is, how well the project product 
meets the needs of the recipients. The literature on project development is large, yet 
it is also diffuse and generally lacking in a strong research tradition; critiques of this 
literature (Kenny and Savage 1997; Pottier 1993; Crooks and Crewes 1995; Language 
in Development 1997 and Lo Bianco 2002b) point to the superficial explorations of 
project practices. This study is intended to offer a new understanding of how project 
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implementation and development is represented. The diverse accounts of the 

design, implementation and impact of international projects have predominantly 

focussed on project implementation in the aid and development context, and up 

until the early 1990s this research was primarily based on agricultural and health 

projects (Pottier 1993, Kenny and Savage 1997). Since the early 1990s there has been 

a significant increase in focus on teacher training projects and English language 

education (Prabu 1990; Kachru 1992; Phillipson 1992a, 1992b, 1994; Pennycook 1994, 

1996; Holliday 1992, 1994, 1995; Coleman 1992, 1995; Kenny and Savage1997; Lo 

Bianco 2002; Crooks and Crewes 1995; Language in Development Conference 

papers 1997). However, a significant gap in this research is on the analysis and 

development of an approach to project implementation that engages with the 

complexity and unpredictability of language education projects. A related area 

similarly neglected is the emergence of the Australian university as a player in the 

international project field. 

2.2 Stakeholders 

In the literature various models of project analysis have been used to identify 

stakeholders and the impact of the proposed project (Coleman 1995, Pottier 1993, 

Holiday 1994, Phillipson 1992b). The literature ranges from identifying stakeholders 

as the key players in the project World Bank (1998) to Weir and Roberts' (1994:19) 

view that stakeholders are 'all those concerned'. The University of Leeds (Coleman 

1992) developed a model to analyse impact on stakeholders; this focussed on the 

participants in the programs, as discussed in Section 2.1. 

The notion of the stakeholder is a slippery one and can be easily manipulated, as 

demonstrated in the British Council (1995) literature. Here stakeholders are defined 

as both 'interested and/ or affected parties'. Elsewhere the same document makes a 

rather confusing distinction between members of 'the project team, 'project 

beneficiaries' and 'project stakeholders' without explaining what factors make it 

possible to distinguish between these categories (p.8). The document goes on to say 

that among project stakeholders it may be possible to identify four different levels 

of commitment: 'groups of supporters', 'hostile groups', those who are 'less 

enthusiastic', and the 'silent majority' (p.13). The relations of power are hidden in 

this type of definition and disguise the dynamics of the field. 

Morris (1996) in his research on project work in Vietham describes stakeholders in 

development projects as 'non-state actors'; these stakeholders in their substantive 

roles are university academics, private consultants, policy makers and practitioners. 

The projects in Morris' study are externally funded and he depicts the struggles in 

the field as a 'complex battle for ideas, culture and resources' (p.156). Morris 
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describes the stakeholders from the donor's world as 'transporters' of the social, 
material and economic conditions of their world to the host country. He locates 
these stakeholders in dose proximity to the 'field of power' (further described in 
Chapter 5) and identifies their interests as claiming a powerful position within a 
sovereign state. He further elaborates the dynamics of the field by describing how 
the donor agencies and I or project implementers (the 'transporters') use the 
language of 'partnership' to present an acceptable face (p.156). 

Coleman (1995) proposes a model which seeks to 'problematise the concept of the 
stakeholder'. His model identifies six parameters to the impact of a training activity: 
domain, design, dimension, direction, delay and duration. In his study Coleman is 
able to broaden the scope of the impact of the project but does not attempt to 
investigate the interests of the stakeholders in terms of the benefits or capital which 
may accrue from the particular positions they hold in the field. An investigation into 
the benefits and capital entails (a) an analysis of the interests, stakeholders and the 
power relations and the ways in which these relations reproduce themselves in the 
field and, (b) an attempt to identify the stakes in the 'game', that is, what are the 
struggles in the field about. 

Very often some individuals are represented as the key stakeholders in a project; 
they represent both the donor government and! or institutions and the similar 
organisations in the recipient countries. Most commonly, those representatives of 
the recipient government and! or institution are identified by the donor government 
or institution (World Bank 1998, Murphy 1999, Pottier 1993, Kenny and Savage 
1997). These people are most often the government officials assigned to the sector or 
institution, high-level representatives of the recipient institutions or sector, but not 
usually the recipient of the project's product. In the majority of cases, negotiation 
about the project parameters and directions are negotiated government to 
government or donor institution to recipient government and rarely involve 
consultations with the ultimate recipients. The concept of 'an ultimate recipient' is a 
vexed one and one often used in the interests of the donor of major 'benefactor' of 
the project. In this research the students of English are ultimately the recipients of 
the projects work; in both projects the ministry of education has identified the 
school students as the group for which the project product will benefit most. This 
group of stakeholders are typically or always neglected by the donor government or 
organisation, and this may be since the recipient organisations are assumed to look 
after their interests, but a more interrogative approach may yield other views of 
why the 'ultimate recipients' are marginalised in the project process. 
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For the purposes of this research, 'stakeholders' will refer to all those who have a 
'stake' in the project. At one level this could be seen as including the owners of the 
hotel which house the project staff, the restaurant owners who feed them and so on. 

In an attempt to make the research manageable the stakeholders are those just 
directly connected to the education field, that is, teachers, students, ministry 
officials, university lecturers, curriculum developers, project managers/ directors 

and others who are in related areas of work. 

A pivotal dynamic amongst stakeholders in the aid-funded project world is the role 
of what may be termed the 'major stakeholders', that is, the organisations or 
individuals who help focus national and international directions and types of aid to 
particular recipients. Organisations such as the Asian Development Bank (ADB), the 
World Bank and AusAID (an Australian aid donor) hold a particular position in the 
field. They are more strongly connected with the field of power (as demonstrated in 
Chapter 5.2) and hence the 'interests' they have in funding specific projects in 
particular countries have more influence in the aid field. The role of such 
stakeholders is central to the dynamics of international relations. 

Australia via its role in these organisations is a key player in the funding of 
development projects in South East Asia. In the conference Accounting for 
Development (2000) on the ADB's role in the Mekong region, Peter Sullivan, the 
then ADB Vice President in the Region East, explicitly described Australia's role in 
the ADB as a major stakeholder and as such 'has had a major influence on the 
development of Bank policy, especially with regard to Indonesia and the Mekong 
Region'. Australia's role in the ADB has attracted a considerable amount of criticism 
from commentators and analysts of the aid and trade relationship. In particular, this 
criticism has focussed on the issue of 'who benefits?' from the funding of 
development projects. In the quote below Cornford and Simon (2001) position the 
Australian commercial sector as the 'beneficiary' from Australia's funding of 

development projects through the ADB: 

A key motivation behind Australia's support of the ADB is that Australian 
suppliers of goods and services are entitled to bid on work generated 
under ADB financed activities, due to Australia's membership of the Bank. 
This represents a lucrative commercial opportunity for Australian firms, 
and the Australian Government actively assists business seeking to 
undertake work for the ADB through a range of agencies, including 
Austrade, AusAID and the Department of Foreign Affairs and Trade. 

(Cornford and Simon 2001:72-75) 
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The positioning of Australian companies as the financial beneficiaries of aid is a 
theme in the work of Comford and Simon (2001) and Gunning-Stevenson (2001) in 
their analysis of Australian aid in the South East Asian Region. Both bodies of work 
claim that the flow of monies back to Australia is greater than the amount initially 
contributed to the ADB and the critiques question the naming of this contribution as 
'aid': 

Over the years, the value of Australian procurement contracts from ADB 
projects has consistently outmatched Australian's capital contributions to 
the ADB ... Such figures call into question the extent to which support for 
the ADB is really about 'development assistance'. (Cornford and Simon 
2001:72-75) 

Gunning-Stevenson (2001) specificially draws attention to the role of consultants in 
her critique. In her study of the ADB's activity she claims that the donor countries, 
including USA, Japan and Australia, invest millions in the Asian Development Bank 
on the assumption that they can recoup their contributions through the 
procurement of lucrative consultancies and other corporate partnerships. 

Phelan and Hill (1998) referring to AusAlD (the Australian government aid agency) 
activity in Papua New Guinea say that it would appear the overseas aid program is 
being used as an instrument for effecting Australian domestic policy measures. In 
this instance, education aid to PNG ends up subsidising Australia's under-funded 
tertiary education sector. They also discuss the political nature of the AusAID's 
program: 

The Australian education aid program to PNG also benefits Australia in 
non-economic ways. For instance, on the assumption that Papua New 
Guineans educated in Australia will return to PNG and undertake 
leadership roles, the next generation of prominent PNG leaders will have 
an appreciation of things Australian, especially Australian academic, 
administrative and business methods. Thus, the education aid program 
also operates as a form of diplomacy. 
(Phelan and Hill 1998) 

The above glimpse of the critiques of international aid succinctly demonstrates that 
the interests of the donors are complex and one aspect of this complexity is the 
centrality of world politics and ideological commitments. The interests of the major 
stakeholders are very much aligned to the field of power (represented 
diagrammatically in Chapter 5.2) and the funding cycle priorities and focuses are 
'relayed' to the recipients of the aid or educational services rather than negotiated in 
any sense of collaboration. 
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Cornford (1999) in his analysis of Australian aid in Laos argues that AusAID has 

acted as an advocate for the very particular, and inherently political, prescriptions 

of the Western liberal economic order. He argues that AusAlD has played this role 
primarily through programs under the rubric of 'good governance', but also 
through other mechanisms and funding of strategic programs. However, at the 
same time, AusAll) has given strong support to Australian NGOs (non-government 
organisations) that have displayed a sophisticated understanding of the needs and 
issues facing the rural poor in Laos, and have become an important advocate for 
them. This contradictory practice of aid is a common feature of major donors. 
Another commonality is that the non-government funded projects are very much 
smaller financial commitments than the larger projects which have much more of an 

impact on the economic and social infrastructure of the country. 

Yet another key feature and complicating factor in the field of aid-funded projects is 
the presence of the private sector project management companies which, within the 
Australian and international aid funding market, bid to gain lucrative contracts for 
the provision of educational services. This complication or, some may say, 
contradiction is well documented and analysed by critiques of aid (Phelan and Hill 
1998, Morris 1996, Kenny and Savage 1997). I do not need to expound on them here, 
rather just to identify where the interests of the major stakeholders, such as these 
companies, lay. The project management companies are very much tied to the 
priorities and trends followed and defined by the major funding donors. 

2.3 Approaches to project planning 

In this section I discuss the different approaches to project planning and survey the 
critiques of the models. I focus on educational projects and where possible examine 
how suitable the approaches are for international language education projects. 

Project planning is a highly contextualised and contested area of work and there is 
seemingly a significant investment in finding the 'right' model. A question for my 

research is: do the 'problems with projects' rest in a problem with the model? 

London (1993) analysed different models of planning in his evaluations of education 
projects. He focused on the rationalist and interactive models, and how these 
different models of planning emerged from different social paradigms, either the 

objective or subjective paradigm: 

In the final analysis it is the paradigmatic 'logic' which determines the 
'rules of the game' in implementation, and although the social paradigm 
may not be readily apparent, it is this feature that comprises the important 
element which imparts meaning and direction to the implementation task. 

(London 1993:267) 
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The rationalist approach to planning has its foundations in the empirical 'scientific' 

paradigm which seeks to measure, predict, change and control human behaviour. 

The overriding objective of many projects has been to replace professional 

performances which are perceived by the donors as out of date and inefficient with 

others designed to increase productivity and efficiency (Davis 1991). This approach 

includes all models which view the planning process as basically sequential, 

observable and capable of being evaluated and assumes agreement on goals, and 

reflects 'a faith' in available techniques or technology to translate objectives into 

programs of action (Adams 1991). 

Rationalist planning provides a way in which making political decisions seem 

objective and technical. According to Rondinelli (1983) 'governments and 

international organisations still attempt to use planning and management 

techniques to control development activities rather than to facilitate them 

successfully' (p.2). 

Characteristics of a rationalist approach to planning indude: 

• centralised control and a top-down bureaucracy 

• management through budgeting and cost-benefit analysis 

• technology transfer 

• use of statistics for data collection and evaluation; use of linear programming 

• models for prediction (e.g., Gantt chart) 

• emphasis on capital works (Rondinelli 1983). 

Critics of this approach (Pottier 1993; London 1993; McGovern 1995; Smith 1998, 

1997; Kenny and Savage1997, Murphy 1999; Crewe and Harrison 1998; Yourigman 

1999; Appleby 2002) claimed that the rationalist approach to planning and 

implementation was not successful and put forward a multitude of reasons as to 

why it failed. The major concerns with this approach were that it cannot tolerate 
uncertainty and instability and that it did not provide for local participation. A 

central issue in this study of international education projects is to uncover what the 

literature means by failure and success. 

While the rationalist approach is the dominant model employed in the project 

world, much of the literature (Pottier 1993, London 1993, Kenny and Savage 1997, 

Murphy 1999, Prabu 1992, Holliday 1994, 1995, 1992, 1996, Morris 1991, Davis 1991) 

recommended that project planners and implementers be guided by the interactive 

approach. This approach gives emphasis to the human relationships involved in 
decision-making (Adams 1991) and has its basis in the subjective paradigm, that is, 
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the notion that individuals create the world in which they live, and that any 

understanding of society, its institutions and its social practices, depends 

on the particular positions and experiences of the participant (Davis 1991, 

Adams 1991). The interactive approach minimises the belief that the use of 

technology will solve all problems and implementation assumes conflict and 

uncertainty which are dealt with as they emerge with the development of the 

project. Its advocates believe that the interactive approach is capable of resolving 

problems 'that typically do not succumb to the demands of objectivity and 

quantification' (Adams 1991). 

The critical theory paradigm as described by Davis (1991) gives even more weight to 

the interpersonal aspects of project work. According to Davis (1991) its two 

fundamental goals are: 

to foster non-exploitative interpersonal relationships 

2. to place people in the central role of determining the direction of human 

evolution (Croomer 1985 cited in Davis 1991). 

The critical theory paradigm stresses ethical and moral values in its portrayal of 

human activities and relationships. In terms of project development critical theory 

drives 'adaptive' or 'contingency' planning (Rondinelli, Middleton and Verspoor 

1990), the characteristics of which are: 

decentralised decision-making 

project management through participation of beneficiaries 

appropriate transfer of technology/program specificity 

information sharing and networking 

institution building and management training. 

Davis (1991) presented an adaptive model for planning vocational education 

projects. The model was predicated on the above five points which characterise its 

base in critical theory. There are seven steps in the model: 

describe the current development problem from the donor perspective; 

dialogue with key participants; 

analyse the historical and cultural background of the development problem; 

describe the problem from the beneficiary perspective; 

identify the contradictions and inconsistencies; 

develop a tentative plan which represents all stakeholders (donors and 
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beneficiaries); 

7. develop an evaluative strategy which appropriately measures project success 
or failure. 

Davis (1991) was firmly convinced that the adaptive model of project planning and 
implementation would deliver a successful project. The features of this mean that 
adaptive planning can accommodate change, uncertainty, and instability and allows 
for meaningful participation by beneficiaries. She believed that the success of this 
model was based in its ability to bring together two divergent points of view, that of 
the donor and the beneficiary. Only recently in international education work have 
planners and implementers in development been willing to concede that there may 
be two agendas, that is, one representing the donor and the other representing the 
recipients, and that they are sometimes diametrically opposed. The adaptive 
planning model was rooted in the belief that there are only two positions and two 
sets of interests in the project field, that of the donor and the beneficiary. I contest 
this notion of a binary set of interests and contend that there are a myriad of 
interests operating often in conflict with each other. Davis (1991) acknowledged that 
development projects (and I would add, fee for service projects) emerged from a 
complex web of political, economic, and ideological strands. In the light of this 
complex and contested site it is important for educators to understand who is 
funding a project and why. Describing the problem from the donors' perspective is 
the first step in the planning process. 

London (1993), in his case study analysis of education projects in Tobago and 
Trinidad, was in accord with the view that successful planning and the use of an 
appropriate model lead to a successful project. He recommended an approach of 
evaluating past experiences to improve future implementation strategies. His 
recommendation did not specify what particular aspects of the project to evaluate 
other than the ways in which the project was conceptualised and it identified how 
this relates to the project outcomes. 

Pottier (1993) advocated the collection of ethnographic data prior to the design and 
implementation of the project to assist in planners to contextualise the work of the 
project. The ethnographic approach has been used to explore many issues in the 
education field, however it had not commonly been applied to a study of project 
implementation and impact, in fact, there is a dearth of ethnographic data on the 
political and economic contexts of international projects (Pottier 1993), in particular 
on their appraisal and implementation. Pottier referred to the development context, 
however the framework he applied and the case that he puts forward for the 
ethnographic approach to the study of project implementation and impact is 
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applicable to projects undertaken by universities, either as single institutions 
delivering aid-funded projects or as part of a wider organisation in the field of fee-

paying programs. 

Holliday (1996) called for a broader application of ethnography in international 
English language education. In general, ethnography has been used to investigate 
oral language performance in the classroom, oral interactions between teachers and 
learners and aspects of the micro culture of the classroom. Holliday argued that this 
approach, in international English language education, rarely attempted to 
understand the relationship of the behaviour within the classroom to the material 

and social conditions which exist in the society outside of the classroom. He 
advocated locating the study in its ethnographic reality where the researcher makes 
connections between the project, the methodology, content and materials and the 

broader social environment: 

where what finally happens in the classroom is the product of complex 
negotiation between a wide range of parties and interests which often span 
international boundaries (Holliday 1996:244). 

Pottier (1993) advocated the use of a critical ethnographic approach to investigate 
the international project world. By critical he meant that the picture the researcher 
constructed was based on the material and historical conditions of that particular 
site. He appealed to ethnographers to take account of diversity of context when 
conducting their ethnographic studies. He daimed that it is through the gathering 
of agents' understandings of the context and practice that we will be able to see the 
underlying processes and structures of the project. By taking this approach the 
ethnographer will be able to make the invisible visible, that is, to bring to the surface 
the previously hidden interests and practices of the field, these features of the field 
will manifest themselves in subsequent projects. In this way ethnography is able to 
give the project management the opportunity to see that everything is not as it 

seems. 

London (1993) examined the problems which are apparent in the educational 
project implementation process. He claimed that this process is both complex and 
subtle and is most often poorly conducted primarily because of a paucity of 
knowledge about project implementation. London (1993) documented a number of 
cases where education projects have repeated mistakes made by similar projects; for 
example, delivered unsuitable programs, have unrealistic sustainability goals and 
so on. London wondered how to account for the lack of knowledge in the face of the 
large number of education projects in developing countries. An intriguing questions 
for this research is to examine how the relations in the field allow the recurring 
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problems in internationally funded projects to continue. London suggested that 
some knowledge should be generated by the experience of running the projects. 
However, his characterisation of the 'project' itself mitigates against the buildup of 
knowledge and experience, features such as the short cycle, the lack of continuity in 
personnel, the movement of staff, with managers coming and going. The education 
field can be similarly described: the incidence of casual and short-term work is 
endemic in teaching institutions and associated work sites. The education project, as 
described by London (1993), then will provide little institutional memory in terms of 
how to manage effective project implementation. 

In his thesis on ELT aid-funded projects Harvey Smith (1998) charactensed the 
projectisation of ELT as a tactic to carry out more effective aid-related strategies 
than to support the provision of English language teaching. He discussed how the 
projects in his study focused on the donor's broad international aid objectives rather 
than the teaching and learning aspects of the projects' goals. He claimed that this 
often unstated focus subtly disenfranchised some of the key stakeholders, namely 
those from the host or recipient countries. Therefore while some stakeholders were 
working towards the explicit goals of the projects, others, most likely those 'more in 
the know of project work' were focussed on the donor/provider's national goals. 
Smith (1998) claimed that this focus on the national interests of the donor 
distinguished aid-funded from fee-based projects. The data for my study does not 
support this distinction. Though shrouded by the rhetoric of quality, the fee-based 
project was as much beholden to the national interests of the provider as was the 
aid-funded project. In the extract below Smith (1998) outlined how the project field 
shapes the dominant practices of project work: 

The project approach has provided a management model for the design, 
implementation and evaluation of ELT aid, and the use of the project (or 
'logical') framework has made this a particularly disciplined model. There 
is a clear focus on the need to have strict time and budget limits and to 
produce results within these limits. While there may be doubts about the 
appropriateness of a strict project framework approach to 'people-centred' 
aid activities, in practice it has now been applied to ELT for a decade. The 
inputs-outputs-objectives framework and the time and budget constraints 
place aid-funded ELT very much in the field of management and it is 
acknowledged that ELT specialists now require management skills in order 
to be effective. ELT team leaders have now become project managers and 
other members of the team are also required to adhere to project-driven 
targets. These characteristics are peculiar to projects and do not pertain 
where aid or ELT support are delivered by other means (e.g., through the 
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provision of an adviser to a ministry with specific objectives or time 

constraints) (Smith 1998:96). 

Smith (1997), in an earlier article which specifically addressed the relationships 
between donors and recipients, depicted the many faces of aid: it is a political game 
as well as an economic and technical one. He talked about how donors' interests can 
be interpreted through management tasks and turn inputs into outputs in order to 

achieve agreed objectives. On the other hand recipients may have greater 
concentration on short-term results and on personal benefits, with less concern for 

the above (Inputs - Outputs - Objectives) relationship. 

In his analysis he highlights the differences between what the donor wants and 
what the recipient wants but when all is said and done he concludes that the donor 
choice prevails; that is, 'cost-effectiveness is the most important aspect of project 
choice in education and training' (Smith 1997:215). He made an important point 
relevant to my study: each of the organisations involved in a project has its own 
organisational culture, within which the project will be seen not as a one-off event 
but as a component of an overall project within the context of the general policy 
direction followed by the organisation. 

McGovern (1995) in his research on projects investigated the application of the 
project model in the area of ELT innovation. He questioned the suitability of the 
approach and suggested ways for how it could be improved. He did not address the 
issue of multiple interests in the field and how the plurality of interests may 
influence or shape the practices in the field of project implementation. In 
McGovern's view the issue lies with the project model. McGovern (1995), along with 
Smith (1997, 1998) and Holliday (1994, 1996) discusses the expansion of the ELT 
industry since the 1950s and points to how it emerged out of the changes and 
growth in areas such as communications and technology. McGovern (1995) claims 
that the field of applied linguistics emerged in response to the ELT growth and 
provided a framework for the research and development which accompanies and 

new industry. 

In Britain, the project approach became the basis for aid funding of ELT. Initially the 
British Council provided the resources and personnel to institutions such as 

universities, teachers colleges and so on to establish ELT projects (McGovern 1995; 
Smith 1997,1998). Since 1970s the Office for Development Assistance in England has 
channeled funding through the British Council to set up ELT projects: 'the aim was 
to diffuse the ideas coming out of the centres for research and development in order 
to make the teaching of English more efficient and effective.' (McGovern 1995:4) 
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It took some years for the project approach to gain its current popularity in the ELT 

field. McGovern (1995) saw that it was now time to review the project approach. He 

put forward what he saw as the rationale for the approach and claimed that the 

rationale revealed that it never was a 'model for diffusion of innovation'. Rather it 

had always been firstly a model for the control of expenditure: 

The approach has been used for a much longer period of time in other sectors, 
for example, capital investment schemes where large amounts of money 
would needed to be invested over long periods of time (up to 10 or 15 years). 

This gives some explanation of why many of the base ideas and terms in 

project documentation have a 'financial ring to them' (p.5). Accountability is a 

key term and linked to this is value for money: these two terms arguably 

determine the ways in which projects are judged to be better than others in 

their bid for funding. Other key variables are the way that a project can 

demonstrate its sustainability and that there are adequate measures to 
evaluate that money has been wisely spent. 

One of the tenets of a project is that it is good for the economic and social 

development in that the impact of a project is able to be measured. There is 

increasing pressure on projects to demonstrate the project's impact and 

funding agencies send economists and sociologists to measure this indicator. 

In a sense the university fee-based projects are just as concerned about 

measuring impact and the indicators for the institution are in terms of the 
number of students or further beneficial projects. 

There has also been an increasing emphasis on equity, that is, the project must 

benefit those sectors of the society that according to the aid agency are most in 
need. 

On a more micro-analysis of the way a project is conceptualised the operational 
features of projects centre around specificity (McGovern 1995:6): 

- specific objectives 

- a specific time-frame 

- a specific budget for each year of the project 

- specific types of project documentation for each year of the project 

- specific reporting procedures 

- specific measures of evaluation 

- specific statements of risks and conditions. 
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This approach has often been criticised by ELT personnel in terms of its 
unsuitability for education projects. It may well be suitable for capital projects like 
building or road construction (although this is contested in the literature; see Fullen 
1991) but the short cycle of the project makes it difficult to have a real impact 
(McGovern 1995:6). Education projects are supposed to implement change in a fairly 
short time-frame, usually three to four years; the evaluation of projects therefore has 

to focus on 'the number and the cost of the "products" of the project rather than on 
the value of the process by which they were produced' (McGovern 1995:7). Project 

management companies are rewarded by the way they keep within the budget and 

the time frame. Another issue that was pertinent to McGovern (1995) is the top-
down structure of the project organisation. McGovern claims that implementers 
have to work off a design that they did not make and the design may well rest on 
dubious ideas. This then leads to the question of whether the project approach can 
be adapted. 

McGovern (1995) suggests a number of strategies to adopt to make the project 

approach more amenable to ELT: 

Project goals: these should not be evaluated in terms of products but rather 
look at the impact of the project on all people involved, consider the impact on 
all stakeholders. 

Empower insiders: transfer power to the 'insiders'. McGovern did not specify 
who these individuals are but suggested what this means: 

- identifying project personnel as early as possible and bringing them in 

the basement stage; 

- ensuring that the insiders know that they will be involved in the project 
and what this means; 

- being much more open with project personnel concerning the different 
interests of the various funding and supporting agencies; 

- providing training in the project approach; and 

- giving insiders the central role in the creation of project documents, such 
as the baseline study, project development plans, implementation plans 

and impact studies. (McGovern 1995:11) 

Conduct baseline studies: these are studies which research the local context 
and result in a published document. McGovern (1995) stresses that these 
studies be conducted by 'insiders' with an aim to not only make the project 
context-sensitive but to 'make it possible to superimpose the context on the 
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new ideas rather that the ideas on the context' (McGovern 1995:120. 

Adopt a process approach to project planning: this is an approach which can 
not only accommodate change but expects it. Again McGovern emphasises 
that 'insiders' be responsible for this evolutionary approach to planning. 

Conduct impact studies: these studies are broader than an evaluation study in 
that they are closely related to the baseline study and look for evidence of 
change experienced by the institutions and individuals involved in the project. 
Impact studies encourage the collection of qualitative data and acknowledge 
the wider-reaching effects of a project. 

McGovern (1995) offers a range of strategies that would allow international project 
workers to better assess the feasibility and practicality of project goals and ways to 
measure the effectiveness of a project. These strategies seem to be predicated on the 
active involvement of 'insiders' and a question that I raise about this is, "Who 
decides who is an 'insider'?". Australian project personnel could well be described 
as 'insiders' and may well be perceived to be doing the above, yet this does not 
move a project into a more critical framework. 

In this thesis the international education project is characterised in Bourdieu's terms 
as a dynamic field with shifting boundaries and that while individual staff and! or 
management members will change, the characteristics of hierarchy and advantage 
are consistent in the field (Bourdieu's analytical framework is described in depth in 
Chapter 3). It is this consistency that is significant in project life and allows for 
analysis of the dominant interests in the project field. 

The supposed lack of knowledge about the implementation of international 
education projects, I contend, is not accidental, rather it is an intentional strategy on 
the part of the donor or provider. The regularity with which projects are said to 
have failed to meet their educational objectives evidences that other interests are 
being met and it is the intention of this study to examine the ways in which project 
work reflects particular interests. 

In the light of the conundrum surrounding project implementation and the 
disaffected views of the research in this area, it is imperative to rethink project 
implementation, to pull apart the pre-set notions used to represent it and to 
articulate the varied interests of the stakeholders and the power relations in the 
field. 

2.4 Notions of success and failure 

The discussions and debates around the internationalisation of education are 
underscored by the themes of success and failure of international education 
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projects. These themes are also prevalent in the prolific literature analysing the 

various aspects of aid and development projects (Pottier 1993, Morris 1991, Holliday 

1992, 1994, 1995; Kenny and Savage 1997; London 1993; Davis 1991; Murphy 1999). 

In a recent publication by the World Bank (1998), foreign aid projects are described 

as having the possibility to be a 'spectacular success or an unmitigated disaster' - the 

criteria for assessing the impact of the projects is not explicit. McGinn 1993 (in 

London 1993) refers to the 'mounting evidence' of the failure of major education 

projects in less developed countries and that these failures have not been adequately 

researched. No apparent causes are identified and no remedial strategies are 

suggested. The notions of failure or success need to investigated and understood in 

terms of what interests are operating in the field and in whose terms is the project a 

success or a failure. 

As noted in the previous paragraph there is a common notion that development 

education projects fail (Holliday 1992 1994, 1995, 1996; Pottier 1993; London 1993; 

Davis 1991; McGinn et al. 1979; Hall 1997; Kenny and Savage 1997; Crewe and 

Harrison 1998; Youngman 1999). The literature suggests that projects do not meet 

their objectives. However, the literature does not interrogate the ways in which 

outcomes are measured against objectives to assess the success or failure of a 

project. A recent World Bank publication gives a brief historical overview of the 

objectives of its aid funding (both projects and loans): 

From the start, it had twin objectives, potentially in conflict. The first 

objective was to promote long-term growth and poverty reduction in 

developing countries; the underlying motivation of donors was a 

combination of altruism and a more self-interested concern that, in the long 

term, their economic and political security would benefit if poor countries 

were growing. The second objective was to promote the short-term political 

and strategic (and economic) interests of the donors. Aid went to regimes 

that were political allies of major Western powers. Thus the strategic and 

developmental objectives were potentially, but not necessarily, at odds 

(World Bank 1998:10). 

This describes a much more complex landscape of the project and complicates the 

notions of success and failure. In other project contexts, from the point of view of 

project management company (funded by the donor government), fulfilling the 

requirements of the project contract, operating within budget guidelines and 

delivering adequate reports may constitute success. Recipient organisations may 

also characterise a project as successful (no matter what the outcomes are) as to do 
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otherwise may jeopardise the chance for future funded projects (Kenny and Savage 
1997). 

The characteristics of university investment type education projects do not vary 
greatly from the aid-funded projects. On a macro-level the university as a whole 
may have grander visions of establishing links with tertiary sectors internationally 
(critical development themes) while the individual faculty's notion of success would 
be measured at least directly by the number of enrolled fee-paying students. These 
views of success need not involve the measure of quality programs or the meeting 
of the recipients' needs. 

In assessing the success or failure of a project, the literature places the onus on the 
planning stage and strategic aspects of the project implementation. There is an 
assumption that if there is congruence between the planning and implementation 
phase and the social reality of the recipient's context then the project will succeed 
(Correa and Nestor 1986; McGinn and Warwick 1979). McGinn and Warwick 
describe this congruence as a functional relationship between project outcome and 
'conceptualisation of the planning process itself' (p.220) and in particular talks 
about this in terms of the model of planning employed. Particular models of project 
planning and implementation dominate the literature and are broadly divided into 
three approaches to project planning, implementation and evaluation: rationalist, 
interactive and critical. 

In the main, the literature explores the continual failure of projects. The literature 
also points out that the mechanisms for measuring the success or failure of a project 
are limited in that they are most often used to comply with the reporting procedures 
of the funding bodies rather than the impact on the local participants. In spite of the 
lack of investigation into the apparent failure of the projects, certain factors are put 
forward as to why the particular project did not meet its goals. The lack of 
ethnographic study prior to the implementation of the project is often put forward 
as a reason why the project failed (Pottier 1993, Griffiths 1993, Kenny and 
5avage1997, Abdul-Raheem 2000). Pottier (1993) advocates a critical ethnographic 
approach which aims to uncover the dynamics of the project field and identify the 
range of interests and sites of conflict. His recommended approach engages with as 
broad a range of stakeholders as possible and works to represent the diverse 
interests involved in the project. 

However, even with the best intentions, ethnography may not uncover the 
underlying power relations and the action of symbolic power and capital to create 
illusions. Identification of problem areas or innovations can reflect political pressure 
and prior decisions rather than real need. 
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David Hall (1997) in his article 'Why Projects Fail?' draws attention to the 
complexity of development projects and points to the multiple stakeholders in the 
field as a particularly difficult aspect of project work. Smith (1997) also recognises 
this factor as a complication in the field and says that one can identify at least five 
parties in an aid-funded project: funding agency, implementing agency contracted 
to carry out the project, a host or counterpart ministry, the beneficiaries of the 
project, the project staff. Smith (1997) and Hall (1997) both agree on the issue that 
the donor and recipient have different criteria in approaches to project development 

and implementation and to evaluate success. Additionally, each of the individuals 
involved in a project has a personal agenda, which may have to do with status or 
other kinds of rivalry within the organisation, personal allegiances outside the 
project, or the seeking of individual professional kudos or material gain. When 
stakeholders in a project are unable to see beyond their own agendas, conflict 

becomes inevitable. 

Both of the above authors offer critical analyses of educational projects in the 
development context but notwithstanding of how they discuss the multiple interests 

of the different parties they still posit the recipients as the beneficiaries. 

McGovern (1995) makes a pertinent point about the way the success or otherwise of 
education projects is estimated. He claims that it is difficult to work out whether 
education projects succeed or fail because of the lack of documentation. He makes a 
similar point to Pottier (1993) about the 'dearth of information' about these projects. 
McGovern's assessment of the field is also similar to Phelan and Hill's (1998) and 
Brown's (2001) amongst others, that 'story' of the project may be known anecdotally 
but there is no literature available. Those projects that are written up often only deal 
with romantic notions of aid work: these may be in the style of the 'war stories' or 

'pioneering and adventure' type. 

One effect of this lack of documentation is that there is a lack of institutional 
knowledge about ways to go about the work of a project. There is nothing available 

for new ELT project people to learn about past successes or failures. 

McGovern (1995) believes that all ELT projects whether they are seen as success or 
failures 'are susceptible to the same sorts of problems'. The biggest problem he 
identifies is the burden of proof, that is, to prove that the project was successful, 
both to the donors and the host governments. These two parties have different 
agendas: the first wants economic value and sustainable outcome and the latter 
wants economic and social development (if they wanted the project in the first 

place). 
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Fullan (1991) in his work on innovation in education in the US makes some points 
about implementing change that are highly significant to an understanding of 
'success or failure' international language education projects. He identifies as a 
major factor in why most planning innovations fail the fact that the project 
designers and people that make decisions about the projects do not have a full 
understanding of the local context: 

They introduce changes without providing a means to identify and 
confront the situational constraints and without attempting to understand 
the values, ideas and experiences of those who are essential for 
implementing any changes (Fullan 1991:96). 

Fullan is an advocate of the process approach, which was also put forward by 
McGovern (1995) as noted in the previous section. This approach does not have a set 
of ready-made guidelines but rather seeks to develop an understanding of what is 
happening in the project and is open to modification. He levels a criticism at most of 
the education innovations that take place, 'even the big restructuring ones', that 
they give the impression that something significant has taken place when really it 
hasn't. He believes that educational projects or innovations in this sense have a 
pacifier effect. For example, in the aid sector contributing governments can point to 
the innovations as instances of their work towards access and equity principles even 
if the projects do not fulfil the espoused goals. 

So what do the above authors mean by failure? Does the project not meet its 
educational objectives? Who decides this? In his artide 'Why Education Projects in 
Developing Countries Fail', London identifies two measurements of 'success' or 
'failure': 

a quantifiable element, measured in terms of the extent to which measurable, 
technically stated project objectives have been met. 

2. may be client related - a project has failed or succeeded if the client so deems it 
(London 1993). 

These rather broad criteria rely upon some consensus of interests by those 
evaluating the success or otherwise of the project, however, the project outcomes 
may be interpreted differently depending upon the interests of the evaluator or 
other stakeholders. 

Romiszowski (1989) delivers this maxim about a 'new' approach to planning: 

In the field of education/training innovation, a successful project is 20 per 
cent educational technology, 30 per cent project planning technology and 
50 per cent tactics of execution, implementation (p.111). 
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It appears from the literature that critiques of project work, in particular the 
depiction of widespread failure of education projects, point to problems in the 
project design and implementation procedures. Following from this diagnosis of the 
problem, the way forward for projects is then to find more appropriate or better 
designs and methods of implementation. This thesis explores these issues and the 
data deals extensively with these notions of success and failure. The evidence within 
this research draws a complex picture of competing and conflicting interests that 
must be examined in connection with an analysis of success and failure. Chapter 7 

explores these issues in depth. 

2.5 Universities in the international field 

In this section I explore how Australian universities have become involved in the 
market for international education projects and international students. I also 
examine how academic practices have changed according to the different roles 

Australian universities have taken up. 

Australian universities have changed dramatically over the last three decades. 
ithoades and Smart (1996) give a historical account of the development of 
Australia's international education industry. The major change in focus began in the 
mid 1980s when Australia shifted its orientation towards the Asia-Pacific region 
from its previous ties with the Commonwealth. The Asia-Pacific region was viewed 
as a more lucrative market, international students were no longer regarded as an 
'elite group', rather being recognised now as a mass market. The recruitment of 
these students was now an export industry and was based upon cost/benefit ratio 

and profit margins. 

2.5.1 Globalisation and Intemationalisation 

Framing the study of university international education project activity in the field 
of English language teaching are pivotal concepts and phrases such as 
internationalisation, globalisation, and cross-cultural / intercultural relations. These 

terms are particularly pertinent to Australian university activity in the international 
field and are used widely in the literature and in many cases have assumed a 
'common sense' meaning, that is, the presupposition being the terms are value free 
and we all understand what we mean by, for example, internationalisation. In most 
current Australian university strategic plans the term 'internationalisation' is a 
mandatory goal and is an assumed university activity in the 'global education 
context' (Poole 2001). However, the term does not necessarily give a clear direction 
for educational activities; for example, in Marginson's (2000:24) research on 
university practices internationalisation describes the growth of relations between 
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nations and between national cultures (in that sense internationalisation has a long 
history). 

For others internationalisation is often referred to as a different process (Hashimoto 
2000). This process is viewed differently from different national positions and from 
different sections within a nation; for example, education sectors within non-
English-speaking countries most often see 'internationalisation' as increasing the 
provision of teaching English and upgrading the English language skills of priority 
areas of the society I economy (Hashimoto 2000). Those in the education sector 
within Australia most often describe 'internationalisation' as process of increasing 
the export market of Australian education (Marginson 1995, 2002c, 2002a), either by 
attracting larger numbers of international students to Australian institutions or 
providing in-country courses. 

The term 'globalisation' is sometimes misused as interchangeable with 
internationalisation. It is necessary here to point out the important differences 
between the two terms. Marginson's (2000) definition of globalisation refers to the 
growing role of world systems, those systems which are situated outside and 
beyond the nation state. The systems include world financial markets, which put 
pressure on national markets; world markets in entertainment, information and 
education and development of the internet, world library, and world 
communication systems. These global systems link every corner of the world and 
they are overwhelmingly written in English. Other hallmarks of globalisation 
include an increase in international travel and a growing intensity of contact 
between people, communications being the most important element, for example, 
telephones, email and internet. According to Marginson (2000) these global systems 
bear the marks of dominant national cultures, in particular American culture. 
Marginson (2000) also claims that the effects of globalisation became apparent 
earlier in higher education than in most other sectors. 

Australian university activity in the international project area has been relatively 
recent but it does build on a longer period of working with international students as 
individuals; international students have been a significant minority in Australian 
universities since the 1950s (Marginson 1997b). During the period 1950-1970, 
international students were primarily considered under the banner of foreign aid 
and programs such as the Colombo Plan were early conduits for the establishment 
of a more lucrative market. In the mid 1980s potential for an international education 
market was recognised in the Jackson Report (1984) and henceforth international 
student policy directions made the significant change from an aid focus to 
marketing. 
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During the 1990s universities were driven to generate an increasing amount of their 
own funding and the notion of 'the internationalisation of education' featured in the 
critical development themes of Australian universities (Marginson 1995, 1997a). One 
form of 'internationalisation' is the engagement by the private wing of the 
university in competition with the more traditional project management groups for 
government funded aid projects. This however is not the only international activity 
undertaken by universities. The phrase 'internationalisation of education' 
encompasses aid and/or humanitarian programs delivered off-shore, aid-funded 
overseas students studying in Australia, fee-paying students from countries outside 
of Australia studying in Australia, the internationalisation of the curriculum and 
award or non-award programs delivered off-shore. The latter may be as part of a 

larger project or as individual programs. 

2.5.2 Changing academic practices 

It may seem then that Australian universities are now seemingly placed in a 
contradictory position in regards to internationalisation as it is commonly practised. 
On one hand they may want to contribute to the development of poorer countries 
by helping students through scholarships and so on and on the other is a more 
explicit path of attracting students to raise income for institutions. These two 
options may not seem at first contradictory and perhaps could be mutually 
beneficial as funds raised through one activity could be used to support work in 
developing countries. However, on closer examination the aid programs that 
universities often engage in pretend to benefit those other countries but in fact are 
designed to be as much or more benefit to the Australian institution itself (Phelan 
and Hill 1998). Also universities are under more scrutiny in terms of the program 
quality and the types of academic practices it is exporting in its 'international' work. 

Marginson's (2000) examination of Australian academic work practices revealed 
that they too are undergoing major changes. He believes that the 'sacred precepts' of 
academic work are under challenge, for example, such fixture as tenure, peer 
review, autonomy and so on. These challenges are occurring within an uncertain 
climate in regards to government funding and the state of the international 
economy. The context of university work is thus affected by internal and external 
pressures to change and the notion of 'education for public good' is underlined by 
being able to ensure viable profit margins. University lecturers are often forced into 
unfamiliar entrepreneurial roles (Marginson 2002a, 2002b; Way 2002) along with the 
responsibility of maintaining the educational value of the program. 
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I have referred to changes in the higher education sector in terms of new priorities 
and new practices. Marginson (2000) believes these changes in terms of priorities 
and practices have been bought about by: 

globalisation (as in the growing role of world systems), which has led to the 
international educational marketplace 

• lack of federal commitment and funding 

• crisis of values in the academy - collegial work relations and management 
practices replaced by competitive entrepreneurial ones 

• tendencies to the deconstruction of academic professionalism itself. 

Academic work practices as they are discussed in work by Marginson (1995, 2002b, 
2002c), Smyth (1995) and Poole (2001) demand skills that were not previously 
viewed as requirements for lecturers or researchers. These new skills hope to place 
the institutions in favourable competitive positions. The academic workplace and in 
particular, education faculties, has yet to fully expound on the relationships 
between the practices of, for example, the tender process, project development, 
feasibility studies, project management and the academic content of its programs. 
The projects purport to export current academic practices, yet how transferable are 
these practices to other university contexts, let alone to a discrete and most often ill-
defined unit of work? 

Strategic plans of universities are very concerned with placing the particular 
university at the cutting edge of the tertiary sector. The strategic plans discuss the 
international work in market terms and give directions to faculties to increase their 
enrolment of international students (Poole 2001). There are not necessarily plans to 
extend the universities' internationalisation to include two-way activities, for 
example, where students and academics are encouraged to study in universities in 
the countries from which they attract a large number of students, to employ 
academics from those countries in Australian universities or to develop 
'internationally' appropriate curriculums. 

In his article on the rapid spread of Australian universities into the international 
market, Way (2002) refers to a report by the NSW Independent Commission Against 
Corruption (ICAC) (n.d.) titled Degrees of Risk: A Corruption Risk Profile of NSW 
Universities. The conclusion of the report stated: 

the impression is that, while universities are busy in the education 
marketplace, raising revenue and attracting students, little time is left for 
things such as internal monitoring and accountability, and the checks and 
balances needed for policy implementation and adhering to procedures 
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and good record-keeping. Unfortunately, it seems that university 
administration and management systems, and the management skills of 
some academic and non-academic staff, have not kept pace with the speed 
of change in the sector (Way 2002:70). 

In his article Way (2002) cites academics, who are unnamed for fear of reprisal from 
their institutions, and representatives of the academic trade union, who say 'that 
nowhere is this lack of accountability more evident than in overseas courses' (Way 
2002:70). 

Universities vie amongst themselves to get the largest segment of the international 
market. Education is now Australia's largest export (Marginson 1999) and for most 
Australian universities the international student dollar (either private or public 
money) is viewed as the way out of the universities' financial crises. The export of 
education is now one of primary tasks of universities; international students 
comprise 18 per cent of total student enrolment in Australia, as compared to 3 per 
cent in the United States (Marginson 2002a). International students perceive 
Australia as 'safe, secure, reputed to be relatively tolerant (though its immigration 
policies can belie that reputation), and cheaper than its English language rivals' 
(Marginson 2002a:2). Australia's universities have suffered from decreasing 
government funding, which fell from 85 per cent in 1985 to 54 per cent in 2001 
(Marginson 2002a:3), and have thus been pushed into an entrepreneurial role in the 
international market. Marginson daims that some disciplines have been more 
effective in attracting students than others. Information Technology and Business 
are the obvious winners in gaining student numbers, and yet the disciplines which 
are seen to be world leaders in intellectual and academic development, medicine, 
education, astrophysics and architecture to name a few, are too context-specific to 
attract the numbers similar to those in the more 'global' subjects (Marginson 2002a). 

However, there is another factor which attracts students to Australian universities 
that does not put our tertiary sector in a favourable light: our courses are shorter. 
The masters programs have generally decreased from two years to one year and the 
Australian PhD and baccalaureate program are three years compared to four in the 
United States (Marginson 2002a). Australia has captured a market advantage by 
providing less education; universities are accumulating economic capital while 
students are accumulating a perhaps dubious form of cultural capital. The 
dubiousness of it is raised by recent debates (Way 2002; Marginson 2002a; Poole 
2001) in Australia about standards and are these being compromised by the 
universities' drive for economic capital. 
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The overriding drive for the accumulation of economic capital raises the vexed 
question of quality and quality assurance of tertiary course provision in the 
international market. This issue has given rise to a growing body of literature 
critiquing the university's international quest for finance and seeming disregard for 
the students' value for money (Habu 2000; Marginson 1995, 1997b, 2000, 2002c, 
2002a, 2002c; Marginson and Rhoades 2002, Rhoades 2002, Smyth 1995; Martin and 
Lomperis 2002; Phelan and Hill 1998; Poole 2001; Way 2002). Nicholas Way (2002) in 
a recent article for Business Review Weekly conducted an in-depth study on the 
balance between 'the lure of the dollar' and the universities' maintenance of quality 
and ultimately their own reputation. He drew some scathing conclusions from his 
interviews with academics involved in the international work of their university; the 

issues they raised covering questionable academic standards, lack of quality control 
(particularly over online courses), international departments operating 
independently of academics responsible for courses; the relevance of some courses, 
the lack of transparency in university accounts about the financial cost and benefits 
of courses, the absence of collegiality with overseas counterparts (this concern is 
heightened by differences in pay and conditions), student welfare, poor 
understanding of cultural differences involved in teaching overseas and a lack of 
teaching skills required for intensive courses conducted overseas (Way 2002:69). 

The argument in this thesis is not really about whether universities should or 
should not be in the project investment market but rather about the positioning, 
interests and power relations of all stakeholders in the project field. One of the 
glaring issues that arises from an investigation into this area of university work is 
that Australian universities' engagement with 'internationalisation' is very much a 
unidirectional process, that is, universities aim to benefit financially by attracting 
full-fee paying students from outside of Australia. International students join 
Australian tertiary programs, either in Australia, in offshore campuses or projects or 
by distance education. There has been very little impact of the internationalisation 
in terms of teaching content, process, or of Australian students studying in the areas 
where most of the international students come from, that is, East and South East 
Asia (Marginson 1997a, 2000, 2002a, 2002c, Phelari and Hill 1998, Poole 2001). 
Kubota (1999, 2001a) and Habu (2000) express a similar view about the orientation 
of universities in the United States and England respectively. This is also evident in 
the data gathered for this thesis and is further elaborated on in Chapters 6, 7, 8 and 
9. 

Themes from recent literature which investigates this rise in international activity 
characterise university work in cynical terms, for example, 'commodification of 
students' (Rhodes and Smart 1996; Habu 2000), and depict universities as not being 
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particularly good at the entrepreneurial turn (Habu 2000; Way 2002; Poole 2001). 
Habu (2000) in her analysis of Japanese women's experiences of study abroad 
makes similar criticisms of the tertiary sector in the United Kingdom that are similar 
to those that have been leveled at Australian universities' internationalisation 
efforts. Habu (2000) concurs with Marginson's (2000) view of uneven development 
of globalisation and the impact it has had on the higher education sector: 

One of the ironies of globalisation is that the mutual educational 
advantages of cross-cultural contact are undermined by a reductive, 
narrowly economic view of foreign students as a source of revenue (Habu 

2000:43). 

Habu (2000) outlines three reasons for universities in Japan adopting a positive view 
of international study, that is, Japanese students undertaking study in a university 
outside of Japan. Primarily the Japanese student wishes to experience a challenging 
intercultural scholarly relationship. Secondly, globalisation is perceived as 

promising a free interchange of ideas that cross national boundaries. Habu (2000) 
claims that this notion of intellectual exchange, although mainly embedded in the 
European notion of enlightenment, correlates with the aspirations of the Meiji era in 
Japan. This is an interesting claim but does need to taken cautiously when 
discussing the current context. Thirdly, globalisation encourages diversity, and this 

Habu (2000) maintained is what the current educational policies are striving for in 

Japan. 

Habu (2000) believes the primary reason for the foreign (for example, Australian, 
British) university's engagement in globalisation in higher education is 

commercialism, the widespread acceptance of market values and imperatives in 
academia. The world is seen as a market place where universities compete for 
students and revenue. Students are positioned as customers, not members of an 
academic community; in fact the latter concept is irrelevant in this interpretation of 

globalisation, the university is revisioned as an entrepreneurial venture and 
students are the fee-paying clients. However, this view is not shared by the 
international students; they want to engage in a genuine intercultural academic 
experience. In practice, the motivations for a pursuit of knowledge informed within 
an international context and increasing diversity are overshadowed by economic 
pursuits. The university may project these motivations (or commitment to diversity 

or international community of scholars) in order to better secure a market 
advantage but they are a veneer to mask the calculated business strategies. 

In his recent study of international activities of four Australian universities Poole 
(2001) identified a range of features that were common to the changing face of 
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Australian universities and their internationalisation strategies. The first claim he 
makes is that universities in general have an increasing focus on entrepreneurial 
activities. In his study Poole looks at the diversity of markets available to domestic 
universities. He discovered that Australian universities are casting their nets far and 
wide to 'catch' international students. 

A second most important point and one that resonates with the data in this study is 
that universities have done little empirical work on their management of 
entrepreneurial activities. This lack of research into this increasing area of work is in 
the face of a 35% increase during 2000-2001 in students studying off-shore (Poole 
2001). In his study Poole (2001) examined the international strategic plans of the 
four universities and demonstrated that the economic aims of the plans are 
foregrounded from amongst such other more culturally sensitive aims. These 
primarily pecuniary aims of internationalisation strategies resemble the assertions 
made by Habu (2000) and in research conducted by Marginson (2001) and Way 
(2002) where the economic interests of the institution were dominant. 

2.6 Concepts of culture 

Rod: What do you see as our main weakness, Peter? 
Peter: The fact that many of you don't learn the local language or become 
familiar with the local culture. This is clearly a major handicap (Bolitho and 
Medgyes 2000:383). 

The work of international language education projects is underscored by a myriad 
of understandings and interpretations of the term 'culture'. In this section and its 
sub-sections I examine some ways that this term has been explained in the field 
under research and the possible implications these explanations have for project 
work. I also put forward a framework from which I will examine the ways that 
notions of 'culture' have been employed to affect the power relations and work 
practices in the field of international language education projects. 

2.6.1 Defining 'culture' 

At the outset I concur with Raymond Williams (1983:87) that 'culture is one of the 
most complicated terms in history' and that because of this complexity it is almost 
impossible to define the term 'culture'. Payne (1996) in his dictionary of cultural and 
critical theory describes culture as: 

virtually limitless in application, which initially may be understood to refer 
to everything that is produced by human beings as distinct from all that is 
a part of nature. However, it has often been observed that since nature is 
itself a human abstraction, it too has a history, which in turn means that it 
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is part of culture. (Payne 1996:128) 

The difficulty with the term is not just about its application or ability to used easily 
in discussions such as this. The term is extremely powerful in the way that it is used 
to delineate power relations in a field, particularly one such as the international 
language education project which crosses national boundaries and has as its task the 

teaching of a dominant language. 

Bourdieu in his ethnographic research worked with broad notions of 'culture'; he 
did not define what culture is or is not and preferred to discuss human activities in 
a field as 'habitus'. This latter concept is discussed later in Section 3.1.4. It is evident 

in his work that for him the notion of culture is encompassing: 

it is one of the defining characteristics of the human condition for people to 
be situated within culture. Culture is enacted by everyone. It is a game in 
which there are no non-participating spectators. It is a 'huis cbs' from 
which no-one is excluded and from which there is no escape (Bourdieu 

quoted in Robbins 2000:xi). 

Stuart Hall's (1992a 1992b, 1993, 1997) work in the cultural studies field brought to 
light the notion that 'culture' is not a fixture or something as static as a 'background' 
or taxonomy of behaviours or artifacts. Rather the term speaks of the social, 
economic and material conditions that shape the individual's role and position in a 

society. Hall speaks about the notion of 'cultural identities' rather than an 
encompassing concept of 'culture', since this allows for the diversity within a 
society to be recognised. A society consists of individuals grouped or divided by 

difference, Hall states that these cultural identities are: 

framed by two axes or vectors, simultaneously operative: the vector of 
similarity and continuity; and the vector of difference and rupture 
identities have to be thought of in terms of the dialogic relationship 
between these two axes. The first one gives us some grounding in, some 

continuity with the past. The second reminds us that what we share is 
precisely the experience of profound discontinuity (Hall 1992b:226-7). 

For Hall culture is viewed as a dynamic notion, where behaviours, attitudes and 
values change according to the social and material conditions of people. In this 
construction difference and similarity abounds within and across national groups, 
culture as a dynamic force is in a sense always 'becoming' (Hall 1993): 

cultural identity in this ... sense, is a matter of 'becoming' as well as 'being'. 

It belongs to the future as well as to the past. ...cultural identities come 

from somewhere, have histories. But, like everything which is historical, 
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they undergo constant transformation. Far from being eternally fixed in 

some essentialised past, they are subject to the continuous 'play' of history, 
culture and power (Hall 1993:225). 

The above literature and research informs and shapes my own way of 
understanding notions of culture when they emerged in the research data. 

One popular and enduring interpretation describes culture as a 'geographically 
(and quite often nationally) distinct entity, as ... unchanging and homogenous, and 
as all-encompassing systems of rules or norms that substantially determine personal 
behaviour' (Atkinson 1999:626). Following from this understanding the term 
'culture' is most often used as a way of talking about the characteristics of members 
of large, ethnic and national formations. Used in this way the membership of a 
particular country or group is seen to 'determine' the way people behave. In this 
sense culture is often used as a way of describing the way members of a particular 
large formation go about doing what they do and that amongst members of this 
formation there are shared understandings of beliefs and values of the world. It is 
assigns essential features to members of particular national formations (hence an 
essentialist view of culture) and posits that national groups have different 'cultures' 

and gives details of this 'cultural' difference. 

This characterisation of human activity as a static set of rules is antithetical to my 
understanding of the ways in which groups of people identify with one another in 
particular contexts and to the theory of practice developed by Pierre Bourdieu. 
Strauss and Quinn (1997) describe culture in a way that is more akin to the approach 
taken in this study; culture is: 

not some free-floating abstract entity; rather it consists of regular 
occurrences in the humanly created world, in the schemas people share as a 
result of these, and in the interactions between these schemas and the 
world. When we speak of culture, then, we do so only to summarise such 
regularities (Strauss and Quinn 1997:7). 

However, this still depicts culture as being static and monolithic and assumes that 
schemas will be shared by all. What about notions of difference and diversity? How 
can these be accounted within the concept of culture? In this study culture is viewed 

as a dynamic, contested notion which is constructed by external forces of history 
and power as well as from the internal actions of those members of the particular 
cultures (Hall 1990). The myriad of views of culture as they emerged from the data 
are discussed in Chapter 9. 
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2.6.2 Culture in English language education projects 

The discipline of education and the related field of English language teaching are 
hugely impacted by definitions of and the application of 'culture'. The field is 
inundated with teaching and learning research and writings about 'cross- 

cultural! intercultural! multicultural I cultural diversity' issues in the education 

sector. Teaching professionals and teacher educators cannot avoid being influenced 
by reigning views on 'culture' and subsequently their practices are shaped by these 

views. 

The term 'culture' is also often used in describing the ways in which small 
formations operate, that is, organisations, neighbourhoods and institutions, for 
example, organisational culture, institutional culture, university culture and so on, 
and emerging from the studies on project work: 'project culture'. Holliday (1992, 
1994, 1995, 1996, 1999) in his studies of English language education projects thinks 
about the notion of 'culture' in small, precise ways: the culture of projects, of 
particular classrooms and groups of teachers, of curriculum developers and 

advisers. 

small cultures can be any social grouping from a neighbourhood to a work 
group (Holliday 1999:247). 

He talks about a 'micro-cultural landscape' of projects, advisors, teachers, students 
and classes where there is tacit understandings about what behaviour is acceptable 
and that the project stakeholders participate in what amounts to a cultural market 
place, where new ideas or practices are traded between groups according to their 
needs (Holliday 1994). Holliday (1999) sees the 'small culture' approach as a way: 

to liberate 'culture' from notions of ethnicity and nation and from the 
perceptual dangers they carry with them (Holliday 1999:237). 

He uses this notion to study the workings of the provision of ELT in (usually) 
development contexts, rejects the work of Phillipson (1992b) in terms of imperialism 
(east-west dichotomy) and views a lot of the conflict in projects as being about 
institutional differences. Holliday's view of the project field depicts the members of 
the project team as having equal stakes in the game and that the differences and! or 
problems that may arise in the course of project work come only from the dynamics 
within the bounds of the project. This explanation holds that the 'work and learning 
culture' of the project is not necessarily similar or informed by either the host 
country or the donor! expatriate participants' country. Rather it is formed from 
within the unique dynamics of the project and hence the power relations in the 
wider field of the international project do not influence the work of the particular 
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project. Holliday's view of an impermeable project field is antithetical to how I 
describe and analyse the international language education projects. I contend that 
aspects of the wider field (of power, education, aid and commerce amongst others) 
impinge on and shape the dynamics of the project. 

As alluded to earlier, this thesis holds that 'culture' (as it applies to human society) 
is a contested notion. The construction of the term ranges from viewing culture as 
fixed, where particular behaviours and character traits are attributed to people from 
a particular country and all people from that country will behave in that way to the 
idea that 'culture' is constantly 'becoming' and it is more about how individuals are 
positioned in a society. Pennycook (1994, 1996, 2000) has written extensively in the 
area and his research spans many different English language teaching settings. His 
earlier work (1992, 1994) examined the factors which influenced the teaching and 
learning of English in colonial settings and the possibilities that the colonial precepts 
and assumptions may inform current practices in international education (in all of 
its forms). His research concluded (amongst many other things) that the term 
'culture' was widely applied in deterministic ways, in particular by the native 
English speakers in relation to students and teachers of non-English-speaking 
countries, that belonging to a particular country or culture will determine how one 
behaves and thinks. 

There are times when the expected positions of domination and subordination do 
not play themselves out as anticipated by the agents who assume that they hold the 
cultural capital and therefore the dominant position in the field. Rod Bolitho and 
Peter Medgyes (2000) talk about British Council work in Hungary and Medgyes 
raises this point about the expectations of British EL advisors on their arrival in 
Hungary 

Peter: We've had quite a few so-called ELT experts who arrived from 
Britain in the belief that they were going to meet a bunch of ignorant 
'commies', and when they realised that this was not the case, they felt 
terribly frustrated. 

Rod: Whose fault was that? 

Peter: Not really theirs; I just don't think they were properly briefed. 

(Bolitho and Medgyes 2000:383) 

A Bourdieuian analysis would surmise that the advisers, in the above quote, were 
surprised that they were not able to automatically take up their expected positions 
of dominance. For these agents, there was a rupture, a mismatch in the field 
dynamics and the essentialist notions of culture drawn from the TESOL context did 
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not match the practices of the local teachers. The question being begged by this 
scenario is whether the British teachers would now take up the task to find and 
employ strategies that allow them to demonstrate their accumulation of the relevant 
capital to conserve their expected dominant position in the field. 

The understanding of the notion of 'culture' that underlies the analysis in this thesis 
is one based on the literature at the beginning of this section; that is, that societies, 
groups and regions are diverse and dynamic and the way activities are carried out 
is based on the social, economic and material conditions of the people. The task of 
this research was to investigate how notions of culture, according to the range of 
ways it is discussed in the literature, delineated the field. 

2.6.3 Culture and university work in the international field 

The view that culture is more a static and deterministic notion is the dominant 
meaning applied to this term in Australian tertiary institutions and is the view that 
informs the design of international language education projects. It is the concept of 
culture expressed in project documents and is informed to a large extent by research 
work produced in the university context by researchers such as Ballard and Clancy 
(1991). These authors, amongst others, have written prolifically about the cultural 
appropriacy or rather, inappropriacy, of western universities for students from 
'non-western' backgrounds. The aim of their work was to assist western universities 
to become more empathetic, more appropriate for international students; their 
work, however, contributes to the conceptualisation of culture and cultural 
backgrounds as monolithic and static entities. 

A common and dominant view of international students interacting with Australian 
institutions is that the students are largely unequipped to deal with the critical and 
analytical approaches of Australian university educational culture. This is 
commonly known as a 'deficit model' where the students are viewed as lacking in 
culturally appropriate skills to cope with the 'new' educational culture. This view 
stereotypes the students as coming from a very different learning context where 
different learning styles are valued (largely seen as inferior in the Australian 
context). This perspective of defining and categorising students reflects the 
essentialist, monolithic view of culture. 

This view is problematic as (amongst others) Chalmers and Volet (1997) have 
argued. They point out four particular problems with this 'deficit view', that it: 

focuses mainly on the inadequacies of students' learning styles; 

exaggerates the extent to which critical and analytical approaches are 
rewarded in Australian universities; 
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assumes that students' approaches to learning are static and need the 
intervention of lecturers or study skills to help students change their approach 
to study; 

misrepresents the nature of learning in students' home countries. 

An overriding concern is that few studies of this nature have been carried out over 
time. International students have not been given the research attention they deserve. 
Australian universities have a great interest in attracting the students, as 
demonstrated in Section 2.5, yet the response of many Australian institutions to 
their presence is based on assumptions and stereotyping. Issues such as the nature 
of academic practices of Australian universities and the practices of universities in 
the students' home countries need rigorous examination. The claims of Australian 
universities are based on assumptions about western-style education and need to be 
investigated as to the extent of the analytical nature of the programs, the nurturing 
of originality in students' work and so on. 

It is important that these issues are examined, and that the critical development 
themes of Australian universities are explicit in the demands for greater 
international academic activity (Ninnes 1999:74). These themes also assume that 
there would be a need to refocus organisational culture to an international outlook 
(Back, Davis and Olsen 1996). 

An examination of relations of power, the positions that are occupied by the agents 
in this field, will reveal the extent to which the development of an international 
outlook is limited simply to course content or whether it also incorporates a diverse 
range of processes dealing with knowledge. Research into academic reading 
amongst international students at an Australian university showed that students' 
academic reading in English as a second or subsequent language was hindered by 
the narrow cultural focus of their tertiary studies (Kelly and Widin 1999, 2001). The 
university's strategy of internationalisation was restricted to the enrolment of fee-
paying students from outside of Australia; it did not attend to the broadening of 
educational instruction and content in its curriculum. 

In summary then, the relations of power are clearly unequal in the 
internationalisation of Australian higher education. The relations are shamelessly 
one-way; that is, Australian universities seek to attract international fee paying 
students through the work of projects or as individual enrolments. Australian 
universities have not proceeded very far in internationalising their own practices. 
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2.7 The role of English in international language education projects 

This section addresses the complex issues of the role of a dominant language in 
world international relations and the ways in which these issues are reflected in the 
work of international language education projects. The teaching of English is a link, 
at least superficially, between the stakeholders in the projects under examination. It 
is an important question for this thesis to examine why the projects are framed and 
run in English and correspondingly what understandings of English, its role and 

theories of language does a project require a team member to have. 

The goal of the projects was to teach English and conduct teacher education 
programs based on current language teaching methodologies. In carrying out their 
work the projects largely relied on English as the language of instruction. This then 
begs further questions; for example, what is the role of the first language of the host-

country project participants? If it is not accounted for, why is it neglected? Should it 

be and should there be goals in regard to the first language(s)? The thesis looks at 
different ways English was used for internal purposes and! or for international 
communication and the learning and teaching practices of the projects in relation to 
these different needs and contexts. 

There is, however, another way to view the role of English, particularly in the aid 
context; internally English is deeply implicated in structuring social, economic and 
political inequality. Appleby (2002) in her work on an ELT project in East Timor 

critically assessed the so-called neutrality of the project and conduded that 
'Discourses of language in development create the abnormality of the person who 
does not speak English' (Appleby 2002:336). 

The international power of English is a recurrent theme in the English language 
teaching literature and is of central concern in the analysis of English language 
teacher education for non-native speakers of English (Phillipson 1992a, 1992b 1994; 
Medgyes 1994, 1996; Ellis and Kelly 1997; Braine 1999). For this research it is 
imperative to gain insights into the ways in which English is involved in the 
internationalisation process. The spread of English across national borders is 
critiqued from many different perspectives: the notion of linguistic imperialism and 
language rights developed by Phillipson (1992b); the poststructuralist view that 
locates English and English teaching in discourses of colonialism in the past and 
their continuity into the present (Kubota 1999, Pennycook 1998) and the socio-
cultural views of Holliday (1992; 1994, 1995), Coleman (1995) and Savage and 
Kenny (1995). A main issue to draw from this diversity of construct is that English 
language teaching practices are never neutral or apolitical (Kubota 1998). Language 
theorists such as Pennycook (1994, 1998, 1999, 2000), Canarajah (1999) and Kubota 



Chapter 2 The fields of aid, investments, higher education and English 

(1998, 1999, 2001b) have offered a rigorous critique of the role of English in the 
international arena and as part of their work advocate for more critical approaches 
to the teaching of English. The aforementioned authors critique the role and practice 
of English teaching (as a foreign or international language) in a range of sites and in 
line with the central view of this thesis depict the sites, be it a project, institution or 
dassroom, as a place of struggle. Kubota (1998) below illuminates the struggles 
embedded in the notion of critical language teaching, 

Critical pedagogy, in essence, aims for creating racial, ethnic, gender, class, 
cultural and linguistic equality in our society based on morality and ethics. 
In this philosophy, language culture, and education are viewed as a 
political site of struggle where particular meanings and practices are 
constructed and erased in power relations. (Kubota1998:303) 

Commentators on the 'global' power of English reflect different positions within 
this area of research (see Crystal 1997; Graddol 1997; Pennycook 1994, 1998, 2000; 
Medgyes 1994; Phillipson 1992a, 1992b, 1998, 1999; Hashimoto 2000; Kubota 1998; 
Bruthiaux 2002). For instance, David Crystal's (1997) English as a Global Language 
paints a blissful, trouble free picture of the expansion of English and its continued 
supremacy. He takes as given the world language status of English. In his historical 
trajectory of its ascension he claims that the success of English is through 'being in 
the right place at the right time' (p.110). However, in answering the question about 
what makes a world language, he does acknowledge that English did engage in 
some struggle to gain its dominant position. He asserts that the main reason for the 
success of a 'global' language is 'the power of its people - especially their political 
power' (p.?). 

A recent book by David Graddol (1997) gives a slightly different slant on the 
'worldly power' of English. His work, commissioned by the British Council, seems 
to map out a way forward for organisations in the ELT field. He problematises the 
role of English and questions any pre-set notions about the natural position of 
English. He is not so convinced that English will maintain its dominant position in 
the language teaching field. He recommends that providers, such as the British 
Council, take a less dominant and more collaborative approach in their negotiations 
with potential 'outside' customers. 

Crystal's (1997) view of the 'naturalness' of English as a world language is 
predicated on the fact that there are more speakers of English as a foreign language 
than there are native English speakers. Many regional (ASEAN, APEC) and 
international organisations (UN, IMF, WTO) conduct their business in English. 
However, this view does not take account of what power relations may be operating 
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and the ways in which linguistic 'choices' are imposed. Bruthiaux (2002) is 
particularly concerned with the way that commentators from 'on high' predict the 
growth and spread of English without revealing their particular audience and base 
group from which these predictions are drawn. He depicts the consumers of English 
language study as 'relatively well-off' (p.290) and believes that 'perceptions of the 
impact of the worldwide spread of English may well reflect the relatively forwnate 
circumstances of its beneficiaries, including the English language teaching 
profession itself' (p.290). His view is informed by his research into global economic 
inequality and his findings indicate that to the very poor people in the world the so-
called 'global spread of English is a sideshow compared with the issue of basic 
economic development and poverty reduction' (p.290). Bruthiaux further illustrates 
his position by giving figures which show that the use of English as a second 
language is lower than most of the commentators in their rich English-speaking 

world imagine. 

As mentioned earlier in this section, the spread of English is not necessarily benign. 
There is vigorous debate in the terms of language rights and how the proliferation 
of English as a foreign language is responsible for the 'death' of 'minority' 
languages (Phillipson 1992a, 1998, 1999; Phillipson and Skutnabb-Kangas 1996; 
Skutnabb.-Kangas 2000). The debate on language rights as evident in the above work 
has mainly focussed on and had concern with the world's poorer countries. Kubota 
(1998) is keen to diversify this debate. In her article on 'Ideologies of English in 
Japan' she is critical of the lack of discussion on 'ideology' of teaching English in an 
economically and academically successful country like Japan. She cites 
commentators like Santos (1992) (cited in Kubota 1998) who feel that discussions of 
ideology in situations where students are successful in economic and academic 
terms are unnecessary, since these students do not have an issue about language 
rights. These are said to be unlike students in countries where their linguistic 
heritage is vulnerable to a dominant language. Kubota claims in the aforementioned 

article that there is concern about the dominant role of English in Japanese society. 
This is particularly so in explicit domination by multinational commercial 
enterprises who choose to advertise in English. She also refers to the debates about 
what type of 'English' is deemed appropriate for the international context and in 
Japan these discussions focus on Western conceptualisations of English; the 
dominant reference is to only British or North American forms of English. Non-
western forms are relegated to irrelevance. Kachru's (1986) model of Inner drde, as 

discussed below, is applicable here. 

The conduit for the spread of English is through the various settings and 
organisations of English language teaching and the accompanying textbooks and 
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teaching materials. Studies of the spread of English (Pennycook 1994, 1995, 1998; 
Kubota 1998) have addressed the issue of the possible impacts of the construction of 
the subject of English and the learners in the teaching resources. Though it is 
difficult to assess the impact of English on the way that, for example, Japanese 
perceive themselves as constructed by the west in the ELT textbooks that have 
dominated the markets in Japan, critics such as Nakama (cited in Kubota 1998) 
suggest that Japanese views of inferiority of non-westerners originate from 
exposure to western views of the 'other'. While Kubota (1998) agrees that the 
ideological aspects of ELT are far-reaching, she challenges the notion of simply 
seeing a binary relationship of the 'west' dominating the 'non-west' as she claims 
that historically Japan has depicted itself as superior to Korea and other Asian 
countries. 

Another enduring critique of the impact of ELT in an ideological sense is the trivial 
content and way it depicts interactions in communicative language teaching 
material (Pennycook1994, 1998, 1999; Kubota 1998). Textbooks often depict 
dominant western societies as problem free, and this leads to notions of idealised 
societies where students can think there are no injustices and so on. These texts also 
assume as 'true' background knowledge that the west has ownership of 'critical 
thinking' and that non-western countries are underdeveloped in their logic, critical 
and analytical skills. Appleby (2002) addresses the issue of teaching texts in her 
work and suggests that this supposed 'content free, uncontroversial approach' is 
required by donors of aid projects, as she experienced in an ELT project in Timor. 
She also believes a language program relevant to students' cultures and needs 
involves engagement with the social, historical, political and economic concerns that 
constitute their daily reality.' 

The theoretical bases which underlies the above views about the 'worldly positions' 
of English are articulated by two seminal models for analysing the spread of English 
proposed by Kachru (1986) and Phillipson (1992b). 

Kachru's (1986) diagrammatic representation of English in the world is widely used 
(and critiqued) in discussions of the spread of English. He views English as 
operating on three levels: 

inner circle - United States, Britain, Australia, New Zealand, Canada and 
Ireland 

outer circle - are those countries that have usually had a colonial history, for 
example, India, Singapore, Philippines, Ghana and so on. The result at this 
level of the circle is different varieties of English. 
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expanding circles - this is where English is taught as a compulsory language 
in the school system and is used in international communication and so on, for 
example, Japan, China, Russia, Poland. 

Underlying his analysis of English in the world, Kachru (1986) essentially sees the 
spread of English as a positive development, as a tool that will aid in the 
development of an international community. 

Phillipson (1992b) proposes a model to describe and analyse the spread of English 
that at first glance may seem to resemble Kachru's one. Phillipson (1992b) divides 

that world into two levels: 

core - which consists of those English-speaking countries - United States, 

Britain, Australia, New Zealand, Canada and Ireland 

and 

periphery - there are two types of relationships to English here: 
where there has been a colonial past, for example, India, Nigeria, Ghana. 
where English is use as an 'international link', for example, Japan, 

Scandinavia. 

Unlike Kachru (1986) Phillipson does not view the above spread of English as a 
benign process, but rather he focuses on the unequal distribution of benefits from 
this spread of English. He borrowed the terms 'core' and 'periphery' from the 
development field and chooses them as appropriate dividers to discuss notions of 
control and power. Phillipson (1992b) establishes a framework which is an explicit 
critique of imperialism; from his point of view the spread of English is never 
neutral. Phillipson's grouping of both former British colonies and those other parts 
of the world where English is taught as a foreign language as peripheral 
communities, at least in the context of ELT, is supported by such other critical 
commentators on the spread of English as Kubota (1998), Mitsikopoulou (2002), 
Medgyes (1999) and Hall and Eggington (2000). 

Pennycook (2000) adds further depth to the discussion on the spread of English and 
examines how it is bound up with many international cultural, economic and 
political forces. He talks at length about the world dominance of the U.S. media (in 
English), the role of international corporations, the spread of particular forms of 
culture and knowledge and the development of a very particular 'world order' and 
how these factors are reflected in and also force the spread of English. From this 
point of view, the native English speakers are in a dominant position in the 
international arena; their skills in English language allow more access to 
information on global systems (for example, technological, financial, scientific). 
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Continuing in this vein then the learning of English in the current international 
language market is predicated upon the inequalities in the field, specifically the 
inequalities between the learner and the native English-speaking communities. 

It is worth mentioning briefly in this section Bourdieu's analytical work in the area 
of language and power. For the purposes of this research I am also informed by 
Bourdieu's notion of the legitimate speaker; for example, who is a recognised 
speaker within the field of English language teaching projects? How is one 
recognised? For although the goal of the projects is to improve English language 
skills, is this the measure by which an agent becomes a legitimate speaker? This 
approach to the analysis of the role of English further problematises the work of the 
projects and Bourdieu's theoretical framework is explored in detail in Chapter 3. 

The complex questions referred to above are well illustrated in the interview extract 
below (Bolitho and Medgyes 2000). Peter Medgyes, involved with a British Council 
English language project in his Hungarian university, is asked by Rod Bolitho (from 
the British Council) about the difficulty of operating in a 'new professional register' 
in terms of working out shared understandings of the approaches to language 
teaching. Bolitho was referring to the communicative approach advocated by the 
British Council team working in the university. He assumed that the 'new' teaching 
methodology would pose the greatest problem in carrying out the project. Medgyes 
did not identify this area of professional practice as the one that posed the problems: 

Peter: I had much more difficulty with project jargon. 

Rod: What do you mean? 

Peter: We just didn't understand terms such as implementation, costing, 
sustainability, accountability etc. As a matter of fact, non-natives are 
linguistically handicapped in every sense of the word. Obviously, there's 
no way we can use the English language as fluently and efficiently as you 
can. And native-speaker colleagues have often used this to their advantage 
in professional debate. 

Rod: So the playing field isn't level. 

Peter: There you are. Level playing field. I've never come across this term, 
for example ... Seriously though, at CETT we had a mixed staff. 
Hungarians, Brits and Americans. The working language was English. We 
would often argue over various professional matters, and let me tell you, 
beyond a certain point in the argument the natives invariably got the upper 
hand, and not because they were always right. 

Rod: But because they spoke better English? 
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Peter: That's right... People tend to believe that native speakers speak 
better English, therefore they're better teachers too. 

(Bolitho and Medgyes 2000:382) 

This short extract raises some of the key issues in English language education 
project implementation that are addressed by this thesis. 

Project rhetoric and the opportunities that are offered through projects, counterpart 
positions, university courses, scholarships and so on, are put forward as ways that 
the country and individuals will 'get ahead' but in effect, as this research reveals, 
the 'benefits' are unequally distributed in non-transparent ways and often 
impossible to access. The rhetoric may be very powerful but absolutely inaccessible 
for much of the population and in this way those that cannot find access to English 
see themselves as 'disadvantaged' or unfortunate (Bruthiaux 2002). The supposed 
benefits of English are not always realised and the issue of benefits of learning 

English are complex. 

Bruthiaux's (2002) study of microlending and poverty alleviation concluded that the 
language priorities for the poorest of the poor peoples in the world are to become 
literate in their native languages and that English language education is an 
expensive luxury that is beyond the reach of most of the population in poor 
countries (Bruthiaux 2002). A study by Garcia (1995 quoted in Tollefson 2000) 
showed that with Spanish-speaking communities in the US other factors such as 
age, sex, and discrimination against the minority language amongst other things 
influenced whether a person economically benefited from learning English. This 
thesis addresses the issues of benefits to the learners, both the local 'experts' 
working with the projects and the students of English and asks the question about 
whether they really benefit from the time, effort and expense of learning English 
and which of them benefit most. If the benefits of English are not so dear then why 

does it continue to spread? 

The above question may seem simplistic in the sense that 'English as an 
international language' has embedded itself in terms of international political 
communication and in disciplines such as science and technology. Nevertheless I 
contend that there is a need to problematise the notion of 'English as an 
international language'. The spread of English manifests itself differently in 
different places according to the particular interests of the aid donors and other 
international and national organisations. If looked at dosely in different contexts the 
spread of English is closely linked to the political decisions that benefit some groups 

at the expense of others. 
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The view that is reflected in this thesis is that English is not a neutral tool of 
communication (Joseph  and Ramani 1998; Pennycook 1999, Tollefson 2000), 
especially within the context of international language education projects. 

Numerous issues emerge from this position, not all of which will be able to be 
addressed fully by this thesis. One such issue is that the teaching of English in the 
colonial context has often been at the expense of the first language development 
(Phillipson 1992b; Phillipson and Skutnabb-Kangas 1996; Skutnabb-Kangas 2000; 
Ellis and Kelly 1997; Joseph and Ramani 1998; Bruthiaux 2002). In a recent 
Australian aid-funded project in a south-east Asian country, the project produced 
English language teaching textbooks in a situation where there is a dearth of first 
language teaching material and low first language literacy levels (Forman 1999). 
This type of aid project funding is clearly in the interests of the donors and amongst 
other arguments upholds Gunning-Stevenson's (2001) claims made earlier in this 
chapter (2.2) that the aid supports consultants in their gaining of lucrative overseas 
projects. 

Another crucial issue is the position and role of the non-native speaker teacher of 
English. Medgyes' (1994) work in this area revealed the complexities of the power 
relations operating in the teaching of English as a foreign language and calls to 
mind Phillipson's (1992b) 'myths of English language teaching' including, 'the 
native speaker fallacy', where he demonstrated that a primary belief in the English 
language teaching field is that the native-speaker teacher is the best. The work of 
Bourdieu (1989), Kubota (1999, 2001a), Skutnabb-Kangas (2000), Phillipson (1992a, 
1992b), Pennycook (1994, 1998, 2000), Holliday (1994, 1996), Nayar (1997), Norton 
(1997), Ellis and Kelly (1997), Rajagopalan (1999), Tollefson (2000), Braine (1999) and 
Kumaravadivelu (2001) critically discuss the positioning(s) of the bilingual/non-
native speaking teacher of English and the native speaking teacher. A question 
which emerges from this body of work is, 'Who is the native speaker of English?'. 
How are teachers from Kachru's (1986) outer circle or Phillipson's periphery (1992b) 

positioned? The aforementioned authors critique the way that the ELT profession 
assumes that the native speaking teacher invariably means a person from 'inner 
circle' (Kachru 1986) or 'core' (Phillipson 1992b) countries. 

2.8 Conclusion 

The purpose of this chapter was to map the terrain in which project work is 
situated. The chapter surveyed the literature and analysis of practices relevant to the 
research documented for this thesis. The field of this research is wide ranging and 
covers the project and its related features such as stakeholders; university work in 
the international context; notions of culture and the teaching and learning of English 
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as a foreign language. Central to the above areas and to the research topic for this 
thesis is the exploration of current academic practices (this includes management, 
administration and teaching and learning processes) as they are realised in 
international language education project work. 

An examination of the literature in the areas outlined in the above paragraph 
revealed that project work, internationalisation of education and notions of culture 
and language are all complex and contested domains. The complexity of the project 
landscape requires equally complex responses in terms of approaches to work in 
culturally and linguistically diverse contexts. Margirison (2002b) poses several 
questions that Australian universities need to consider in the current trend to the 
global: What kind of global strategies should they pursue: in on-shore international 
education, off-shore international education, in franchising and twinning 
relationships with universities in other countries, in staff and student exchanges and 
so on. These questions came out of Marginson's concern for the quality and 
direction of Australian universities' internationalisation strategies. Marginson takes 
exception to the economic imperatives behind the internationalisation strategies of 
the universities and challenges them to prioritise the needs of the international 
students and their institutions. The literature and research surveyed in this chapter 
indicates that Australian universities have not considered these questions in a way 
that has led to innovative practices in the international context. 

From the perspective of the literature in this chapter it seems that education project 
innovations are more about replicating the particular cultures of teaching and 
learning that exist in the Australian universities. In this sense the principles of 
teaching and learning exported by the Australian universities are more closely 
aligned to the ones the donors /providers like more than what the recipients want. 
The chapter outlined some key debates in the university sector, drawing on 
experiences in the US and UK to substantiate daims made about increasing pressure 
to raise revenue from exporting tertiary education. The material here suggests that 
the economic aims are thinly masked by concerns for intercultural scholarly 

relationships. 

This present study addresses such issues as the ways in which the practice of 
teaching is viewed in terms of methodology and the positions of the first and target 
languages and the different approaches to the teaching of English. The projects' 
target audience is teachers of English as a foreign language and this study has 
drawn on the above literature to gain a greater understanding of teacher education 

for non-native speakers. 
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3.0 Introduction 

This chapter describes the theoretical framework of the research. The central focus 
of the chapter is Bourdieu's conceptual tools and their application to the study as 
both a theoretical basis for the methodological approach and explanatory tools for 
the subsequent analysis. I also draw on other qualitative research approaches such 
as those underlying ethnographic studies from the international project field (Pottier 
1993; Holliday 1994, 1996; Griffith 1993; Morris 1991) and describe how they are 
appropriated into the theoretical framework of methodology. My research is also 
informed by critical discourse analysis (Gee 1996, 1999; Fairclough 1999, 2001; 
Chouliarki and Fairclough 1999; Chiapello and Fairclough 2002). 

As already stated my approach to analysis and methodology primarily draws on 
the work of Pierre Bourdieu. Bourdieu claims (Bourdieu and Wacquant 1992:36) 
that the most important aspect of his work is his method, the application of his 
'thinking tools' to investigate practice. He believes the central point of his work is 
the way of asking questions rather than a theoretical standpoint. This claim is 
evidenced by the plethora of educational research which has applied Bourdieu's 
theory of practice (Robbins 1991, 1993, 1998; Reay 1995a, 1996, 1998a, 1998b; Grenfell 
1996, Grenfell and James 1998; Krais 1996; Delamont et al. 1991). 

Bourdieu's framework is described in Section 3.1 and I discuss how and why it 
applies. Bourdieu's notion of interest (3.1.2) will also be introduced here because it 
is particularly important to the three conceptual tools described below and 
underscores the analysis of data in Chapter 8. In Section 3.1.3 I look at the way fields 
work, how they interact and the struggles within them. Using academic examples to 
clarify the notion of field is apropos for these two reasons: one, as an academic, 
Bourdieu himself subjected the academic field to in-depth research and two, this 
study is conducted within the academic field within and across national boundaries. 

The concept of capital is explained in Section 3.1.4 in relation to its application to 
this research; an initial list of the types of capital in the field under study is given 
and followed up in greater detail in Chapters 5, 6, 7, 8 and 9. In Section 3.1.5, the 
concept of habitus is discussed in relation to this study; this concept is central to the 
understandings of culture that are put forward in this research and are further 
expanded upon in Chapter 9. Section 3.2 outlines the theoretical basis for the 
application of the case study approach and the notion of strategic learning. Section 
3.3 discusses the notion of Critical Discourse Analysis and how it is to be applied in 
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this study. Critical Discourse Analysis will be mairily applied to project documents 
to explore notions of project work, the role of English, donor I recipient I 
beneficiary relationship, including roles in the project, collaboration, bilateral aid 

and so on. 

Section 3.4 on Reflexivity, focuses on the role of researcher in research and discusses 
my own position in the research. This is a central issue in Bourdieu's research work. 

The researcher, as with all other participants, occupies a position in the field under 
investigation and holds certain biases which may blur his 'sociological gaze' 
(Bourdieu and Wacquant 1992:39). This position and the interests inherent in it are 

readily identified within a critical approach to a qualitative case study. In this thesis 
reflexivity, the analysis of the researcher's position, will subject the researcher and 
the research space to the same critical scrutiny as that applied to the research object 
(Bourdieu and Wacquant 1992). Section 3.5 concludes and summarises the chapter. 

3.1 Bourdieu's conceptual framework 

It is not possible or necessary in this study to explain all of Bourdieu's work since 
the research is conducted from within a framework largely informed by the 
Bourdieu's explanatory tools of field, capital and habitus. His work offers a way 
into understanding, for example, the complex notion of the 'beneficiary' and the 
positions and interests of the stakeholders. 

3.1.1 Bourdieu's framework in use 

Bourdieu's framework does not prescribe a particular way to carry out research and 
analysis but rather various ways of using his conceptual tools within the scope of 
the relational analysis that he offers. I adopted Pierre Bourdieu's concepts of field, 
capital and habitus in my attempt to unravel the intricate relationships of power 

and the possibly competing and conflicting interests in the international education 
arena. The analytical tools were used to understand the empirical repartitions of 
power, webs of influences, relations of domination, subordination and most 
significantly, the practice which results from the relationship between field, capital 

and habitus. 

Bourdieu's theory of practice in its linking of the above three concepts is one of his 
major contributions to recent sociological thinking. Bourdieu, under his broad 
theoretical approach of generative structuralism, the synthesis of subjectivism and 

objectivism, encourages all research to engage in relational forms of thought. 
Habitus has to be seen in relation to field, and, capital has to be seen in relation to 
habitus and field and so on. Bourdieu's rubric of generative structuralism, linking 
the relationships between the agents in the field according to their respective 
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accumulations of various forms of capital, offers a way to identify the particular 
interests of stakeholders in the field and the varying positions of the beneficiary. 

Bourdieu uses economic language to describe the practices occurring in the field. 
Terms such as market, capital, profit, interest are employed to represent the 
exchanges in the social space. These terms should not be viewed as reductionist, 
that is, reducing social practices to a narrowly deterministic set of principles 
governing everyday life, but rather it is a way to describe the way that agents 
pursue accumulation of capital (cultural, social and economic) and the maximisation 
of some kind of profit (social standing or merit) with an economic logic (Bourdieu 
1990b). Economic metaphors are also employed by others whose work is drawn on 
in this thesis. Simon Marginson (1995, 1997b) in his research in education refers to 
the 'markets in education' and while he describes them more fully as quasi-markets 
he does consistently employ economic expressions in tracking the commodification 
of education in Australia. Adrian Holliday's (1992, 1994, 1996) ethnographic studies 
of international language education projects describe the dynamics of 'intercultural' 
work in economic terms. Holliday prefers to use the marketplace analogy when 
talking about the actions that Phillipson (1992b, 1994) would see as 'cultural 

imperialism'. He sees the actors and/or parties as equal where the traditional 
economic activities of buying and selling take place. He rejects the normal or rather 
common understandings of the positions of insider and outsider and makes his own 
distinction: 

outsiders cease to become expatriate teachers and curriculum developers 
set against local teachers and students. In the smaller market place, all 
teachers are outsiders to the cultures of their students, and vice versa, and 
all curriculum developers are outsiders to the cultures of teachers, and vice 
versa (Holliday 1994:196). 

Differing notions and representations of 'culture' underlie the whole of this 
research. Bourdieu's concept of habitus (see Section 3.4) is put forward as the 
preferred way of discussing the ways in which social practices are carried out. 
Chapter 7 takes up the theme of 'culture' and the ways in which it emerges as a 
central concern in international education projects. 

Bourdieu's conceptual framework is eminently suitable for this study as it allowed 
for a multi-layered investigation into both the immediate area of study, the field of 
the international language education projects and the broader social context, the 
field of power. The field of power in this instance is represented by the powerful 
institutions at national and international levels, that is, institutions such as 
Australian aid agencies, Australian foreign relation orgamisations, international aid 
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and finance organisations, Australian universities, universities in the countries other 
than Australia and so on. The framework is driven by examining the relationships 
between the different agents, the positions they occupy in the field and the capital 
which they have accumulated. The ways in which the agents carry out their practice 
of project implementation is what Bourdieu refers to as a 'feel for the game'. 
Bourdieu's notion of habitus provides a way to understand human activity as a 
synthesis of subjectivism and objectivism: 

Habitus is a system of social dispositions and cognitive structures which 
generates perceptions, appreciations and actions (Bourdieu 1984:3). 

Bourdieu's work is of particular interest in examining the tertiary context because 
much of his research has looked at his own academic culture as part of a wider 
intellectual field (Bourdieu 1984). Bourdieu expresses the necessity for sociologists 
to undertake a study of their own social space. In this analysis of work in 
international language education projects, the objects of study are the resources or 
stakes (capital) that are sought after by the agents in the field and the strategies 
employed by agents in the field (these are informed by their position, capital and 
habitus and unavoidably include the researcher). Bourdieu's stance makes explicit 
researchers' obligation to subject themselves to the same type of scrutiny that is 
applied to the research object and the 'interests which the researcher himself [sic] 
owes to his trajectory and to his position and also his scientific practice' (Bourdieu 

1984: 12): 

The sociologist occupies a place in the field - there is no way out of the 
game (Bourdieu 1984:12). 

In undertaking study of one's own area of practice, Bourdieu urges the researcher to 
make visible the invisible relations of power, to unearth those 'naturally' occurring 
regularities that become known as 'the norm'. This study of international education 
projects endeavours to uncover the invisible webs of power which cause the 
practices to be carried out in a certain way. Given that the field of international 
language education projects as described in Chapter 2 is wrought with difficulties 
and stories of 'failure', I wanted to understand how such a wide-ranging and 
repetitive endeavour was overlaid with this burden of failure. This meant that an 
analysis of the field would have to make apparent and unravel those taken-for-
granted understandings of, in particular, power relations. 

Conducting research in the field of university international education projects 
entails engaging with concepts which have a history in sociological research: 
research, internationalisation, culture, beneficiary, success, failure, and education 
among others. Bourdieu (1989) advises the researchers to view the language that 
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they use with suspicion. Without caution, researchers may engage in a process of 
misrecognition, the ways underlying processes and structures generated by and 
within the field are not consciously acknowledged in terms of the hierarchies of 
power and advantage they reproduce by taking the 'common sense' understandings 
of every day terms (Grenfell and James 1998:21-25). The problem is then that the 
researcher may only operate on the understandings they have developed through 
their own academic trajectory and interests in the field rather than explain and 
understand it in its own terms (Grenfell and James 1998:58). Bourdieu's warning 
was evident in my own use of the term 'beneficiary'. My 'every day' understanding 
of this in a project sense has been challenged by the differing understandings 
expressed by stakeholders. In the initial stages of my research I did misrecognise the 
term 'beneficiary' and described the field as a binary relationship between the 
'donor and beneficiary'; my subsequent recognition of the different understandings 
referred to above is given in the following chapters. 

This study has thus heeded this warning and undertaken to problematise the key 
notions in the research, and has, as much as possible to avoid being carried along by 
assumed meanings as articulated by the terminology currently used in the literature 
and practices in the field. 

Educational research in terms of Bourdieu's theory of practice offers insights and 
understandings not readily visible in other approaches (Grenfell and James 1998). In 
my research into project implementation in the international context, I am clearly 
talking about relations of power and how these interests of the stakeholders, stated 
or not stated, are allowed to play themselves out in the field. Relational forms of 
thought provide a way to look at complex areas with shifting balances of power. 
Bourdieu uses the term 'strategy' to refer to the ways agents carry out the practice of 
the field (Lamaison 1986), taking into account how much capital they wish to or are 
able to accumulate. According to Bourdieu (Bourdieu and Wacquant 1992: 98-99; 
Bourdieu 1998) practice can take either of three strategic forms: 

conversion: carried out by those in dominant positions in the field and who 
wish to see things stay as they are; 

succession: strategies by those newcomers to the field who wish to hold 
dominant positions but do not want to change the fundamental power 
relations in the field and; 

subversion: strategies taken by those who challenge the legitimacy of the 
dominant group in defining the standards of the field (Swartz 1997:124 -5). 
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3.1.2 The notion of interest 

Bourdieu's notion of interest (also referred to as illusio) underpins this whole thesis. 
Bourdieu looked deeply into what agents do in a field, what activities they are 

involved in and where they are positioned and how well they carry out what they 
do. Pivotal to this examination is the question about what interests the agent may 

have in doing what they do (Bourdieu 1998:75). For Bourdieu interest is to 'be 

there', to participate, to admit that the game is worth playing and that the stakes 
created in and through the fact of playing are worth pursuing; it is to recognise the 

game and to recognise its stakes (Swartz 1997:77). 

The metaphor of the 'game' is discussed further in section 3.2; it is a way Bourdieu 
spoke about the dynamics and relationships in a field and 'having a feel for the 
game is having the game under the skin; it is to master in a practical way the future 
of the game; it is to have a sense of the history of the game' (Swartz 1997:80). 

Why is it important to ask the question about what interest an agent has in doing 
what they do? This may appear to encourage a sort of reflection on one's behaviour 
or actions rather than a sense of reflexivity which places the agent firmly within the 
'game'. On the one hand an agent's interest may seem obvious and not worth 
probing into, yet on the other hand, a deeper investigation of the practices or actions 
of the agent may reveal that 'everything is not as it seems'. What is important is the 
fact that what happens in the 'game' matters to those who are engaged in it, who are 

in the game. There may be multiple 'interests' at state and it is also the case that 
some 'interests' dominate others. This approach to the examination of 'interest' in 
particular acts of project work is undertaken in Chapter 8 of this thesis. 

What is of particular relevance for this study in looking at this concept is the idea 
that Bourdieu puts forward of a 'disavowal of interest'. He gives examples of one, in 
the art field, where there is a powerful notion of 'art for arts sake' and this notion 
(born in the nineteenth century) cuts a divide between commercial art and pure art. 
The 'true' artist then is one who pursues 'pure' art and has no (a disavowal of) 
interest in commercial endeavours. The other example Bourdieu gives is of the 
public service field, where agents act with a disavowal of interest; they act only for 
the public good. This powerful rhetoric of a 'disavowal of interest' is prevalent in 
the aid and development field and was present in the formative years of Australian 
university activity in international education work. The 'disavowal of interest' in 
public service masks the interests, the embodied 'feel for the game' that agents have 
in their carrying out of the work in the field of international language education 

projects. 
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Bourdieu allows us to see that in these fields that are for the 'public good', for those 
situated agents: 

it is necessary to be 'disinterested' in order to succeed, they can undertake, 
in a spontaneously disinterested manner, actions in accordance with their 
interests. There are quite paradoxical situations that a philosophy of 
consciousness precludes us from understanding (Bourdieu 1998:83). 

Chapter 7 of this thesis examines practices within the project in the light of the 
concept of interest and seeks to arrive at an understanding for how relations in the 
field shape and are shaped by 'interest'. 

3.1.3 Field 

Field is a term which describes the social space (which refers to the overall 
conception of the social world (Harker, Mahar and Wilkes 1990:9)) where actors 
engage in relationships according to capital and habitus. Fields are social spaces 
crisscrossed by power lines; examples include such fields as the financial system, 
the public sector or education. A field is also defined by its relationship to the field 
of power, which in Bourdieu's terms is the meta-field. Fields are competitive arenas 
characterised by a struggle for scarce resources. Fields are homologous; that is, 
characteristics of power, hierarchy and advantage are shared by different fields. 
Each field has its dominant and dominated, its struggles for gaining power or 
exclusion, the way it reproduces itself and so on. But each of the attributes has its 
own distinctive, specific form in each field. 

Fields also overlap and intersect. These latter two features of fields are particularly 
relevant in this study. The scope of the research crosses the fields of tertiary 
education, teacher training and school education across national boundaries. These 
fields are separated by their specific hierarchies but they intersect according to the 
interests of, for example, the teachers, teacher trainers, students, industrial 
organisations and aid organisations. In 'An Invitation to Reflexive Sociology' 
Bourdieu claims that a field 'constitutes a potentially open space of play whose 
boundaries are dynamic borders which are the stake of struggles with the field 
itself' (Bourdieu and Wacquant 1992:104). 

Bourdieu uses the metaphor of a game to describe the structure and practice of a 
field; he compares the structure of field to that to a poker game where the pile of 
chips reflects the unequal distribution of capital that both summarises the results of 
previous struggles and orientates strategies for the future (Bourdieu and Wacquant 
1992:98-99). He does however add a caution about the use of such a metaphor; in an 
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interview with Lamaison in the journal Cultural Anthropology, Bourdieu discusses 

this point: 

The game is probably the least inadequate for evoking social things. 
However, it does carry dangers. As a matter of fact, to speak of a game 
suggests that there was, at the beginning, an inventor of the game, who 
made the rules, who drew up the social contract. More seriously, it 
suggests that there exist rules of the game, or explicit norms etc, whereas in 
reality things are much more complicated. One can speak of a game in 
order to say that a group of people participates in a regulated activity, an 
activity which, without necessarily being the product of obedience to rules, 
obeys certain regularities. A game is the locus of an immanent necessity, 
which is at the same time an immanent logic. In a game one doesn't do just 
anything with impunity. One's sense of the game, which contributes to that 
necessity and logic, is a form of knowledge of that necessity and logic 

(Bourdieu in Lamaison 1986). 

In this thesis I adopt the term 'regularities' when discussing the way in which 
practices are carried out within the field. This is an attempt to avoid the inherent 
dangers Bourdieu alerts us to in the more rigid notion of 'rules'. In another 
interview in the same journal as above Bourdieu further discusses how not 
everyone is able to play the game with equal ability, that some agents, in different 
social positions with different social histories have different access to symbolic 
capital, may be better equipped to play the game and hence more successful while 
others are not. This success depends on the capital they have accumulated as well as 
the strategies they employ (Foster 1986). Another feature of skills involved in the 
'game' is that the good player is one who is not only adroit at the game but is ahead 

of the game and in this sense embodies the game. 

Much of Bourdieu's research has been in the education field, most often focussing 
on issues of equity, access and the process by which ideas, language and so on are 
legitimated (Bourdieu 1990b). Field is an area of struggle for legitimation. 
Bourdieu's field analysis of the position of teachers is one where differences in ideas 
are viewed as strategies in a struggle for intellectual recognition. In Bourdieu's 
terms legitimation of ideas or position comes about through: 

understanding the rules of game (embodiment of the dispositions) 

accumulating the relevant types of capital. 

In the case of the university field, the ideas held by those in dominant positions 
usually become legitimated by the field and struggles ensure around the 
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maintenance or change in these ideas. Participation in a field requires buying into its 
legitimacy, embodying the stakes of the field, at some level. The struggles that 
characterise field are those carried out by agents pursuing strategies of succession 
usually armed with capital that will challenge those in the most powerful positions 
and through the recognised signs of success that the university offers, for example, 
prestigious external and internal research grants and promotion, the successor's 
ideas become the legitimate ideas: 

the university field is, like any other field, the locus of a struggle to 
determine the conditions and the criteria of legitimate membership and 
legitimate hierarchy, that is, to determine which properties are pertinent, 
effective and liable to function as capital so as to generate the specific 
profits guaranteed by the field (Bourdieu 1984:6). 

Legitimisation, the domination by the established way of thinking, is most often 
carried out in a tacit way. A premise of this thesis is that the governing principles or, 
in Bourdieu's terms, regularities of any field of activity are never fully articulated, 
never made fully explicit. This is particularly pertinent in this study as it looks at 
relations in the field across national boundaries where agents clearly have different 
priorities in the work of international language education projects. 

In this research, field is relevant in three distinct ways. The first is the field of the 
university sector in Australia. Particularly relevant is how different universities 
relate to each other in terms of power and status; some universities are considered 
to be 'real' universities (sandstone) and others are of lower status, the 'red brick' 

universities. The second is the field of particular university sites. Within this field it 
is possible to examine the work that the university undertakes in the international 
context and the relationships between the international projects and other work of 
the university. Thirdly, there are the professional fields of teaching and teacher 
education. 

In this study I will focus on the field of education work in the international context. 
As mentioned above, fields overlap and boundaries shift. This characterisation is 
pertinent to my field of research. The field of university international education 
projects is a relatively recent development within the field of higher education. At 
this point in time higher education is a particularly volatile field: government 
funding and education policies have changed dramatically in the last few years, 
student demographics are changing in line with the general trend of an aging 
population in industrialised societies and the role of the university as the prime 
supplier of tertiary education is contested by training providers in the private 
sector. As universities are driven to engage more competitively in income 
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generation, the success of international education projects is paramount. The 

international education field adds another level of complexity in that it crosses 

national boundaries and Australian project planners and implementers must take 

account of how strongly overseas students and their employers wish to accumulate 

cultural capital in the form of Australian university qualifications. 

Bourdieu approaches an analysis of a social space as involving three distinct though 

not hierarchical levels: 

Analyse the position of the field vis-a-vis the field of power. 

Map out the objective structure of relations between the positions occupied by 

agents who compete for the legitimate forms of specific authority of which the 

field is the site. What are the forms of economic and cultural capital that are 

specific to the field under investigation? How are they distributed relative to 

other forms of capital? This means identifying the dominant and subordinate 

positions of all the participants in the field. 

Analyse the habitus of agents; the systems of dispositions they have acquired 

by internalising a determinate type of social and economic condition 

(Bourdieu and Wacquant 1992:102). 

The three levels of analysis must be considered relationally, in line with the forms of 

thought underlying Bourdieu's concepts. However, it may not be possible to 

present a cohesive integrated analysis of all three levels. In this study I focussed on 

level two and investigated the way capital was distributed in the field of the 

international project. Related to this analysis is the positions taken up by or assigned 

to the project's participants. These dominant or subordinate positions are 

investigated within the themes of language, culture, interest and project practices. 

The international project is not a monolithic system: it comprises of different 

institutions and agents across national boundaries, each of which can be defined in 

terms of their position within the field as a whole. It is clearly a field with fields. It is 

within level 2 that one is able to see the interactions between field and capital and to 

gain insights into the behaviour of participants in the project world, for instance, the 

ways in which project implementation is carried out, the practices of the 

stakeholders and the interests and investments they have in the field. In Chapter 5 

of the thesis I have undertaken a mapping out of the field and in this process unveil 

the intersections of the various sites of practice. 

M. 
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3.1.4 Capital 

Capital determines the social relations of power (Swartz 1997:73); capital comprises 
the resources one accumulates to be positioned in the game. Bourdieu describes the 
various forms of capital: 

[Capital]... can present itself in three fundamental guises: as economic 
capital (which is immediately convertible into money ... ), as cultural 
capital, which is convertible, on certain conditions, into economic capital 
and may be institutionalised in the form of educational qualifications; and 
as social capital, made up of social obligations and connections, which in 
convertible in certain conditions, into economic capital (Wall et al 1998:22). 

When the forms of capital become objects of struggle as valued resources, they are 
the stakes in the game. In the field of project implementation, the stakes in the game 
are numerous: English language, money in the form of project funding and also in 
the form of profit from investment, educational qualifications, knowledge, 
professional standing, job promotions, national recognition, prestige and honour, to 
mention some. The key forms of capital are mapped out in detail in Section 5.3 and 
then specifically dealt with in the subsequent chapters. 

In mapping the stakeholder's positions and connections in the project field I 
demonstrate the relationship between habitus and capital, both of the individual 
and the group. The crux of any individual position (and his or her subsequent 
choices about position taking) within a particular field is the quantity and form of 
any capital (economic, cultural, social and so on) accrued by that individual. 

Symbolic capital and symbolic power are central concerns of Bourdieu's work and 
are pivotal elements in the relations of power. Symbolic capital is formed when 
capital is viewed and recognised as legitimate by the group to whom it is relevant. it 
is then converted to power through the process of legitimation. 

In a sense all capital is symbolic as it can only be recognised as significant from 
within a particular field although clearly its forms operate in different ways. Thus, 
for example, economic capital is symbolically powerful to hold in that it implies 
purchasing power in a direct, immediate and explicit sense, whereas cultural and 
social capital have to operate through legitimated valuing systems. Because all 
capital is symbolic, its action within any particular field is dependant on the 
participants' understanding of the social, economic and cultural parameters of that 
field (based on work by Grenfell and Hardy 2003:23). 

In the education field in general, a most important form of capital is the prestige and 
honour associated with different types of activities. It is not political power or 
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wealth which are primarily at stake, but reputation in the academic community that 

is the most highly prized commodity (Grenfell and Hardy 2003). Reputation is a 

form of symbolic capital. It is related and sometimes converted to other forms of 

capital. 

The field is the site of struggle for the accumulation of the various forms of capital; 

the stakeholders in project implementation, who participate in these struggles, have 

differing interests and therefore seek different types and amounts of capital. Some 

seek to change the practice, some seek to maintain the orthodoxy of the field; 

however, one thing that underlies the practice of the individuals who participate in 

the struggle of the field is that they believe in the game and the value of the stakes. 

As mentioned in the previous section, participation in the field buys into its 

legitimacy to some degree. For example, even those participants who are merely 

'doing a job' in the sense that their only goal is to continue to receive a salary take 

on the 'doxa' (dominant beliefs and values, in Bourdieu's (1998:57) terms 'a 

particular point of view, the point of view of the dominant') of the field. I will use 

the concept of capital to understand how the agents in the field invest in particular 

practices rather than others and to see how different forms of behaviour have 

different values in different places. The capital that an agent possesses positions 

her/him in the field. 

In Bourdieu's terms, certain types of capital attracts capital of the same type, and 

allegiances form between agents who possess the same type of capital. In a field 

power is distributed according to the amount of symbolic capital an agent 

possesses, that is, the recognition by the participants in the field that the agent has 

accumulated the capital to purchase the prestige, power and resulting economic 

positioning. We do not necessarily know that we possess capital until we enter a 

field where it is recognised as valued (Grenfell and James 1998:21-25). This may well 

describe a view of the 'native speaker teacher of English' as it was represented in the 

data. The teacher may start work with an international language education project 

and not be fully cognizant of the recognised 'value' of this particular form of capital 

and upon engaging with the field then is made aware of the value of this attribute. 

However, one of the contradictions of a field is that as more of a certain type of 

capital is broadly accumulated, the value of that capital decreases. For example, 

Marginson (1997b) makes this point about educational qualifications, as culthral 

capital, when he discusses how as more and more students graduate with a certain 

qualification, for example a Masters degree, this degree loses its value in the market 

place. Therefore, in our current climate, universities must strive to demonstrate the 

uniqueness of their particular qualifications and strive to gain competitive 
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advantage by developing a 'cutting edge' qualification or by 'discovering' a new 
overseas (or national) market. 

Another important analytical feature of capital is that the valued resources of field 
are not fixed or sacrosanct. This means then that the struggles that occur within a 
field and situations such as newcomers questioning the dominant beliefs affect a 
field and its stakes and values held by the dominant agents. For example, in the 
English language teaching field in Australia methodology is a site of struggle. 
Different methodologies dominate at different times. Advocates of new approaches 
to teaching English language (that is, newcomers to the field) challenge dominant 
approaches and a struggle ensues. My interest in this study is to understand the 
practical consequences of Bourdieu's conceptual 'tool', capital, not to objectify it as a 
static product of the institution within which the research is located. 

3.1.5 Habitus 

Habitus for Bourdieu provided an explanatory tool to account for the nexus 
between the objective structures of the field and the subjective nature of individual. 
Habitus is a way of discussing the deep embodied tacit understandings of the agent 
in a particular field. Bourdieu describes habitus as more an acquired sense of when 
and how to use cultural knowledge in a profitable manner than rather than as a set 
of propositions, beliefs or adherence to rules. Bourdieu (1992:184) writes that '... 
practice is the product of the habitus which is itself the product of the embodiment 
of the immanent regularities and tendencies of the world...' In applying this notion 
and examining the dialectical relationship between habitus and the objective 
structures of the international language education project I have tried to understand 
how certain habitus in the form of cultural, economic and social capital, are valued 
within those objective structures. According to Bourdieu, habitus is experienced 
unconsciously. In Pascalian Meditations, Bourdieu (2000) emphasises that the habitus 
is a result of social practice and that it adapts to social practice. 

The placing of the description of habitus third in this taxonomy of Bourdieu's 
explanatory tools does not indicate the order of importance of his concepts. In this 
study, habitus is a key to understanding the workings of international language 
education projects. The concept 'habitus' allowed me to interrogate the relationships 
between the objective structures of the field, as they are constructed by the 
dominant institutions and the subjective, that is, immediate experiences of the 
'players' in the field. 

For Bourdieu, the relational concepts of habitus, capital and field are fully 
interconnected and the dynamics of the particular field are forever in flux and 
operate according to the relationship of these three explanatory devices: 

me 
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A field is not simply a dead structure, a set of 'empty places' ... but a space 
of play which exists as such only to the extent that players enter into it who 
believe in and actively pursue the prize it offers. An adequate theory of 
field, therefore, requires a theory of social agents (Bourdieu cited in 
Waquant 1992:19). 

In this sense the field drives the habitus as much as the habitus drives the field. 
Practices are the realisations of habitus in the specific context of the field. They are 
related, but not synonymous. 

Bourdieu eloquently describes habitus in an interview with Wacquant: 

the notion of habitus ... is relational in that it designates a mediation 
between objective structures and practices. First and foremost, habitus has 
the function of overcoming the alternative between consciousness and 

unconsciousness ... social reality exists, so to speak, twice, in things and in 
minds, in fields and in habitus, outside and inside agents and when habitus 
encounters a social world of which it is the product, it finds itself 'as in a 
fish in water', it does not feel the weight of the water, and takes the world 
and itself for granted (Bourdieu in Wacquant 1989:43). 

In the research presented here, the workings of the international language education 
projects are seen as a practice, just as a game is a practice. The members of the 
relevant community, the players, constitute a social field. Knowledge characteristics 
of the appropriate institutions to do with the teaching, learning and running of the 
projects no doubt assert their influence in the project 'game'; they shape practice of 
international language education projects just as a piece of sports equipment shape 
an athletic game (Krais 1996). And as in other social practices 'the ways to go about 
doing what you do' are inculcated in the habitus of the 'players'. The application, 
theoretically and methodologically, of the concept habitus allows me to talk about 
the relationship of the objective structures and subjectivities in what may usually be 
meant by 'culture'. The terms culture and habitus are certainly not mutually 
exclusive; they can be used to highlight particular instances in project practice. In 
characterising access to university-led international language education projects in 
terms of habitus is to leave room for various aspects of what is usually meant by 
'culture'. This term's most important contribution to sociology is that it opens a 
greater variety of human behaviour to sociological analysis. Habitus consists of 
those characteristics of individuals that are historically developed and are not 
essentialist (Krais 1996). By essentialist I mean those characteristic that are seen to be 
an essential feature of a particular national or social group (see chapter 2.6 for a 
more detailed discussion of the term). 
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The concepts of culture (as discussed initially Section 2.6 and then as revealed in the 
data in Chapter 9) are often employed to describe and analyse different ways of 
behaving in different situations. These concepts are limited in that they do not take 
into account the characteristics of the particular field under investigation, the valued 
capital in the field and the particular dispositions that the 'players' bring to the 
struggle for the stakes. Research conducted under generative structuralism 
encourages or rather creates the environment for thinking about things relationally, 
how one aspect of something relates to another. This is particularly so with the 

concepts of field, habitus and capital. 

Bourdieu's habitus has been used extensively to investigate the tertiary context 
(Krais 1996, Delamont et al 1991, Grenfell 1996 and Robbins 1993, 1998). Here the 
research has looked at the ways in which students and teachers engage in and 
understand the practice of their particular disciplines and the way higher education 
represents itself. This research informed my thesis in the way it identifies the 
generative aspect of habitus, how the habitus appropriate to 'play the game' in a 
specific field of practice has two components: 

the body of knowledge of regularities of problem-definition and problem-
solving that is specified, in this case, the different procedures of project work; 

the competence of moving in a field of practice, of identifying power relations, 
of speaking the language (of project work), and of bringing the agent's own 
interests and qualifications to bear (Krais 1996). 

Using the notion of habitus in my research also draws attention to the structures or 
institutions that frame it. Bourdieu writes: 'the real logic of action brings together 
two objectifications of history, objectification in bodies and objectification in 
institutions.' It is the habitus that makes is possible to inhabit institutions, 
appropriate them practically, and so to keep them in activity continuously pulling 
them from the state of dead letters, reviving the sense deposited in them, but at the 
same time imposing the revisions and transformations that reactivation entails 
(Bourdieu quoted in Krais 1996). 

With regard to project stakeholders habitus allows us to investigate the ways in 
which stakeholders act and the interests which motivate such behaviour. It also 
allows us to look at the ways the external factors in projects, such as the 
expectations of the participants and funding bodies, authority and place of the 
institution work (in conjunction with the factors mentioned in the preceding 
sentence) to place the agents in dominant or subordinate positions. Habitus may 
provide clues about the ways stakeholders legitimate new ideas and respond to 
those non-hegemonic innovations. The analysis of practices involves the 
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construction of the fields where they occur and the habitus of the agents brought to 

those fields. In my research I have located some of the participants in the 

international project field and how they are positioned in the field. The positions of 

dominance or subordination they occupy are definitely important to how they see 

their practice. 

3.2 Case studies and strategic learning 

In conducting this study into language education projects I wish to develop an 

approach to research which is informed more by commitment to specific forms of 

social action rather than by philosophical paradigms. Broadly speaking I wished to 

adopt a critical approach which engaged with the field and gave insight into the 

learning and change dimensions of the practices described and investigated in this 

research. I will not spend time on arguing why the qualitative approach is more 

suited to this type of research but rather wish to look at the ways by which the 

research approach used in this study can effect change in the practice of 

international language education projects. 

Qualitative research, guided by Bourdieu's framework, generates an urderstanding 

of the practices and positioning in the field that other research approaches cannot. 

Thinking about the processes of the research (see Chapter 4 for a description of the 

research processes) also engages the researcher in questions about the results of the 

research; that is, 'Who's interests are being served by the research' (Herndl and 

Nahrwold 2000 pp.278-279)? It goes without saying that this particular research will 

hopefully fulfill the requirements of a PhD but there is a question beyond this, 

namely why this topic and this way of going about the inquiry? I hope by 

conducting the research in the spirit described below and following the 

methodology outlined in Chapter 41 will be able to make connections between 

theory and practice (as exemplified by Bourdieu) and make available the 

relationships between the powerful institutions in this field to effect a fundamental 

change in the ways that international language education projects are conceived of 

within the academy. This thinking about the purpose of research is what Blyler 

(1995:287) calls 'the tough questions concerning ideology: questions such as whose 

interests are advanced by our research and what kinds of social and institutional 

contexts are reproduced'. 

In thinking about my approach to research in the area of international language 

education projects I wanted to be able to address both the micro aspects of work 

within the specific projects and the macro context of work which crosses within and 

between national and institutional boundaries. The approach also needed to be able 

to deal with the entrepreneurial aspects of the work. Bourdieu's framework allowed 
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me to include the material, economic and institutional as well as the ideological 

conditions that shape social activities, that is, the practices of international language 

education projects. 

The principal procedures of inquiry involved empirical research with stakeholders, 

theoretical research and text analysis of project proposals, reports and policy 

documents. The relevant literature was reviewed and project teacher training 

materials were analysed. The study drew on observations of meetings and work 

procedures and researcher reflections. Some characteristics of the research were: 

a strong emphasis on exploring the nature of particular social phenomena, 

rather than setting out to test hypotheses about them 

a tendency to work primarily with 'unstructured' data, that is, data that have 

not been coded at the point of data collection in terms of a closed set of 

analytic categories 

an investigation of a small number of cases. 

3.2.1 The case study approach 

The case study approach offers many constructive qualities to research. It takes a 

single entity, phenomenon or social institution, as its basis to then provide intensive 

description and analysis of the research site. The case study by its very nature is 

partial, particularistic and explanatory of the practices under research. The analysis 

must take account of the multiple sources of data. The advantages of using a case 

study approach are many and particularly so in a field of professional practice (Yin 

1994; Merriam 1988; Nunan 1992). This approach can give voice to multiple points 

of view which then can be reasonably open to differing interpretations; case studies 

are based on instances of 'real' life and so then can be of use to agents in the field 

who will be able to identify with the issues and concerns raised. Continuing in this 

vein, the case study approach to research is often concerned with affecting change 

in the particular field of inquiry and in this sense the results of the study may be 

used for professional development and in other related ways for practitioners in the 

field. 

This approach was designed to illuminate the issue by foregrounding the views of 

the participants and utilising various sources of evidence. The multiple sources of 

data can include (see chapter 4 for definitions of these activities) field observation, 

participant observation, detailed interviews, key informants, surveys, documents 

and historic records (McTavish and Loether 1999; Yin 1994; Lee 1995; Tellis 1997). 

Researchers such as Yin (1993, 1994) and Stake (1995) identify a number of different 

types of case studies. For example, Yin identified: 
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exploratory cases which are often a preliminary study of the issue 

explanatory studies which investigate causal relationships 

descriptive cases which require the development of a descriptive theory 
before the study commences (Yin 1993). 

Stake's (1995) approach is somewhat different. His first category is intrinsic where 

the researcher has an interest in the particular case; secondly, instrumental cases are 

where the researcher intends to reveal more than what is on the surface of the case, 

and thirdly, collective cases are where a number of case sites are studied. 

Case studies tend to be selective in terms of what issues they focus on to understand 
the system under research. This approach aims to give voice to the participants on 
which the study is focussed. I will also seek evidence from a number of different 
sources of data. The strength of the case study approach lies in the ability to provide 

in-depth analysis about the social practices of a particular site. The approach has the 
flexibility to examine how and why something occurred. 

This case study approach does only give a view of the specific relations it is 
observing; the picture is always in a sense incomplete, partial, but it is possible to 

draw some generalisations from the interpretations. Using Bourdieu's concept of 

field, it is possible to identify homologies in project fields, patterns of domination 
and subordination and also the valued stakes in the field. I am also cautioned from 

drawing generalisations by the knowledge that fields are dynamic social spaces: 
things change, and what was a scarce and valued resource may change over time 

and space. 

My description and analysis draws on some ethnographic strategies in the sense 

that I am presenting my interpretation of patterned social relations within a 
conceptually bounded group of people. That group may be large, those working in 

the tertiary sectors of different countries, in project planning organisations, in 'aid 
industry' as planners, advisers, project staff, recipients, and so on, but the 
relationships between these groups are distinctive. I undertook research in different 

countries and in different types of institutions and projects. 

Participant observation is a key strategy in my approach and will be one of the 
principal sources of data for this study. Participant observation is where the 
researcher has some established role in the scene studied. There are different ways 
this may take place and differences in the ways relationships are developed with 
other agents in the field. Some of the variables in participant observation are: 

whether the researcher is known to be a researcher by those being studied, or 

only by some, or by none; 
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how much, and what, is known about the research by whom; 

what sorts of activities are and are not engaged in by the researcher in the 
field, and how this locates him or her in relation to the various conceptions of 
category and group membership used by participants; 

what the orientation of the researcher is - how completely he or she adopts the 
orientation of insider or outsider (Hammersly and Atkinson 1998). 

My interest in using an qualitative, case study approach is because of the way in 
which this approach is most often used to investigate practice and invariably 
addresses issues of change in the area under study. These features are critical to a 
study which seeks to investigate contested notions of practice. I am aware that the 
picture I gain through the interview accounts and observations does not produce a 
universal account of the project world. Bourdieu (1993) cautions researchers about 
this aspect of qualitative research and it is one that will assist my study in alerting 
me to the distinctiveness of the projects under investigation. 

3.2.2 Strategic learning 

In this section I put forward the notion that people involved in any form of work go 
through a 'learning' or 'non-learning', that is, failure to learn, process. I have taken 
the term 'strategic learning' as it is used by Foley (1999, 2000b, 2000a, 2000c) to 
critically describe what I can glean from my own experience of research in this field 
of practice. 

Foley's notion of strategic learning is premised on the following factors: 

• workplace life and learning are complex, contextual and contested; 

• people in workplaces learn all the time, experientially and informally; 

• this learning can be positive or negative, productive or unproductive (it is 
often the latter); 

in attempting to change workplaces it is essential to understand the dynamics 
and outcomes of this informal, experiential learning (Foley 2000c:1). 

My purpose of including the concept of 'strategic learning' in my theoretical 
framework is really to make explicit the processes by which I can look towards one 
of the major aims of this thesis: to find ways to develop productive understanding 
between stakeholders. My understanding of how to do this is informed by Foley's 
(2000c:3) work: 'that practitioners can learn to analyse and act on complex and 
difficult situations'. Foley's approach has 'emancipatory intent' (p.  3) and also in the 
process he attempts to 'develop a critical understanding of the dynamics and 
outcomes of learning' (p.  3). Adult educators and other professionals can become 
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'strategic learners' and 'reflexive practitioners'. They can learn to reflect on their 
experience, learn from it and then act more effectively. 

It would be presumptuous of me to claim to know what 'learning' the interviewees 
experienced through their involvement in the projects' work. In Section 6.7 the 
interviewees give voice to some things they have learnt from working with the 
projects. 

The ideas behind Foley's conceptualisation of strategic learning fits well with my 
use of Boudieu's framework. Central to his argument are the related ideas that: 

analysis and strategy are closely connected; 

the effectiveness of strategy depends of the quality of analysis; 

change agents need to develop a combination of technical, interpersonal and 

political skills. 

In any practice situation the relationship between analysis, strategy and skill is 
complex. This is well described by Bourdieu's concept of field. The field can be 
analysed through the three levels as described in 3.1.3 and by the strategies the 
agents adopt by the accumulation of various forms of capital and their particular 
interests. Related to this in terms of 'strategic learning' is the way educational 

innovations are planned and implemented, but as demonstrated in Section 2.3 most 
change theories are narrowly ideological and based on a rational project model. 
Their main aim is to seek the greatest profit. Foley (2000b:6) contends that for the 
agent to be effective in a complex and contested site they must 'recognise the 
plurality of interests and perspectives in play in any workplace'. He believes that it 
is only be making these multiple interests they can be 'negotiated and possibly 

reconciled'. 

Foley's notion of strategic learning is one that is achieved through an action research 
process. The 'practitioner' investigates something of concern to them within their 
work or other social activity context. My research is not carried out through action 
research but the strategic learning framework is highly relevant to me as I wish to 
explicitly identify the positive and negative learning outcomes of my research. I am 
closely involved in the field of international language education projects and wish 
to develop ways to carry out work in ways that exemplify the goals of this research. 
In this sense I take heed of Foley's (2000b) suggestions for how educational or 
change projects (or innovations) be perceived of by practitioners in the field: 

change projects should be treated as learning experiences, capable of being 

learned in and from. 
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each organisational change project requires a deep analysis, that is, analysis 

which is at once contextual, ethical and strategic. 

change strategies should be underpinned by particular principles. They must 
be: 

- democratic: all participants should be able to influence the process and 

outcome, but none dominate; 

- explicit and transparent: there should be clear processes and procedures, 

visible to all; 

- accountable: continually monitored and evaluated; 

- flexible: able to change, in orderly and equitable ways. 

change projects should be treated as long conversations, which follow 

procedural rules for discussion groups - reasonableness, truthfulness, 

freedom, equality, respect for persons, peacefulness and orderliness. 

the core skills that change agents need to exercise in these long conversations 

are: consultation, negotiation, political mapping, facilitation of group 

processes and facilitation of discussion (Foley 2000b:162-163). 

3.3 Critical Discourse Analysis 

In this section I discuss the concepts of discourse and the theoretical underpinnings 

of Critical Discourse Analysis. I also discuss the analytical approach that I apply to 

the spoken and written data collected for the purpose of my research. The details of 

how the analysis was carried out in the course of this research are found in Chapter 

4. I specifically draw on the concepts of discourses discussed by Gee (1996, 1999), 

Fairclough (1995, 2001) and Chouliarki and Fairclough (1999). 

The concept of 'discourse' is subject to many different interpretations and is widely 

contested in the research field (Luke 2002; Sarangi and Coultard 2000). Often the 

field of discourse analysis is divided into two camps, the traditional and the post-

structural approaches. The traditional linguistic notions of discourse are depicted as 

describing stretches of language, interactions which may well be seen to stand 

outside of any 'social practice' type of analysis; language is often viewed in this 

approach as a neutral phenomenon. Post-structural approaches to discourse are 

seen as much more concerned with the way particular fields of social life I activity 

are represented. This type of analysis stems largely from the seminal works of 

Foucault. 

In this study I use the term 'discourse' in two ways. The first is synonymous with a 

grammatical analysis of language at the clause level, and draws on the discipline of 
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linguistics. Gee (1996, 1999) calls this level 'language in use' and to describe his 

analysis at this level uses the term 'small d' discourse. The second relates to Gee's 
conceptualisation of Discourse, written with a capital D - 'big D' discourse and 
described as: 

ways of behaving, interacting, valuing, thinking, believing, speaking, and 
often reading and writing that are accepted as instantiations of particular 
roles (or 'types of people') by specific groups of people... Discourses are 
ways of being 'people like us'. They are 'ways of being in the world'; they 
are 'forms of life'. They are, thus, always and everywhere social and 
products of social histories (Gee 1996:viii). 

This second level of Discourse is often talked about as the 'macro' level and it is this 
level on which my study focuses. Sarangi and Coulthard (2000), in a similar vein to 

Gee (1996), eloquently explain the concept as a way of describing the relationship 
between language and social life: 

Discourse is a means of talking and writing about and acting upon worlds, 
a means which both constructs and is constructed by a set of social 
practices within these worlds, and in so doing both reproduces and 
constructs afresh particular social-discursive practices, constrained or 
encouraged by more macro movements in the overarching social formation 

(Sarangi and Coulthard 2000:xv). 

The notions of Discourse and Critical Discourse Analysis are subject to a wide range 
of academic and theoretical interpretations. The sources of the debates range from 
different conceptions within the field of linguistics to broader sociological notions. 
The two descriptions above by Gee (1996) and Sarangi and Coulthard (2000) 
highlight the role of ideology in the formation of social and discursive practices and 
it is on this point that much of the controversy around Discourse and CDA centres. 

In the context of this study the linguistic and other analytical tools or 'thinking 
devices' (Gee 1999) of Critical Discourse Analysis allow me to look closely at the 
texts related to project work and how the funding agencies (for example) construct 
concepts such as 'technical expert' or; on a different level equivalences or 
differences, how expatriate staff are positioned vis-à-vis local staff (see Chapter 4 for 
a description of how this analysis is carried out). My aim is to base my analysis on 
the relevant documents, the social practices involved in the field of international 
language education projects and the questions raised by the thesis about the work of 
these projects. It is within the analytical framework provided by Bourdieu's 
concepts and those of CDA that I am able to triangulate the findings in the data. 
Gee's concern is with the interrelationship between the discourses and the practices 
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in the field. According to Gee the discourses identify how agents or 'discourse 
members' are positioned in the field, they represent how an individual can be 'in' or 
'out' of a community (or in this research, the positions within a field). Discourses 
can be typified as 'clubs' or orgariisations which require certain ways of talking, 
valuing, thinking to be included as an 'insider' (Gee 1990:143). 

The application of Critical Discourse Analysis, as conceived in this study, is a highly 
appropriate tool of inquiry for the research. The view of CDA which informs my 
study holds, as a central tenet, the role of ideology at the macro-level of discourse 
practices (Fairclough 1995, 2001; Chouliarki and Fairclough 1999; van Dijk 1993; Gee 
1996, 1999). The primary focus of my inquiry is on the relations in the field of 
international language education projects. The work of these projects is constructed 
and mediated through language. The project's conception, as constructed by the 
funding agency, is constituted through the project tender and project design 
documents and the decisions to fund projects are purportedly based on the written 
proposal texts submitted by the various tenderers. An analysis of these project 
documents and other written data gives further evidence for the claim of this study 
that the international language education project field is complex and contains 
competing and conflicting interests. The aid and development has attracted interest 
from critical discourse analysts. Analysts such as Escobar (1985), Porter (1995) and 
Goulet (1995) examine the discourses of aid and reveal ways in which the discursive 
conventions of the field help to construct positions of domination and 
subordination. Porter (1995) advocates the use of discourse analysis as a way to 
further our understanding of the field: 

What has discourse analysis to offer our understanding and practice of 
development? One easy response is that in a field so characterised by 
rhetoric and persuasion, critical awareness of ideological processes in 
discourse is essential. At a minimum, it ensures that aspiring development 
workers are more aware of their own practices. At best it enables those 
eventually afflicted by their services critically to confirm the ideological 
investments they are inevitably being persuaded to make in development 
(Porter 1995:63). 

In current literature about text analysis CDA is often criticised for its positioning of 
ideology as an overly deterministic factor in the constitution of social practices 
(Pennycook 2000; Luke 2002). Luke's (2002) point of contention is that CD analysts 
such as Fairclough (1995, 2001), Chouliarki and Fairclough (1999), Kress (1988), van 
Dijk (1993) and Gee (1996, 1999) depict a static two-way relationship between the 
macro and micro level of discourse and that within this binary relationship the role 
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of ideology is absolutely central. Luke (2002) expresses concerns shared with other 
poststructural and postcolonial theorists such as Pennycook (2000) that the views of 
the above CD analysts ignore the realities of 'new times' where: 

CDA research must contend with blended and hybrid forms of 

representation and identity and new spatial and temporal relations 
generated by the technically enhanced flows of bodies, capital, and 

discourse that characterise economic and cultural globalisation. (Luke 

2002:98) 

Luke's (2002) concern that CDA is not keeping current with societal, global and 
intellectual changes is not necessarily consistent with the work that CD analysts are 
producing, for instance, Chiapello and Fairclough (2002), Chouliarki and Fairclough 
(1999) and Sarangi and Coulthard (2000) amongst others. Luke (2002) is reflecting 

something of the theoretical differences in the field of discourse analysis where a 
vigorous debate centres around the individual and notions and roles of multiple 
subjectivities. A common thread (though thin at times) between contesting 
understandings of CDA is an involvement with analytical practices to transform 
situations of injustice and inequality, to allow different readings of texts from 
different positions and to investigate the value commitments in the text (Gee 1999; 
Fairclough 1992, 2001; Chiapello and Fairclough 2002; Chouliarki and Fairclough 

1999; Pennycook 2000; Luke 2002). 

The texts I have analysed for this thesis were more appropriately studied from an 
analytical perspective that explicitly accounts for the role of ideology. The 
approaches suggested by the work of Fairclough (1995, 2001), Chouliarki and 
Fairclough (1999), Gee (1996, 1999), van Dijk (1993) and Bourdieu (1989) investigate 
the relationship between the micro level of discourse and the macro-level of society, 
and explain how they shape each other, focussing on power and dominance in 
society. The pivotal terms of discourse and ideology are realised in slightly different 
ways by the different theorists who largely inform my approach to CDA. For 

Chiapello and Fairclough (2002:187): 

Ideology is a system of ideas, values and beliefs oriented to explaining a 
given political order, legitimizing existing hierarchies and power relations 

and preserving group identities 

Following on from this definition, Chiapello and Fairclough (2002) see that the 
horizontal and vertical levels of institutional and social life are explained by 
ideology and herein is found the explanation for who is in the dominant position 
and who is subordinate. Van Dijk (1993) somewhat similarly sees that ideology as 
socially shared beliefs, interests, opinions, judgements and values. There is a 



Chapter 3 Theoretical context 

discernable difference though between Fairclough (1995, 2001) and Gee (1996, 1999) 
and van Dijk (1993). The latter two do not see the individual as a coherent being 
((Chouliarki and Fairclough 1999) does acknowledge that the individual may have 
multiple subject positions but does not account for non-ideological factors), or that 
the individual is unaffected by their different past experiences and social 
experiences as well as their position(s) in society. In any case individuals bring their 
differing ideological values to the different discursive formations. Gee (1996, 1999) 
and van Dijk (1993) allow for what Luke (2002) calls 'non-ideological' factors in the 
constitution of social and discursive practice. Wodak (1996) elaborates on this idea 
of non-ideological factors by including time and space in her analysis. 

Bourdieu's (1989) sociological approach to the analysis of linguistic exchanges is 
congruent with the type of analysis approach suggested by CD analysts such as 
Fairclough (1995, 2001), Chiapello and Fairclough (2002), Gee (1996, 1999), and van 
Dijk (1993). In fact Gee's notion of Discourse is particularly compatible with 
Bourdieu's conception of habitus as a practical sense, of having a feel for the game. 
Bourdieu (1989) conducted research into the relationships between language and 
social practice. The concept of language use as a social practice runs through all the 
above work on Discourse and CDA. Bourdieu (1989) represents linguistic exchanges 
as situated meetings between the individual agent with their particular linguistic 
habitus and the structures of the field so that each encounter, regardless of its 
nature, personal or otherwise, 'bears the traces of the social structure that it both 
expresses and helps to reproduce' (Bourdieu 1989:2). In his introduction to Language 

and Symbolic Power Thompson succinctly describes the notion of linguistic habitus: 

Linguistic utterances or expressions are forms of practice, and as such, can 
be understood as the product of the relation between a linguistic habitus 
and a linguistic market. The linguistic habitus is a sub-set of the 
dispositions which comprise the habitus: it is that sub-set of dispositions 
acquired in the course of learning to speak (or write) in particular contexts 
(in the family, peer groups, the school etc)' (Thompson cited in Bourdieu 
1989:13). 

Bourdieu's notion of linguistic capital is similar to two of his other notions of 
capital, cultural and social, in that it is a symbolic form which may be 'cashed in' so 
to speak or transferred into economic capital. Linguistic capital is also similar in that 
it is more valuable the rarer the particular form of linguistic expression or language 
used; for example, in the international language education project, a 'native-
speaker'-like proficiency in English may accrue the greatest amount of linguistic 

capital in certain situations. Those situations may range from positions, the 
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awarding of academic scholarships or a job for a 'local' project team member to 
information sharing situations, meetings or 'in-house' discussions. The concept of 
linguistic capital is fluid, as the particular forms of expression or language which 
gain linguistic capital vary from situation to situation. One thing that does stay 
constant when using Bourdieu's analysis is that: 

The more linguistic capital that speakers possess, the more they are able to 
exploit the system of differences to their advantage and thereby secure a 
profit of distinction (Bourdieu 1989:18). 

I draw on Bourdieu's notions of linguistic capital and legitimate voice, which are 
embedded within his relational concepts of field, habitus and capital (see Sections 
3.1.3 and 3.1.4 earlier in this chapter). Bourdieu's ideas of linguistic capital and 
legitimate voice have allowed me to identify the ways in which some agents are able 
to take up dominant positions in the field of project work and how the 
accumulation of capital in terms of language and speaking rights perpetuate a 
particular set of power relations and in whose interests they work. Bourdieu's 
theoretical concepts in a strict sense should not be used separately; that is, they are 
relational concepts (as discussed earlier in this chapter) that continually inform each 
other and are also act in relation to the field of power. However, it is possible to 
identify what is happening in the field in respect to say, the accumulation or not of 
particular sorts of capital and what is pertinent to our discussion here, the way 
linguistic capital is distributed in the international education project field. Bourdieu 
also uses the notion of 'legitimate voice' - that is, the way some agents are endowed 

with the authority of the field to speak and be listened to - and its relationships 

between linguistic capital. 

Bourdieu's analytical framework for linguistic exchanges has a broader application 
in this thesis than that of CDA. Gee (1999) cautions that, in analysing spoken 
language, CDA should only be used with spoken interactions between native 
speakers of the language within the field under investigation. He remarks that in 
regards to spoken language, native speakers of the dominant language in a 
particular field have more access to and knowledge of the social discourses of that 
field. This is perhaps a limited vision of the field, as I do not imagine that the 
competence of native speakers must somehow automatically be comparable in a 
way that that of non-natives is not. In the field under investigation for this study the 
spoken and written texts were employed in a context discursively constructed 
through discourses of aid and development, education, international relations, 
language skills amongst others. While an obvious distinction in some of the 
interactions reported is between native and non-native speakers of English, the 
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discourses at work in the context were realised through language and necessarily 
must be scrutinised. 

The written and spoken texts under examination in this study were all recorded in 
English and those written texts were received by native and non-native speakers of 
English. Gee (1999:2) discusses at length the ways in which the speaker or the writer 
projects their particular perspectives of how the 'world' appears to the 'giver' of the 
interaction. In doing so the speaker or writer gives their perspective of what is real 
and not, what is acceptable ways of acting or behaving and not, and what is 
regarded as correct and not. What is of interest here is that the projects are 
purportedly conceived as 'bilateral' endeavours; one of the aims of applying CDA 
to these documents and spoken interactions was to investigate the type of 'visions' 
or perspectives of the world that these documents put forward. I was also interested 
in looking at the projects from the perspective of the intended audiences: who were 
the documents written for, for an audience 'in the know' or an audience not within 
the discipline. This has a huge impact in terms of the in-country project 
coordinating committees, which represented the implementers and the 'local' 
stakeholders of the projects. These committees were expected to use the documents 
as guides in the work of the project. 

The 'receiver' or reader of a text brings their past and present experiences of the 
particular situations and knowledge (or not) of related spoken and written texts 
(intertextuality) to the reading of a particular text. The language teaching and 
applied linguistics fields have given this particular phenomena different names in 
different phases of theory and practice in language teaching. My study investigates 
the notion of 'intertexuality' in the way the participants or stakeholders in the 
projects take up subordinate or dominant positions in the reading and receiving of 
these texts and the consequences for the practices of the projects. Different 
stakeholders bring different skills of negotiation and collaboration and knowledge 
to the operations of the projects and it is one of my aims to understand how these 
skills and knowledge are valued and positioned. 

3.4 Reflexivity 

In this section I discuss how this research embodies a reflexive stance, that is, how it 
interrogates and analyses the researcher and research space in similar ways to the 
other data. Reflexivity, as a key feature of interpretive research methodology, is 
viewed in a variety of ways by research methodologists (Hammersly and Atkinson 
1983, 1998, Hammersly 1992, Walkerdine 1997, Skeggs 1999, Marcus 1998, Clifford 
and Marcus 1986, Bourdieu and Wacquant 1992). Its many forms include the 
autobiographical approach where the researchers seek to write themselves into the 
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research in a way that makes their own origins explicit and the exploration of issues 
of researcher bias clear. 

Reflexivity, however, is much more complex than this and is not just achieved by 
the use of the first person or by the expedient of constructing a text which situates 
the observer in the act of observation. Rather it is achieved by subjecting the 
position of the observer and the research space to the same critical analysis as that of 
the research object identified in the study (Bourdieu and Wacquant 1992, Bourdieu 
1988, 1989, Barnard 1990, Norton Peirce 1995). Bourdieu, as mentioned in previous 
sections, encourages researchers to interrogate their everyday understandings of 
words and ideas, that this process is central to our reflexive research practice. 
Bourdieu's reflexive practice is viewed by some (Barnard 1990, Robbins 1991, 1993, 

1998, Grenfell and James 1998) as offering ethnographers a way out of the 
'narcissistic hermeneuticism' which, it is claimed, characterises many ethnographic 
accounts and narrative analyses. 

Bourdieu's reflexivity, which may be defined as the inclusion of a theory of 
intellectual practice as an integral component and necessary condition of a critical 
theory of society, differs from other forms of reflexivity in three ways: 

its primary target is not the individual analyst but the social and intellectual 
unconscious embedded in analytic tools and operations. 

it must be a collective enterprise rather than the burden of the lone academic. 
The difference here is that Bourdieu's 'aim is to uncover not the individual 
researcher's biases but the collective scientific unconscious embedded in 
intellectual practices by the field's objectifying relations' (Maton 2003:58). 

it seeks not to assault but to buttress the epistemological security of sociology 
(Bourdieu and Wacquant 1992:36). 

The question of researcher bias and its moderation is the centre of the development 

of reflexive research practice. In an Invitation to Reflexive Sociology Bourdieu and 

Wacquant (1992) suggests three types of biases which may distort the researcher's 

sense: 

One type comes from the social class, ethnicity, gender and so on of the 
individual researcher. This area of bias is most easily and often identified by 
many researchers. It is also the one that is seen to be most easily controlled by 
reference to the researcher's and the research object's characteristics (for 
example those listed in the first sentence of this point) and engaging in self-

criticism. 

A second type is linked to the position that the researcher occupies, not in the 
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broader social structure, but in the microcosm of the academic field, that is, in 
the objective space of possible intellectual positions offered to him or her at a 
given moment, and, beyond, in the field of power. This form of reflexivity is 
much less identified in the research field. 

The last one is the most original to Bourdieu. It is the intellectual bias which 
encourages us to interpret the world as a spectacle, rather than see the social 
practices as concrete problems to be solved practically. This form of bias is 
much more disturbing, because it can cause the researcher to miss entirely the 
unique characteristics of the logic of practice (Bourdieu 1990b). It also calls for 
permanent analysis of the sociological field from within which the sociologist 
is operating. The mitigation of this bias draws attention to all aspects of the 
research procedure, the interview process, the language used to speak and 
write about the study and the knowledge base from which it draws from 
(Bourdieu and Wacquant 1992:39 -40). 

In this study I am attempting to undertake research in the area in which I am 
working. This raises issues about the research process, ethical procedures, my 
reflexive practice, and the actual focus of the study. In one sense I need to ask the 
question: if the projects are not effective in what they set out to do, how do I stand 
in relation to the workings of the projects. In other words how do I reconcile my role 
in a project which does not achieve its goals? The imperative then is to put the 
researcher under the same analysis as the researched, locating both the researcher 
and researched in the same research space. 

Bourdieu's notion of reflexivity, while eminently desirable, seems difficult to 
negotiate. Grenfell and James (1998) offer an analytical framework, developed 
within the rubric of relational forms of thought and Bourdieu's rigorous scrutiny of 
academic research, with which to approach thinking reflexively about a carrying out 
a research study. This approach has been used by researchers who have applied 
Bourdieu's conceptual tools to educational contexts. The approach is as follows: 

Self socio-analysis: objectifying relationships between self, Bourdieu's work 
and the research object 

• Objectifying relationships with the researched 

• Points of theoretical departure 

• Theoretical development 

• Critical engagements 

• Reception in the field (Grenfell and James 1998:127). 
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I use this framework to synthesise my own trajectory in the educational context 
with the broader developments in theory and practice in areas relevant to my field 
of study. The whole point of this endeavour is to produce a thesis which reflects a 
critical analysis of a social practice within which I have been intimately engaged. 
Without the stringency of Bourdieu's reflexivity, the dangers inherent in this type of 
research are that the researchers are undear about their own research interests and 
where they are positioned in the field under examination. 

Self socio-analysis: objectifying relationships between self, Bourdieu's 
work and the research object 

My study of international language education project work is essentially a study of 
my relationship to my work in a field which is delineated by differences in power 
and access to resources. My work life has revolved around education and 
community work both within and outside of Australia and central to this work are 
issues such as access and equity, social justice and provision of appropriate services. 
My own personal history is that I am one of two children of working class parents, I 
attended a poorly resourced state school and through different life experiences, a 
key one being my parents' history of immigration, I became aware of social and 
economic divisions in society at a young age. My own educational experience and 
opportunity took me on a completely different path to that of my upbringing and in 
a sense I have continued to diverge from my educational roots, so to speak, by 
involving myself in language teacher education and language education project 
work in east and south east Asia. 

I encountered Bourdieu's work early on in my doctoral research. I was grappling 
with ways to analyse the complexities which were emerging from the data. I first 

read Language and Symbolic Power in a PhD study group and then later moved on to 

read Homo Academicus. I was immediately attracted to the type of research that 
Bourdieu undertook and the way that he foregrounded the notions of 'interest', 
capital' and the struggles that agents pursued in the field. His research processes 
and analysis seemed to uncover critical concerns of the fields and the ways in which 
power relations were based on the accumulation of the valued resources of the field. 
The two significant works mentioned above presented me with a framework within 
which to discuss the conflicting and competing interests in the language education 
project world. The conceptual tools (as described in preceding sections) provided a 
way to talk about various influences and constraints that the research interviewees 

identified in the data. 
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Objectifying relationships with the researched 

This aspect of reflexive analysis is concerned with the relationship between the 
interviewer and the interviewee and a feature of this is how I position myself in 
relation to the interviewees. Throughout the research process the researcher 
continua]iy engages in positioning work, that is, awareness of what positions the 
research participants take up in the field. This was complex and at times difficult to 
manage. Some of the interviewees were positioned in significantly higher status 
roles than me and I was aware of how their responses to my questions could be 
informed by our differences in the status and power of our respective work roles. 

Another feature is the way I characterise my relationships with the interviewees. We 
were all from the educational sector and consequentially I thought of the 
relationship between myself the interviewees to be professional and one of mutual 
respect. This characteristic of the relationships I believe helped to make the 
interviews largely successful in that the interviewees seemed demonstrably 
comfortable in discussing the topics. I was also aware that habitus was an issue. In 
any given interview two histories, life and work paths, previous and current 
positionings were, to some extent, under examination, that is, mine and the 
interviewee's. This can explain why some people were more forthcoming or not. 

What type of symbolic power did I hold? 

In this section I am also concerned about the researcher's relationship with the 
researched and research site. This is a particularly complicated issue for my 
research. There are many difficulties and risks of undertaking research in the area of 
tertiary education (Bourdieu 1988; James 1998; Nash 1999). A key one being the 
issue of anonymity. It is very difficult to keep a higher education research site 
anonymous as each site has specific unique characteristics that may be recognisable 
to others in the field. The measures taken to maintain anonymity are discussed in 
Section 4.7. Also evident in this field are issues of power and interest and in 
particular the pecuniary interests of all institutions involved. My engagement with a 
critical look at university work is particularly risky in relation to my current and 
future position within the academy. However I feel that my own social, educational 
and professional path has created a habitus, constructed through being on the 
'margins', which is sufficiently 'unbelonging' (James 1998) to allow the taking of 
such risks. 

Bourdieu encourages the researcher to investigate their taken-for-granted 
assumptions that make them able to move through the social field 'like a fish in 
water' (Wacquant 1989). These assumptions may derive from the researcher's own 
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dealings with the field and may be fuelled by resentment or bitterness from past 

practices or may be constructed by their attitudes towards difference, attitudes that 

the researcher finds difficult to admit. In order to conduct a unique research project, 

a Bourdieuian approach requires that the researcher 'censure and control his or her 

own practice through various strategies, including awareness of constraints derived 

from the field and, especially, the operation of an adequate concept of 'interest' 

which goes beyond the economic to include other social concerns: symbolic capital, 

cultural capital, social capital' (Bourdieu 1990b:27-9). It is particularly pertinent that 

I internalise the above principles in my investigation of the academic field, a field 

known for its competitive and secretive practices. 

Points of theoretical departure 

Qualitative researchers commonly hold the view that thinking and theorising 

should arise predominantly from the data (Glasser and Strauss 1967; Strauss 1987). 

However, I felt with my research topic that I needed new ideas to make sense of 

what the data showed. I did not approach data with an open mind. I agree with 

Grenfell and James (1998:134) that this is impossible to do so. One's choice of 

research topic, choice of research techniques and choice of questions to ask in 

interviews are all these informed by my prior understanding of the field. I was a 

player in the field of this research investigation and brought to it my deep 

understanding of the field. 

I initially approached my investigation informed by my previous masters studies, 

qualitative research with elements of etimography, adult and political education 

and extensive study into the transferability of teaching methodology from ESL to 

EFL context. In my early engagement with the research I was interested to work 

with an ethnographic approach. But ethnographically the search for commonalities 

did not account for the relationships between the elements in the field or 

differentials that were evident between the agents in the field. This questioning of 

an inherently 'grounded theory approach' (Glasser and Straus 1967) I believe lead to 

a need for a relational stance where power relations are examined through analysis 

of what resources an agent holds and how well they can play the 'game'. 

Theoretical development 

I include the notion of strategic learning in my analytical framework and use this 

concept to investigate ways that the academy can further the development of 

equitable and productive relationships with stakeholders in international education 

projects. I borrow this framework from researchers such as Foley (1999, 2000, 2000a, 

2000b) and interweave Bourdieu's research tools with the insights of research from 

adult education and other relevant disciplines. Learning is a contested term and 
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particularly in the adult education field is complicated by competing definitions 

from educational psychology, sociology and pedagogical research (Foley 2000, 1999; 
Newman 1993). My interest in strategic learning gives acknowledgement to ways in 
which understanding is developed through experiences that are not strictly 
perceived as educational. That is, learning which occurs through meetings, team 
work, informal discussions, teaching and so on, and which is highly significant to 
one's awareness of the field and the subsequent positioning of agents. 

Along with strategic learning I also employed Critical Discourse Analysis (see 
Section 3.3). This complements Bourdieu's framework in the way that it 

conceptualises Discourse. The concept of strategic learning also fits well with 
Bourdieu's framework as both have a consistent focus on group patterns rather than 
individual experiences. In adopting the case study approach, notions of strategic 
learning and Critical Discourse Analysis I have therefore used Bourdieu's work in a 
partial way, employing his conceptual tools and framework to conduct an 
interpretive study. 

For Bourdieu the pursuit of reflexive objectivity is of prime concern. However, the 
achievement of this level of reflexivity is always relative. Bourdieu sees that a task 
of the researcher is to analyse the research space and to make the familiar strange 
and the strange familiar'. The researcher is required to investigate the commonsense 
understandings of their research area(s) and to call into question those 

understandings that are misrecognised but the question remains: can one recognise 
all one's misrecogrutions? 

This is a particularly difficult task in my research project which spanned three 
countries with vastly different economic, educational, social and language contexts. 
An example of this lack of recognition of one's misrecognitions may lie with the 
concept of 'culture'. I have examined this term (see Section 2.6) in ways beyond 
which I believe are its commonsense understandings which do not necessarily give 
meaning to the way in which it delineates a field. However, I may not have truly 
recognised understandings that were held by interviewees for this thesis. 

Critical engagements 

Reflexivity is, by definition, endless (Grenfell and James 1998). Reflexivity demands 
an examination of how I am situated in the body of knowledge which informs and 
shapes my practice. The point I see to engaging in reflexive research is to better 
understand my place within the social field in order to better understand the wider 
practice of the whole social system. The attraction for me of Bourdieu's reflexive 

practice is that it acknowledges the material, historical and social conditions which 
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contribute to the social world which we inhabit. After all, the study I am 
undertaking to write about is a story of a social practice. 

Bourdieu's prime concern is to explain patterns as noted in the above section and 
for my purposes Bourdieu's explanatory tools allowed me to critically analyse the 
project field. A question emerged in this section which I need to address: did I 
critically engage with Bourdieu's theory? It would seem untenable to take on board 
all of Bourdieu's theory in an uncritical way. 

Bourdieu's theoretical framework is criticised from within the discipline of 
sociology (Griller 1996; Jenkins 1982, 1989; Swartz 1997) as one that predetermines 
the findings. Bourdieu's critics contend that his explanatory devices set up how a 
researcher approaches the field of study and that the findings of the research do 
concur with the idea that the field consists of dominant and dominated positions 
working to accumulate the valued stakes in the field (Griller 1996:15). 
Notwithstanding this criticism I believe that Bourdieu's framework offered me the 
opportunities to conduct a unique project in my chosen field of study. The 
framework makes explicit relationships in the field and of relevance to this thesis 
was the ways that benefits and interests were identified and seen to be accumulated 
by the various agents in the field. 

My own research was not able to fully emulate the processes by which Bourdieu 
would have carried out a similar project. I had originally intended to conduct an 

ethnographic study of this field but the constraints of time and my access to the 
research sites preduded this type of study. I had selected two sites, both of which I 
had worked in, and approached project participants to be interviewed in both sites 
(see Section 4.2 for further details on selection of interviewees). The research then 
becomes complicated. It necessitated my travelling to two different countries to visit 

projects which operated in almost contrasting economic and social contexts. I had 
some knowledge of both languages, but not to the level of proficiency necessary to 
conduct interviews, so consequently the interviews were carried out in English. This 
latter aspect of the research process probably provided the most severe limitation to 
the study and is complicit with most of the literature on the work of international 
projects, that is, that the donor and / or provider's view is the most dominant. The 

interviewees' words are given voice in the study but the fact that the interviews 
were conducted in my native language rather than theirs sways the balance of how 
the interviewees are able to shape their experiences of participation in the project. 

The issue of studying two projects in very different contexts is one that needs 
attention. The research did not intend to compare the projects but rather to examine, 
via the interviewee's experiences and interpretations, the ways in which the projects 
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were designed and implemented. The constraints of conducting research in three 
different countries - that is, Australia and the two different project sites - meant that 
it was not possible for me to re-interview the research participants in countries 
outside of Australia and restricted the number of interviewees in the study. I had 
restricted periods of time in the countries of projects one and two and therefore 
could only arrange interviews within that period of time which coincided with my 
visit. Also in the Project 2 country the interviewees lived considerable distances 
from each other, which again restricted who I could interview and when. 

Reception in the field 

I can only anticipate how my study would be received in my field. My initial 
reaction in this section is a feeling of dis-ease; I have not used Bourdieu's work in a 
'pure' way. I am not by any means an expert on Bourdieu. As mentioned earlier I 
was drawn to Bourdieu's work by more of an emotional sense; I liked the way he 
wrote about life, language, academic practices and so on. I liked the way he 
maintained an active role in collecting data and that additionally he was explicitly 
political. 

As to a reaction to my work in the public domain: in the first instance, for those 
readers who think differently about project work than myself, they will not be 
uncritical about the way I have interpreted the data. They will have read the data 
from within their own habitus and their own views about international language 
education projects and English language teaching, and perhaps more significantly 
through their own approach to research. This latter point is one that will possibly 
cause the most contention. From my understanding Bourdieu has two main camps 
of detractors: the first are those who view his framework as deterministic, that is, 
that the researcher starts with a description of the field, and the second those who 
claim that Bourdieu does not supply a proper method or theory of research. As a 
partial response to these views I feel similarly to Michael Grenfell (Grenfell and 
James 1998), who 'sometimes feels Bourdieu's approach is more an attitude of mind 
than a methodology'. I contend that Bourdieu's framework opened up my way of 
understanding research, theory, the academy and the notion of practice. I feel that I 
have been deeply changed by my engagement with Bourdieu's work: my 'academic 
habitus' has undergone a transformation. I think about all social practice in a 
relational sense. 

I have taken an explicitly critical stance towards Australian university's 
involvement in international language education projects. Coupled with the 
application of Bourdieu's analysis I expect that my work will come under additional 
scrutiny: I anticipate that the academy will not readily engage with a critique of its 
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work. Even those academics who may do so privately may not want to jeopardise 
their positions within their institutions. Also current critical studies within 
Australian institutions are most often carried out by academics within a post-
structural framework. These academics will not necessarily look favourably upon a 
Bourdieuian analysis. 

Positive responses I hope will come from activists within the non-government aid 
and development field. I anticipate that my data and subsequent interpretations will 
resonate with project workers who have looked for ways to develop their 
understandings of development work and who wish to pursue effective 
relationships with host-country project stakeholders. 

3.5 Conclusion 

The present study examines project work from a standpoint that views the project 
as a field, a social space in which the practices of project work emerge in relation to 
the dynamics between the habitus of the agents, the varying accumulation of the 
resources in the field and the field's position itself in relation to the field of power. 

This chapter presented the theoretical framework from within which the data is 
analysed. Pierre Bourdieu's theoretical work provides the central analytical 
approach to the data. This approach is complementary to Critical Discourse 
Analysis as represented by James Gee amongst others, another analytical tool 
employed in this study. CDA is an explanatory device which takes account of the 
contextual features surrounding spoken and written interactions, in this study I also 
am guided by Chouliarki and Fairciough's (1999) work in CDA which foregrounds 
the role of ideology. The language education project world is rife with competing 
ideological claims about the ways to carry out the goals of the projects. My interest 
in using the frameworks described in this chapter is to identify and understand the 
hegemonic practices of project work in the teaching of a dominant world language. 

Bourdieu's distinctive approach to research is ideal for the study under discussion. 
The research is conducted within my own field of practice. It is an attempt on one 
hand to theorise the practice of international project work and on the other to better 
understand the practical 'practice' of it (Bourdieu 1990b). By this I mean to 
understand what distinguishes the hierarchies of power and the significance of 
certain types of capital in the field. The theory of practice of international education 
projects lies within its practice. While the findings of this research are not 
generalisable, they, I believe, will develop my practice in the negotiation and 
articulation of the interests that operate within international education projects. 
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Bourdieu's heuristic devices have been used to analyse a wide range of academic 
practices and are dearly relevant to a study which is examining a field where for the 
stakeholders involved there is so much at stake. 
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4.0 Introduction 

This chapter describes the research processes undertaken for the current study. The 
research was a qualitative study of work in international language education 
projects and the processes included the collection and analysis of interview data, the 
analysis of relevant documents and participant observation in international 
language education projects. The design of the research was informed by Bourdieu's 
theory of practice as explained in the previous chapter. In this chapter I wish to 
expound on the way that I use Bourdieu's logic of practice to analyse the way in 
which the field of international projects, amongst other things, privileges some 
interests over others. 

In the first section (4.1) of the chapter I describe how the research sites were 
selected. The research undertook to investigate the work of two projects located 
outside of Australia and this raised issues for the way the study was conducted and 
such factors as the selection and number of interviewees (Section 4.2). 

A major concern with the research procedure was that the interviews were all 
conducted in English. In Section 4.3 I describe how I collected the interview data 
and discuss the issues related to using English as the language of communication 
and the subsequent problems with transcription of the tapes. In this section I also 
describe the other forms of data which contributed to the research material. In 
Section 4.4 I detail the ways in which I approached and analysed the data and 
generated certain meanings from the transcribed interviews, project documents and 
researcher observations. Similar to Bourdieu's concepts, Critical Discourse Analysis 
(Section 4.5) provided a set of 'thinking tools' to give meaning to the data. My 
approach to CDA was to use both Fairclough's and Gee's analytical frameworks to 
inform how I 'read' the data and thought through the different layers of possible 
meanings. The next section (4.6) discusses how data was validated and deals with 
the reliability of the current study. I discuss the constraints and limitations I 
experienced in conducting this research in Section 4.7 and my conclusion in Section 
4.8 draws together the different threads of the design of the study. 

4.1 Selection of research sites 

Data was primarily collected from two research sites: 

Project 1: An aid-funded English language training project located in SE Asia. This 
project was tendered for and won through a collaboration between an 
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Australian project management company and a large metropolitan 

Australian tertiary institution. The university and the project 

management company comprised the Australian management team but 

the university really only had any direct input and decision-making 

power over one component of the project. The relationship with the 

host-country Ministry of Education and other relevant government 

representatives was formed according to the notion of 'bilateral aid 

projects' current with the Australian government aid program. 

Project 2: A university fee-for-service project developed by a consortium of 

Australian universities - the consortium's goal was to undertake 

multilevel professional development of teachers of EFL in an East Asian 

country. The project was developed under the auspices of an Australian 

government organisation located in the host country. The government 

organisation liaised with the host-country Ministry of Education and 

other key language teaching organisations. The consortium of 

universities were to project a national image of Australian higher 

education. 

The sites are described in detail in Chapter 5, but there are a few points that are 

pertinent to this section. Firstly, the similarities and differences between the 

projects: they were both purporting to introduce a new English language teaching 

approach for use with secondary school students and both had a component of 

English language development for the target audience. However, there were key 

differences, some of which include the role of English in the two countries, the 

conditions under which the Australian team members participated in the projects 

and the time frames of the projects. 

The role of English, its history in such countries and as a subject of study was 

initially addressed in Section 2.7 and is further addressed in the discussions of the 

analysis of data in Chapters 5 to 9. The conditions of expatriate and host-country 

staff differed between the two projects. Australian staff in Project 1 resided in the 

country of the project and it had a definite finishing date, after which the project 

was to sustain itself in possibly a different form. The local staff joined the project as 

directed by the Ministry of Education. The second project was essentially a distance 

education program with a small component of intensive in-country seminars. It was 

expected that Australian teaching staff would visit the country to run introductory 

seminars, but to teach mainly through the distance materials. Further details about 

the staff and their relationships to the projects are found in Chapter 5. 
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The two research sites were selected on the basis of my contact with the projects and 
my experience of working with the participants, and because of my role as a key 
participant in the projects, both at inception and to some degree at the 
implementation stage. The intimate contact which I have had with the research sites 
has greatly assisted the qualitative processes of the research; it also raised issues of 
ethics and bias, which were addressed in the reflexivity Section 3.4. The sites were 
not physical sites as such but rather sites of practice, the work of international 
language education projects. In this sense I have not visited places of work in which 
to interview people or observe practice during the field work stage of my research. I 
have interviewed participants in a range of countries and places and asked them to 
reflect on their participation (as detailed below), and my own participant 
observations have been made through and across international boundaries, in 
meetings and through electronic communication. My participant observations 
however, are informed to a great degree by my previous and on-going relationships 
with the projects both in the subsequent work of the projects, follow-up project 
activities, professional forums and conferences and teaching activities. 

4.2 Selection and number of participants 

Participation in the study was voluntary. The process of recruiting interviewees was 
complex and time consuming. My intention was to interview project personnel and 
Ministry of Education officials from the aid-funded project in South East Asia and 
project participants and Ministry of Education officials from the fee-based project 
and project stakeholders (from both the funding bodies and universities) from 
Australia. In undertaking this research I wanted to achieve a situated understanding 
of the work of international language education projects. To do this, the approach of 
the study would need to ensure that I was able to achieve a high validity in 
interpretation and some generalisations at the level of the dynamics of the field 
(Grenfell and James 1998). These generalisations could be about such things as the 
way in which projects are funded and implemented, a university's participation in 
international work and the hierarchies of a project field. I had initially thought to 
gather a 'representative' sample of participants in terms of gender, language 
background, age, experience and so on but I soon realised that I wanted to gain 
insights into the experience of participants' work in projects, not the particularities 
that categories of individuals' (for example women's) experience. I interviewed 
twenty-five project participants largely because of the time I had available to travel 
to the two project sites, the availability of the interviewees and because of the 
volume of data I could possibly collect. 

The participants can broadly be divided into five groups: 
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school teachers 

teacher trainers 

university staff and management 

Ministry of Education officials 

funding body officials 

project committee members 

Thirteen participants were interviewed from Project 1 and ten from Project 2, plus 
two Australian university staff who were involved in both projects. Below the 

interviewees are listed by project and their job roles; the two Australian university 

staff involved in the two projects are listed in both. 

Project 1 

- three teacher trainers 

- four MOE officials 

- two university officials 

- one Australian aid official 

- four Australian team members 

- one Australian project manager 

Project 2 

- four secondary school teachers 

- two teacher educators 

- one university professor 

- one Ministry of Education official 

- three Australian project staff 

- the Director of the Australian foundation 

There is a detailed description of the interviewees in Appendix 1. The way that I 
went about the selection of participants is described below. 

4.2.1 Project One - located in South East Asia 

I initially discussed the research with project personnel in January 1999 when I 
visited the country to prepare a project tender proposal for a new aid-funded 
English language project. I was able to talk in general with the staff that I had 

worked with in the previous project. I had to apply formally to the Ministry of 
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Education to interview the host-country staff and the relevant department allowed 
me to interview a small group of project staff (six). The department also arranged 
for me to speak with three ministry officials. During these negotiations with the 
Ministry of Education I had arranged to interview three expatriate staff in the aid-
funded project. While this was the agreed pian and I was given permission by the 
Ministry to carry out the interviews I was not able to carry out my pian according to 
all of the original arrangements. 

In general education staff in this country are over burdened and under-resourced 
and the participation in a research study is a low priority. I was unable to interview 
any of the project staff on this visit. Three of the host-country official staff were 
available on this visit. Interestingly I was able to interview the expatriate staff 
(mentioned above) at this time; the three participants included two project team 
members and one Australian aid official. 

I conducted the remainder of the interviews with interviewees from Project 1 in 
Australia during 2000 - 2002. Six of these of these were the host-country project staff 
and ministry officials I had originally intended to interview and there was one new 
recruit to the host-country university project team. These interviewees were in 
Australia because a number of university teaching staff from the host-country 
(Project 1) had received scholarships to Australia and were variously studying 
Graduate Diplomas in TESOL, MA TESOL and PhDs. I interviewed four host-
country lecturers who were counterpart staff on Project 1, one ministry official, one 
university official who liaised with aid organisations and another university official 
who worked as the in-country academic head of the project. 

4.2.2 Project Two - located in East Asia 

In the first year of my research study I was one of two Australian teacher educators 
who conducted a trial of course materials developed by the consortium of 
universities for the fee-based project. I and a second Australian university lecturer 
were trialing the material on local English language teachers as our students. I 
consequently invited all participants in the trial to be interviewed for my research 
study. 

The participants in the trial were exemplary teachers from a particular Ministry of 
Education region. These teachers had all previously undertaken study in the area of 
TESOL and more than half of the group of nine teachers had studied in an English-
speaking country. The teachers were selected for the trial on the basis of their 
experience, their proficiency in English and their seniority within the department. 
Interestingly, there were three young (around 30 years old) teachers included in the 
trial. The Australian team was expecting that only the most senior staff would 
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participate in the trial and we concluded that by including young teachers in the 
trial program, the ministry was demonstrating its support for the project. The 
purpose of the trial was to test the suitability of the materials, both in content and 
approach and to incorporate feedback from the teachers into the final course 
materials. Along with the nine teachers two key project stakeholders from the 
country's Ministry of Education and the Director of the Australian in-country 
organisation attended the trial course. Five of these course participants responded 
and agreed to be interviewed: two teachers and three of the official participants. My 
colleague co-conducting the teacher training materials trial declined to be 
interviewed for the research study. She had personal professional issues (to do with 
the development of the project) which she felt would interfere with her interview 

responses. 

Another group of potential interviewees emerged from a study tour I was involved 
in to the host country later in the same year. The director of the in-country 
organisation arranged for a group of Australian project stakeholders to visit a range 
of secondary schools and observe English language classes in the schools. He hoped 
that this would further sensitise the Australian stakeholders to the needs of the 
teachers. The visit entailed observing classes in vastly different educational settings, 
even though it was in and around the country's capital city and all schools were 
state funded. The profile of the schools were as follows: a highly selective senior 
high school, an alternative school for students who dropped out of the mainstream 
schools, a regular comprehensive junior school in a low socio-economic area 
(countryside), a junior high school in an outlying mid-sodo-economic area and a 
English language teachers' professional development seminar in a semi-rural 
teacher education centre. I invited all teachers and teacher educators from these 
sites to participate in my research. Three teachers (who were also teacher educators) 
agreed to be interviewed. One of these teachers holds a key position in a peak 

organisation for English language teachers. 

I also targeted those Australian based participants who were involved with 
developing the original project tender document and who were involved in the 
initial implementation period. Interestingly, two Australian participants had been 
involved in both the fee-based and aid-funded projects. In addition I had 
involvement with both projects. These latter two participants agreed to be 
interviewed along with two other Australian team members, one who was a course 
writer and another who was a project adviser (for Project Two). The project adviser 
is fluent in the language of the target country and lived there for many years and 

worked in the education sector. 
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Essentially all interviewees are known to me; I have worked with (over different 
lengths and periods of time) or taught all of the participants. The prior relationships 
I had with the participants, I believe, laid some foundations for building up trust 
between the interviewee and myself. Trust is a key component in a successful 
interview, and the participants knew that I valued their work and that their 
contribution to my research was important. Even those participants with whom I 
have vastly different points of view about notions such as culture, language, English 
language teaching and work practices were willing to share their experiences and 
opinions in an open and dialogic manner. The one interviewee with whom I 
differed most about the above topics commented on the interview experience in a 
positive way. He said that it was good to be able to discuss our work and, although 
we think differently, we are able to discuss the issues. The approach to and related 
issues about the collection of data are discussed in more detail in the following 
section, 4.3. 

One interesting aspect in this particular part of the study and one that deserves 
attention is the participants who were not willing to be interviewed. I was surprised 
by the way some project stakeholders responded to my request for an interview. For 
example, two male teachers who participated in the materials trial in the fee-based 
project declined to be interviewed. They were both very confident in their abilities 
as English language teachers and were active participants in the trial workshops. 
They seemed very keen to initiate the MOE's decreed changes to the English 
language curriculum and, I felt, were responsive to the goals of the Australian 
project. I came to realise that I had made an assumption that all the stakeholders 
whom I approached would be more than willing to participate in my study. This 
assumption was based on a number of factors: (1) that this is a fascinating topic that 
everyone would want to investigate; (2) the 'esteemed' role of research in the 
academic community and (3) that my position in the field would encourage 
participation. The latter factor is complex in that for some participants I am in a 
more dominant position and for others I am in a less dominant one. For example, 
the two teachers mentioned above cited lack of time and work demands as reasons 
why they could not be interviewed. I assumed that their participation in the 
materials trial signaled a particular type of relationship that they would continue to 
have with the project and that as I was a key Australian stakeholder, they would 
agree to my request. This proved to be a false assumption and made me aware of 
the way I was thinking about the field and the participant's positions. 

There were also instances where Australian academics declined to be interviewed. I 
was initially surprised by their response as I assumed that the enthusiasm I had to 
investigate this field of practice would be shared by colleagues in the academy. I 
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particularly felt that my research would have benefited by contributions from 

colleagues who had considerable experience in working with the specific projects 

but also from their intellectual insights into the relationships in the field. My initial 

disappointment and thinking about the possible gaps in my data was not been 

realised; the interviews I did gather have yielded deep and rich insights into and 

experiences of the practices of the two international language education projects. 

4.3 Data management: collection, storage and retrieval 

In this section I discuss the factors pertaining to my data collection and the steps 

involved in my approach. The issues where and how the data is stored and 

retrieved follow the discussion of data collection. 

Data was collected using a range of research procedures: documentation pertaining 

to the project, interviews with stakeholders, evaluation questionnaires, 

observations, reflections and analysis of relevant proposal and policy documents. 

4.3.1 Interview data 

In terms of the interview data the initial issue is to determine scope and range of 

study. In view of the complexity of the topic I decided to focus on a small number of 

interviews and to work intensively with the data. 

I conducted 25 interviews. Each interview lasted approximately one hour and was 

recorded. I used the smallest recorder possible, as I wanted to create as naturalistic 

environment as possible. The interview process resulted in the collection of 

approximately 25 hours of taped interviews. Huberman and Miles (1998) caution 

about the collection of too much interview data and advise researchers to work 

intensively with data rather than collect extensive amounts. They daim that 

researchers usually have to discard data rather collect more. In the collection of the 

data I took heed of Huberman and Miles' warning and was cautious about my urge 

to collect more and more comments and opinions about the work of international 

education projects. The 25 hours of interviews was deemed ample for the above 

reasons and was certainly a manageable amount of data to work with and yielded 

'thick' (Geertz 1988) and rich data. 

I originally envisaged that the information would be gathered in stages, a type of 

neat lock-step arrangement. In my proposal I set out the stages in a logical 

developmental order. The first stage would involve the selection of a number of key 

individuals who had been involved with the initial project development and 

collation of my own observations, evaluations and reflections. I would interview 

these people to set up the framework in which to further build on the information 

that I gained. I imagined then that the following stages would be informed by the 
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information gathered in this first stage. However, the process turned out to be very 
different and in some sense after my first two sessions of interviews in the two 
different countries the whole concept of what I was doing was turned on its head. 

I conducted six interviews from the aid-funded project in the country in which it 
was located in early 1999. I originally hoped that I would be able to interview all 
participants from this project in-country as I envisaged this would add greater 

authenticity to the data. The participants would feel more at ease and have sense of 
ownership of the interview space (Bourdieu 1992; Geertz 1988) and consequently 
take more control of the interview process. Unfortunately it was only possible to 
interview the expatriate staff and three of the ministry officials in the host-country 
positions. For the expatriate staff I sensed that the interview space allowed them to 
express opinions that may not have been aired in their home country, for example, 
one of the team members (P1AP1) repeatedly made the point that the local staff did 
not have any analytical skills and made a call on solidarity with the interviewer to 

affirm this by stating that we shared the same cultural perspective. 

I wondered whether she would have made this type of sweeping statement if the 
interview had been conducted in Australia. The expatriate condition can inflate 
one's sense of ability and often as a survival technique depends on perceiving the 
local behaviour as deficit (Swales1980; Morris, 1991; Morris, T. 1996; Holliday 1992, 
1994, 1996). While some expatriate staff may find their position humbling (Brown 
2001), particularly those in non-government organisations, the overwhelming 
evidence from the literature is that the often alienated and ill-conceived projects 
produce the aforementioned condition (Abdul-Raheem 2000). 

The remainder of the interviews with the participants from the aid-funded project 
(Project 1) were conducted in Australia during 1999 - 2001 in various locations. Two 
were conducted at the residence where the participants were staying in Australia, 
another was conducted in an Australian state which the participant was visiting for 
a short time and the rest were conducted in my office. This latter arrangement was 
not ideal and necessitated a lot of pre-interview warm-up for the interviewees to 
feel that they had something to offer the research and that they would be able to 
participate in English. One of the university lecturers commented on how long it 
took him to get into the interview, my office environment was so far removed from 
the international project context. 

I conducted all the interviews with the in-country team members of the fee-based 
project (Project 2) in their home country. The Australian director of the auspicing 
body had resided in this country for many years and is bilingual. The interview 
space was again a complicating factor in this country. I did not have access to any 
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office space, and even if I did it would not have provided a solution as my 
interviewees lived hundreds of kilometres apart. Personal space is at a high 
premium in this country and it was unlikely that the interviewees would invite me 

to their homes. I left the location of interview up to the interviewee. Each interview 
had its own type of complication, from the Director's office in the capital city, to the 
cafe at an extremely busy railway station to a university professor's office in the 
midst of a funding and staff crisis. I was tormented by thoughts of 
incomprehensible tapes, interrupted by train arrivals and departures along with 
unbearably loud music beating out to compete with the train whistles. The quality 
of the interviews did vary but none was disrupted or distorted in the way that I 
had feared. The interviews at the teacher education centre were possibly the most 
uninterrupted; however, there was still little private space, the interviews were 
conducted in the general office and to some extent at least one of the interviewees 
seemed very pleased to have other staff members view his participation in an 
English language interview. 

The use of the semi-structured interview was best suited to this research. The 
researcher is aware that the meeting of the interviewee and interviewer is held 
within a field designated by the researcher. This situation risks exerting symbolic 
violence if the researcher imposes her/his agenda. Bourdieu (1993) advises that, in 
interviews, the interviewer should find a 'meeting place' with the interviewee. The 
questions asked, should as much as possible, originate from the position the 
interviewee occupies in the social place. The interviewer should try to take the part 
of the interviewee and have some commitment to their social practice then the 
'situation and questioning has a sense for the interviewee; especially in the way that 
problems are raised' (Bourdieu 1993:910). 

The interview process varied slightly between the interviewees. I knew all of the 
participants and it was quite easy to set up an informal interview space which I 
believe made the interviewees feel at ease with the process. Invariably the event 
included eating or drinking of some kind, with the exception of some of the 
interviews with my Australian university colleagues. In this sense the interviews 
differed in their 'feeling' those with my host-country colleagues and the Australian 

ones where we relaxed with food and / or drink were somewhat more congenial. I 
did not feel as though I had to expedite the interview and spent more time chatting 
about work and family life prior to the recorded interview. With my other 
Australian university colleagues I felt more pressured about time and I tended to 
start the interview soon after we met and partly I imagine that this was due to a 
shared understanding of the purpose and format of the interview interaction. For all 
of the interviewees it was necessary to discuss the various components of the 
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interview. The interview procedure needed to comply with some of the conventions 
framing academic research, that is the documentation necessary to observe the 
procedures to do with ethics clearance. This comprises of a written description of 
the purpose of the research, a consent form (signed by the participant) (Appendix 3) 
and the way in which they would like to participate in the on-going process of the 
research. As part of an on-going process the interviewees were given an 
opportunity to read their interview transcript. The consent form was an unfamiliar 
concept to most of the host-country participants and some felt a little alarmed at 
signing the form. After some discussion they felt comfortable in the fact that the 
consent form was not a public document and their identity was protected. 

I did not prepare particular questions to ask the participants, but rather 
interviewees were provided with an array of topics/issues surrounding identified 
stages in the development, implementation and impact (appraisal) of a language 
education project in an international context. By provided I mean that I allowed 
time for a pre-interview discussion with the interviewee where I introduced the 
research questions by way of talking about the goals of my research and referred to 
work with which we were both familiar. Following this discussion I showed the 
interviewee the list (interview protocol) of specific areas on which I wished to base 
the interview and then added any further points for discussion that had been raised 
in the pre-interview phase. The interview protocol (included in the thesis as 
Appendix 2) varied slightly according to the participants. This is in order to focus 
on slightly different aspects of the topic. The participants were all initially 
encouraged to talk about themselves, their place of work, job roles and experience in 
language education. This provided a starting point for the interviewees to identify 
for themselves their roles and experience, to give their own priority to particular 
areas of work and to allow me to ask for further details or elaboration. By beginning 
with this type of more open-ended discussion the interviewee had the space to raise 
what they saw as issues or concerns, particularly in relation to the practices they are 
engaged in, and this then allowed me to gain some understanding of the practices 
involved in international language education from another insider's perspective. 
This approach has been particularly illuminating for the course of the research for 
this study; one of the early interviews conducted under this process was pivotal in 
changing the direction of the research. The interview was conducted with the 
director of the auspicing body of the fee-based project and will be discussed in 
detail in the following section. 

The understandings gained from these encounters, in Bourdieu's terms, are not 
solely gained from an analysis of the data or from an empathetic relationship with 
the interviewee. Rather, it is generated from the structural relationships set up by 
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the interview itself; that is, that the interview is presented and conducted in a way 

that makes sense for the interviewee and provides ways of understanding the 

historical, social and material conditions which produced both participants. In 

summary, the interview would reveal the social processes which have produced the 

attitudes, perceptions and beliefs of the interviewee in terms of the way they talk 

about their practice in the field (Grenfell and James 1998:171-6). In other words the 

way interviews are run always affects the data. In the case of my interviews I 

believe that the interviewees were able to construct views of their practices which 

validated in their role in and contributions to project work. Also on some occasions 

the interviewees gave voice to ideas that they had not previously articulated. This 

was indicated by the interviewee saying, for example, that he or she had not put this 

thought into words before' or some other similar expression (P1AU1, P1/2AU4). 

This giving of voice was revealed in the ways that the teachers interviewed were 

able to talk about themselves as experts in their field; they were genuinely able to 

put their knowledge into a recognisable form in the interview. For example, one of 

the teachers in the fee-based project talked in general about teacher's skill in 

teaching English: 

This country's teachers know how to teach their students and they are 

successful with their students, they don't need to learn to teach. They need 

to be better speakers of English. P2LT4 

This extract was from an interview with a teacher who was a participant in the 

previously mentioned trial of the project's course materials. The interviewee was 

commenting about the focus of the trial workshop which was the introduction of a 

more interactive methodology. Her comment may have been taken as a negative 

remark about the project's focus and the content of the materials. I contend that the 

way the interview was run allowed the teacher to give a strong reaction to the 

project's concerns. This comment sheds light on the way teaching and the teaching 

profession is positioned in her country's society. Teachers still occupy a high status 

position in the society and for this reason their professional skill is not an issue of 

discussion. The structural relationships set up by the interview positioned us at one 

level as two colleagues discussing the issues for teachers of English in this country. 

This aspect of our relationship was not diminished even though during the instance 

of the interview we were also an interviewer and an interviewee. 

A critical issue in the data collection process is that the interviews with the 

participants were conducted in English. I did not anticipate the need for translation 

or interpreting of interviews. All participants used English when engaged in project 
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activities and it was anticipated that participants interviewed in this component will 
be sufficiently proficient in English to all the interviews to be undertaken in English. 

However, the fact English was used exclusively in the interviews would have 
affected who would feel able to respond to the invitation to be interviewed and how 
confident the respondents felt about their English proficiency and with the 
interview situation. The use of English acted as a filter and limited the scope and 
range of the data collected, and this would also have necessarily impacted the 
content of the interview in ways that I find difficult to gauge. English in its position 
as an international language of communication as discussed in Chapter 2 also 
structures and regulates interactions. The interview data must be analysed in the 
framework of the power relations constructed through the use of English as the 
language of negotiation. Bourdieu's work on legitimate language and language and 
power is useful here as is the analytical work on English as an international 
language by Phillipson (1992b, 1994,1999) and Pennycook (1994, 1995, 1998) 
amongst others. The role of English, in the interviews, in project work, as a language 
of power underlies the whole thesis and is discussed in detail in Section 2.7 and 
Chapter 8. 

All data collected during the research was coded so as to safeguard the participant's 
identity. The data is being stored in a locked filing cabinet in the Faculty of 
Education, Health and Science, CDU for a period of five years after the last 
publication based on the data. 

Participants' contributions to the research have been incorporated into published 
material and this thesis in ways that guard their confidentiality. 

4.3.2 Participant observation 

My primary source of data is oral texts constructed by interview, however the 
research was significantly informed by my own observations as a participant in the 
projects and the research processes, a research journal and a large, on-going number 

of conversations. In qualitative research, participant observation is often regarded as 
one of the important sources from which to gather reliable data (Denzin and Lincoln 
1998a; Geertz 1988; Bourdieu 1993; Atkinson and Hammersly 1998; amongst others). 
Atkinson and Hammersly (1998) point out that observation is a fundamental and 
critical method in all qualitative inquiry; it is used to discover complex interactions 
in natural settings. Yin (1994) suggests that participant observation is a special mode 
of observation in which the researcher is not merely a passive observer, but rather 
may assume a variety of roles within a field study situation and may actually 
participate in the events being studied. 
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During my time as a project participant I kept a work journal which I have drawn 
on. This journal allowed me to add my own insights into the work of the projects 
and to give voice to the views expressed by others. These insights and recounts are 

of course from a particular point of view and are filtered through my own particular 

biases. 

I have continued to work with most of the participants and have continued the 
conversation about the project world. While it was not possible to submit all of this 
material as formal data, the continuing conversations allowed for the refining of the 

ideas, comments and descriptions in the data. My research journal was used to 
record the processes of my research, including my on-going conversations with 

particular research participants. 

4.3.3 Data gathered from other sources 

Documentary evidence is a common and worthy source of data and may take many 
forms which include letters, memoranda, and other types of written 
communication; agenda, announcements and minutes of meetings and other 
written reports of events; administrative documents, proposals, progress reports, 
and other internal documents; formal studies or evaluations of the same site under 

study; newspaper clippings and other articles gathered from the mass media (Yin 
1994: 81). Selected information collected from the above sources forms part of my 
data, that is, project design documents, project tender documents and project 
feasibility studies and project reports. These documents include: P1D1: Project 1, 
Project design document; P1D2: Project 1, Project tender document, P1D3, Project 
report document and P2D1, Project design document. This material deserves a 
specialised approach and I apply critical discourse analysis as explained in Section 

4.4.1 to generate meaning from this data. 

This body of written evidence provides a valuable source of data and was essential 
to the process of validation of claims made based on the oral data. The written data 
adds depth to the analysis of the interview data, particularly where individuals may 
be seen to making claims that may appear idiosyncratic or out of line with the 

accepted or commonsense way of doing things. 

Another source of data used in this research is anecdotal evidence. This is 
information gained through casual conversations about the topic with an array of 
relevant people. This data included a collection of valuable recounts, contemporary 
comments and opinions which document first hand experiences of projects either as 
a project participant or a recipient of the service. This type of information is also 

referred to as 'insider accounts' (Grenfell and Hardy 2003:24). This source of data 
was not gained by my on-going work in the specific research sites but rather 
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through my work and life in general adult and language education field. It was 
gained through discussions with other language educators, project participants, 
government aid officials and other government staff. Although these were not 
formal processes and cannot be named as such, they were still a powerful source in 
forming and interpreting the understandings of project work. They are used to 
illustrate or test my analysis and through them it is possible to reveal elements of 
the field structure: the distribution of the stakes and the dynamics of the field. These 
accounts, like my interview data, are subjective stories about project work; they 
represent both the position taking within the field and a personal construction of the 
relative positions of others within the same field (Grenfell and Hardy 2003). 
Anecdotal data can also be sourced at such events as professional forums, 
conferences and other meetings of project stakeholders. 

4.4 Generating meaning: data analysis 

The research procedures have produced interview data as transcribed taped 
material, participant observation notes, a collection of relevant project documents 
and literature studies. 

The empirical procedures of the research has resulted in various forms of data: the 
interview process produced approximately 250 pages of data, researcher 
observations approximately 100 pages and the various forms project documentation 
is in excess of 500 pages. Additionally a study of the relevant theoretical and project 
literature will contribute to and inform the data. 

The approach to the analysis of the data was primarily guided by Bourdieu's terms 
of analysis, the conceptual metaphors of field, capital and habitus. The analysis of 
the field will show the ways in which the different agents are positioned differently 
according to the distribution of the various forms of capital in the field. The 
positions of the agents are also influenced by habitus held by agents when they 
enter the field and that which is generated within the field. Another factor in the 
analysis is interest agents invest in the field. 

While Bourdieu's analysis has allowed me to focus on the practice of the field, I also 
found it necessary to extend the basic theory of practice for use in my context, in 
particular to explain the underlying processes of international language education. 
These processes, such as the role of English, the concept of culture and the 
management aspects of project implementation bring with them theoretical 
considerations which will inform my analysis. For example, theories of linguistic 
imperialism and linguistic hegemony are eminently applicable to my analysis in 
that they give differing ways of interpreting how an interviewee or a document is 
describing the role of English. The relationship between the theory and practice is 
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integrally connected with data and interpretive researchers need to realise how 
theory is constructed during data analysis and that this will: 

consciously or not - inevitably influence and constrain data collection, data 
reduction, data display, and the drawing and verification of conclusions 

(Huberman and Miles, 1998:191). 

How did I approach the data? In their work on data analysis Miller and Crabtree 
(1998) describe the temporal and spatial place where the researcher considers how 
the data will be approached as 'analysis space'. In defining the space the researcher 
must examine the questions and aims of the research and determine how close the 
relationship is with the text. There were a number of factors which came into play in 
my analysis of the data. Firstly, my goal was to understand how international 
projects work in their own terms and within this to understand the place of 
language and culture. One of my initial 'big' questions was about the position of the 
beneficiary: how were the interests and concerns of the beneficiary negotiated? 
These were very broad concepts; I was not interested in evaluating the products of 
the projects or their various accountabilities, I wanted to understand what 
behaviours one needed to survive as a project participant/team member and then to 
see what could this tell me about the ways in which projects are implemented. Is 
there any thing that would-be project implementers should know? As these were 
broadly experiential questions it was important that I used an approach to the data 
which kept the relationship 'open and intimate' (Miller and Crabtree 1998:305). 

Secondly, issues such as the amount of knowledge available about the research 
question are important to how one approaches the data. The fact that there is a 
dearth of literature on the workings of international education projects meant that I 
had to work with the data in an unstructured and, again, intimate way. I do not 
mean to imply that there is a strictly causal relationship between the amount of 
literature available and the approach to analysis, as the literature may represent a 
particular way of understanding a topic that is antithetical to what a research 
wishes to investigate. I am suggesting that because there is a very limited body of 
literature available on the topic of my thesis then I had an opportunity to approach 
the data in a way that is not restricted or overlaid by previous work. 

In addition, the different types of data require slightly different approaches. The in-
depth interview data is better approached in an open way that allows themes, 
concepts to emerge. Below is a discussion and explanation of how the themes were 

identified in my data. 

A critical factor in my qualitative research was that the study was driven by the 
questions of inquiry rather than by methodology or data techniques. In much of the 

110 



Chapter 4 Design of the study 

research literature methodology is construed as a set of rules that a researcher 
follows to investigate a problem (McIntyre 1998). My qualitative or rather 
interpretative framework is one in which the questions are much more a response to 
my theoretical and practical interests in the field of international project work than 
an adherence to a methodological prescription. From this point of view the 
researcher begins the research with her/ his own assumptions about the research 
problem. These assumptions form the researcher's background knowledge of the 
research and are deeply ingrained in the research process. It is often very difficult to 
foreground these assumptions as the researcher may not be aware of the ways the 
assumptions impact the research. An example of way in which these assumptions 
may work was in my initial conceptualisation of 'the beneficiary'. My reading of the 
term 'beneficiary' was informed by the project development literature and I held the 
notion of a singular body or community who would benefit from the project. This 
assumption was challenged during my first interview and I had to rethink my 
understanding of the way 'benefits' are distributed within an educational project. 

The following data extract and its subsequent analysis offers a rich example of how 
the data was approached and analysed allowed my researcher assumptions about 
the position of the beneficiary to be challenged. The director of the auspicing body 
of the fee-based project talked about his organisation's view of the project 

the foundation's objective in this particular activity is not to improve the 
standard of English language teachers in this country. Our objective is to 
demonstrate the excellence of the Australian Higher Education sector and 
we believe that the mechanism best suited to do that is the mechanism of 
high demand in this country and relatively high quality supply in Australia 
and when you do your sums, urn..., you either come down to medicine, 
particularly some of the specialties of medicine or English language 
teaching. P2AM1 

He then went on to talk about the relatively small infrastructure (in terms of student 
and intern places available) of medicine higher education training as compared to 
English language teaching. And as medicine was not able to offer the same number 
of training spots to potential students then it had to be English language teacher 
training. This interview completely changed the direction of my research and led 
me to more fully see the appropriateness Bourdieu's conceptual framework for 
working with a complex field. Firstly, the director identifies his foundation as the 
major beneficiary of the project, that really the concerns that had been previously 
expressed about the low levels of English language expertise in the country, while 
genuine, were not the principle motivator behind the inception of the project. In 
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allowing myself to work openly and deeply with data such as this I began to 

understand more about the work of international language education projects and 
to see them as a field of different players all with different interests and some able to 

dominate the field with greater amounts of capital and more 'sense of the game'. I 
understood that in the face of the rhetoric of project documents that the grander 
interests of the national organisation dominate the field of this particular project. 
During the evening following this interview I reconceptualised my notion of the 
'beneficiary' of this project (there is I believe homology between the two research 
sites) and realised that the projects have a number of beneficiaries. Following this 

revelation, new questions arose for me, in what ways are the benefits distributed? 
What interests are there in these fields? 

Huberman and Miles (1998) offer a valuable inventory of strategies that were 
employed to generate meaning from data. Of particular use for this study were 

those of: 

noting patterns and themes: ways of describing stakeholders, benefits, 
beneficiaries, identifying the strategies in the field and the ways in which the 

different types of capital are valued; 

noting relationships between variables - the relationship between the 
stakeholders, their interests and the distribution of the different types of 

capital; 

making conceptual/theoretical coherence - typically through comparison with 
the project studies and evaluations in the literature. 

This analysis is framed by the mapping out of the field under study and its 

relationship to the field of power. 

From the interview data I looked for ways in which the interviewees or project 
documents understand or theorise (and the effects of their understandings) the 
various positions within the field of international education projects: as donors or as 
beneficiaries; what interests are operating in the field; how capital in all its forms is 
distributed around these various positions and; the strategies that the players adopt. 
Using Huberman and Miles' (1998) strategies I looked at the data for themes and 

patterns and the way that the interviewees identified key relationships in the field. 
The dominant themes that emerged from the data were those of language, English 
language teaching, culture, work practices and interest. These themes did not stand 
separate from each other or from other issues that arose in the data and in many 
cases a sample of data would deal with all three. There was also another level of the 
data where the practices of the project emerged as the most significant feature and 
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within this then all themes combine to bring to light a particular practice. An 
overriding issue emerged for me and that was one of how the dominant players 
achieve their dominance and maintain it. The data reveals this in many ways and 
the chapters, which discuss the findings, will show ways of dominating the field. 

in different stages of the analysis different issues come into focus, for 
example, whether one is describing what is going on; giving some 

explanation (could take the form of reasons, justifications, statements); the 
plausibility of the analysis; the role of the researcher's theoretical 
framework etc (Huberman and Miles 1998). 

The flexible, revisable characteristics of qualitative studies may encourage or allow 
for the possibility of ongoing data collection and in many cases it is desirable to 
collect as much data as one can. There is also a related issue of whether all data is of 
equal value, and if not, a small amount of extra data of some kind may be more 
valuable than all the data one has already. However another possibility is that one 
may generate much more data than is desirable. Then in the process of data analysis 
one needs to employ tactics to reduce the amount of data. In my study my data was 
constrained by the location of the research sites and time (for further discussion of 
constraints in this study see 4.8). 

4.5 Critical discourse analysis 

The analysis of the different types of documents, for example, project design 
documents, project proposals, reports, meeting notes and so on was carried out 
under the rubric of Critical Discourse Analysis. 

Fairclough (2001) claims that CDA entails three stages: description (analysis of 
formal properties of the text), interpretations (analysis of the relationship between 
text and interaction as a process), and explanation (analysis of the relationship 
between interaction and social context). It is this explanation stage that is mainly 
concerned with the relationships between the micro and macro level of discursive 
and social practice. 

The analytical approach to the Discourses as represented in the document-based 
and interview data is based on the frameworks developed by Fairclough (2001) and 
Gee (1999), specifically in regards to the framework offered by Fairclough (1989, 
1995, 2001). Copley (1997) offers an approach suitable for this research; she draws 
on the above analysts along with poststructuralists such as Porter (1995) in her 

analysis of spoken and written data collected from an aid-funded project in 
Southeast Asia. I look at the texts in terms of the three interconnected, but 
analytically separable, aspects of genre, style and discourses. That is, what sort of 
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activity is this a part of, what sort of interaction characterised by what sort of social 

relations (genre)? What sort of authorial identity is constituted here (style)? What 
sort of representations do we find here of work and organisations and their 

members in the new economy (discourses)? 

Gee offers a slightly different approach to the text in that his analysis is based on the 
notion of 'thinking devices' (this approach resonates with that of Bourdieu's), the 

main tools of inquiry being: 

situated identities, i.e., different identities and social positions we enact and 
recognise in different settings. 

Social languages, i.e., different styles of language that we use to enact and 
recognise different identities in different settings; different social languages 
also allow us to engage in all the other building tasks about (in different ways, 

building different sorts of things). 

discourse 

conversations (Gee 1999:13). 

Gee further explained the analytical framework by identifying six things or areas 
that we consistently and concurrently construct or build whenever we speak or 
write. These areas are listed below and are applied to the texts analysed for this 
research. It is not my intention to set about to systematically answer the questions as 
they appear but rather see them as assisting me to analyse the data at a number of 
levels and foreground the meanings that are generated through the different 
understandings of the context, that is the specific in which the language occurs and 
the broader context of culture (Halliday 1978). This latter level of analysis 
corresponds to Fairclough's genre level analysis. The six areas are: 

The meaning and value of aspects of the material world 

- What are the situated meanings of some of the words and phrases that seem 

important in the situation? 

- What situated meanings and values seem to be attached to places, times, 
bodies, object, artifacts, and institutions relevant in this situation? 

- What cultural models and networks of models (master models) seems to be 
at play in connecting and integrating these situated meanings to each other? 

- What institutions and I or Discourses are being (re-)produced in this 
situation and how are they being stabilized or transformed in the act? 
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Activities 

- What is the main activity (or set of activities) going on in the situation? 

- What sub-activities compose this activity or set? 

- What actions compose these sub-activities? 

Socioculturally situated identities and relationships 

- What relationships and identities (roles, positions) with their concomitant 
personal, social and cultural knowledge and beliefs (cognition), feelings 
(affect), and values, seem to be relevant to the situation? 

- How are these relationships and identities stabilized or transformed in the 
situation? 

- In terms of the identities, activities, and relationships, what Discourses are 
relevant (and irrelevant) in the situation? How are they made relevant (and 
irrelevant) and in what ways? 

Politics (the distribution of social goods) 

- What social languages are relevant (and irrelevant) in the situation? How are 
they made relevant (and irrelevant) and in what ways? 

- How are these social goods connected to the cultural models and Discourses 
operative in the situation? 

Connections 

- What sort of connections - looking backward and! or forward - are made 
within and across utterances and large stretches of the interaction? 

- What sort of connections are made to previous or future interactions, to 
other people, ideas, texts, things, institutions, and Discourses outside the 
current situation (re intertextuality and inter-discursivity)? 

- How do connections of both the sort above help (together with situated 
meanings and cultural models) to constitute 'coherence - what sort of 
'coherence' - in the situations 

Semiotics (what and how different symbol systems and different forms of 
knowledge 'count') 

- what sign systems are relevant (and irrelevant) in the situation (e.g., 
writing)? How are they made relevant (and irrelevant) and in what ways? 

This includes the choice of English language vis-à-vis the languages of the 
host countries. 
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- What systems of knowledge and ways of knowing are relevant (and 
irrelevant) in the situation? How are they made relevant (and irrelevant) and 
in what ways? 

- What social languages are relevant (and irrelevant) in the situation? How are 
they made relevant (and irrelevant) and in what way? (Gee1999:12-14) 

I share Gee's concern with the social language and Discourse and the use of these as 
tools of inquiry and subsequently am guided by his questions to investigate the 
relationships between the different discourses, both spoken and written, revealed in 

the data. Specifically the questions ask: 

What social languages are involved? Are different social languages mixed? 

How so? 

What socially situated identities and activities do these social languages enact? 

What Discourse or Discourses are involved? How is the 'stuff' other than 
language relevant in indicating socially situated identities and activities? 

What sort of performance and recognition work (negotiations and struggles) 
has gone on in interactions over this language? What are the actual or possible 
social, institutional, and political consequences of this work? 

In considering this language, what sorts of relationships among different 
Discourses are involved (institutionally, in society, or historically)? How are 
different Discourses aligned or in contention here? 

What conversations are relevant to understanding this language and to what 
conversations does it contribute (institutionally, in society, or historically)? 

(Gee 1999:38). 

The term 'situated meaning' is one that seems generally to be used to represent the 
understandings that an agent generates from their specific experiences and specific 
contexts (Gee 1999; Walkerdine 1996). In this research I have used 'situated 
meaning' as a 'thinking device' and this then guided me to ask certain types of 
questions of the data. To gain understandings of the 'situated meanings' inherent in 
the data I identified key words which I wished to analyse and to make an 
hypothesis about their importance, for example, the term 'culture'. The process of 
analysis also made conspicuous the context within which this language is used. The 
specific questions suggested by Gee to interrogate 'situated meanings' are: 

what specific, situated meaning is it reasonable, from the point of view of the 
Discourse in which these words are used, to attribute to their 'author'? 

what specific, situated meanings is it reasonable, from the point of view of the 

116 



Chapter 4 Design of the study 

Discourse in which these words are used, to attribute to their 'receiver(s)' 
'interpreters'? 

what specific, situated meanings is it reasonable, from other points of view of 
other Discourses than one in which the words were uttered or written 
(Discourses which would bring different values, norms, perspectives and 
assumptions to the situation) to attribute to actual or possible interpreters 
from these other Discourses? 

What specific, situated meanings is it reasonable, from the point of view of the 
Discourse in which their words were used or of other Discourses, to assume 
are potentially attributable to these words by interpreters, whether or not we 
have evidence that anyone actually activated that potential in the current 
case? (Gee 1999:53) 

The type of answers I gained from these questions was revised many times in the 
light of what increasing knowledge I gained about the social, material, cultural, 
historical contexts of the research and through the research. The research 
conversations provided an ideal setting to 'test' the answers by asking the 
producers/receivers what they think. One issue and perhaps constraint of this 
aspect of CDA is that many of the situated meanings and cultural models are 
unconscious. Further points about validating the analysis follow. 

A central premise of CDA is that we construct our realities. The analysis of the text 
is partially a reflection of reality. The analyst interprets the text in a particular way 
which means that the text is meaningful in certain ways and not others. In saying 
this I am not suggesting that the analysis is 'subjective', it is just that some analyses 
are more valid than others in the ways that give evidence that what they say can be 
found in the text. Validity in CDA is based on the following four elements: 

Convergence - refers to the above eighteen questions about what can be found 
in the text. The analyst must seek to establish that there are compatible and 
convinang answers. 

Agreement - depends on the convergence of the native speakers of the social 
languages in the data. Gee (1999:95) describes this aspect of validity as one 
where the conclusions of the analysis are supported by other discourse 
analysts or other sorts of research in the field. 

Coverage - the analysis is more valid the more it can be applied to related 
sorts of data. 

• Linguistic details. 
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As mentioned earlier in this sub-section, the analysis partialiy represents reality, 
hence validity is never once and for all. The analysis is valid for how well it 
evidences what meanings the analyst gained from the text in the specific time and 
space of the research and subsequent analysis. As with all research analyses, this 
analysis is open to further discussion and dispute, and the status of the analysis 
varies according to current thought and other social conditions. 

4.6 Validating the analysis 

The analysis I have undertaken relies on my understanding of and interpretation of 
the data. This raises the vexed issue of 'validity', a factor common to both 
quantitative and interpretive research. My argument and strategies to deal with this 
issue are informed by a wide range of views in the research community from the 
concerns of post-modernist researchers such as Lather (1995) and Denzin (1997) to 
interpretive research as expressed by McIntyre (1998) and of course the approach 

offered by Bourdieu (1992, 1995). 

Validity, with its roots in quantitative inquiry, is a complex factor in research. I have 
taken two broad approaches to validity. The first is to investigate the intentions 
behind the methods I use and to analyse the validity claims made. For example, are 
the methods and procedures used to collect data adequate for this inquiry? Were the 
interviews and subsequent analyses conducted in a way which accounted for the 
different first languages of the researcher and interviewees? Are the research 
methods adequate to uncover the hidden processes and structures of the 
international education project world? The researcher's concern to demonstrate the 
validity of her/his analysis must also be framed by the institutional and social 
constraints and sadly, the pressures of expediency that one experiences in the 
production of academic research. Lather (1995) in her work with }-IIV positive 
women brought the social, political and economic contexts of the women's lives into 
the process of validating the research interpretations. She highlighted the necessity 
of foregrounding the women's voices in the presentation of the research. 

In reflexive interpretive research, the significant aspect of the interview, or in 
Bourdieu's terms, the sociological encounter, is not only giving the interviewee a 
'voice' (as in Quantz and O'Connor 1988), but more significantly, it is the act of 
making public a meeting between representatives of social groups who might not, 
in reality, ever meet otherwise (Bourdieu 1993). 

The second broad approach to validity is drawn from the view of research as a 
social practice (Hemdl and Nahrwold 2000) where a role of research is to serve 
interests of social justice. In this sense issues of validity are very placed in the arena 
of the participants of the research project, that is, validity is dependent on whether 
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the findings of the research have meaning for the participants in the field (Herndl 
and Nahrwold 2000, McIntyre 1998). Questions to ask of the research to determine 
its value and usefulness for the field would centre on how much the findings of the 
research inform current and future practice and what can 'we' learn from the 
research. 

Certain steps in the research process were taken to enhance the validity of the 
empirical data. A key strategy in qualitative research is the notion of triangulation, 
that is, where convergence is sought between a number of sources of data and 
theoretical positions (Lather 1986a and 1986b). My research brought together a 
range of data sources which when examined revealed themes dealt with in the data 
chapters. The triangulation of different theories is also present in my research in that 
Bourdieu, Gee and other qualitative researchers converge in their quest to reveal 
what is behind 'commonsense' understandings of the field and to make visible the 
dynamics of power. Lather (1986a) also calls on researchers to seek out 
counterpattems in the data, that is, where there are opposing views present in the 
evidence. My own research contains counterpatterns within the multiple sources of 
data, for example, the conceptualisation of the 'beneficiary', the way that the 
concept of 'culture' is represented and used and so on. 

Another strategy to validate the findings was to seek confirmation from the 
interviewees. In the process of the research I have given the interviewees the typed 
interview transcripts and ask them to identify any mistakes, point to any comments 
that they do not want to be included in the research or to clarify some points. Some 
interview participants (four) were surprised by what they saw as the sparseness of 
their comments and wished to make further comments. These comments were made 
on an informal verbal basis and two Australian based academics made further 
written comments by email. It was obvious in their cases that the interview process 
caused the participants to think deeply about issues that they took for granted. One 
participant who had been deeply involved in both projects remarked later that the 
interview had a 'therapeutic' effect on her and was grateful for the opportunity to 
discuss her experience in depth. She was one who made further written comments. 
All further comments have been included in the general data pool and included as 
addenda to the related interviews. 

To my surprise no participant wanted to change anything that they had said as the 
written word has so much more potency in its permanence than the spoken word. 
Some commented that they felt embarrassed about their 'bad' English; this was also 
a fear that they had from the beginning of the interview. 
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Another issue that demands attention is the choice of text used to expose 
understandings of the project world. In relying upon interview data, observations 
and project documentation to explore the research questions, it is possible that this 
data will tell many stories and I chose particular data and stories to tell. The process 
of textual reflexivity will be approached by analysing this choice and on what basis 
stories were told or not told. This is dealt with in the data chapters by explaining 
where I have focused on a particular instance of data and telling that story. 

4.7 Research ethics 

An ethical issue of major concern to myself and the interviewees for this study was 
that the research sites and the countries would not be identified and that the 
interviewees' identity would remain confidential. Prior to undertaking the 
interview, the interviewees were all given a description of my research project and a 
consent form to sign (see 4.3.1 and Appendix 3). These documents allowed me to 
more pragmatically discuss some of the concerns the interviewees may have been 
feeling about participating in the research. International language education projects 
have unique characteristics and are easily identified. Some of the interviewees felt 
that their careers might be adversely affected if their comments were identified. 
Others felt that their remarks about other project participants or the institutions 
while not of a personal intent may be taken as negative. I have tried to conceal or 
disguise any traits that may identify the projects, the tertiary and other institutions 

involved and the research participants. 

The participants' involvement in the study was voluntary. Participants could choose 
to withdraw from the study. Fortunately no participant has chosen to withdraw 
from the study. Some of the ethical concerns of this study are clearly related to the 
issue of reflexivity as raised in Section 3.7. I undertook to research an area in which I 
was a participant and had particular interests. My own interests in the work of 
international language education projects have informed my assumptions about the 
research and constructed the way I approached and formulated the research 
questions and selected sites. I was alerted to these ethical concerns early on in my 
research when I approached a potential interviewee. He was in a pivotal position in 
one of the projects, not so much as a active project participant but more an adviser 
and negotiator because of the cultural and social capital his academic work and 
position bought to the Australian project team. In discussing my study with him he 
raised the question, "But is this ethical?" My answer to this was, 'why isn't it?' and 
he explained that his concerns were that I was researching an area that I was 

personally and professionally involved in. 
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Informed by Bourdieu's (1988, 1989, 1993, 1998) study of his own academic field and 
his concern with his own educational and social practices I could respond to this 
question with confidence. Certainly there were some ethical risks involved in this 
research, for example, researcher bias, lack of anonymity, misinterpretation of data 
and especially in the instances where the English was not the first language of the 
interviewee and the possibility that the research is a vehicle to promote my own 
interests in the field. There are also the general ethical issues raised by researchers of 
work in the international project field, that in writing about the field former or 
current project participants are largely informed by bitter feelings and other affects 
of this work as discussed in Sections 2.3 and 2.4. My attempts to deal with the 
ethical concerns of this research are firstly to acknowledge that they exist and 
secondly to employ Bourdieu's reflexive stance (see Section 3.7). 

4.8 Research constraints and limitations 

There were many constraints which impacted the scope and range of this study and 
consequently the results. A pivotal constraint was my role as the researcher and 
participant-observer. While this aspect of the study has been addressed elsewhere in 
this thesis (in Section 3.4)1 would like to identify the possible constraints my role 
suggests. The most obvious is that of research bias. Related to this is the use of my 
observation notes. Not only have I participated in the work of the research sites as a 
project participant I also bring a life long interest and engagement with this area of 
work. I have deep commitment to working for a more equal distribution of 
resources in the world economy, for language rights and other social justice issues 
such as anti-racism and gender equity. I presented an analysis of my role in Section 
3.4. 

The international dimensions of this research study made it necessary to fit the 
interviews into the time-frame of either my visits to the host countries or to the 
times when the interviewees were in Australia. This aspect of the research also 
caused some stress in relation to the interview process in the sense that I was on a 
fairly tight schedule and had to ensure that the interviews took place at the agreed 
time. The interviewees were consequently equally committed to a particular time 
and place and while I do not feel this impacted upon the interview space I need to 
take account of this factor. 

Another limitation directly related to a significant number of the interviewees was 
that the interviews were conducted in English rather than the first language of the 
interviewees. The research would have benefited greatly if the interviews had been 
conducted in the interviewees' first language and then translated into English. 
There were instances where I have not quoted the interviewees directly because of 
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the 'readability' of their extracts. There is also the possibility that if the interviews 
were conducted in the interviewees' first language new meanings or understanding 
would have emerged. 

The availability and accessibility of stakeholders were affected by a number of 
factors: some of the participants were too busy, interstate, overseas or some 
unfortunately took up other positions outside of the project work. The data 
collection period was limited and relied on the relevant people being during the 
time allotted. This dimension may have been significant as the 'missed' interviews 
could have taken the research in a different direction. 

There were other discernible effects on my study and although a situated 
understanding of project work was desired and hopefully gained, I would have 
appreciated the input of more English language teachers in both the fee-based and 
aid-funded projects. Their input would not necessarily have given a 'richer' source 
of data but more personally, I have a great interest in the practice of teaching 
English as a foreign language (EFL) and I was particularly interested in their 
experiences of projects designed to improve the teaching of EFL. I was also 
interested to collect the views of the managers within the Australian universities. I 
have been fortunate to attend conferences and meetings with a range of teachers in 
both of the research sites post-data collection and have continued my involvement 
in this field. 

The study drew mainly on oral texts constructed through interviews, in which the 
stakeholders express their views and opinions about international language 
education projects. I was concerned that the data would have proved difficult to 
collect, as the stakeholders would be worried about their identity being uncovered 
as their views may differ from their institutions. Although the project is in the 
public arena and the participating universities are known in the field of language 
teacher education, the work of the institutions are not really open to public scrutiny 
in the way that this research wished to proceed. This concern of the participants was 
addressed by the guarantee of confidentiality. However, in two cases this guarantee 
of confidentiality was not sufficient for two stakeholders to participate in the study. 
The fact that not everyone was willing to be interviewed represents a limitation. I 
also believe that in the interview, participants self-censored themselves, I was quite 
surprised by some of the quite procedural type responses from some of the 
interviewees, in particular when talking about the perceived benefits of the project 
goals. I knew from previous conversations with these participants that they had 
very strong views about different aspects of work in the projects but in the 
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interview they did present a somewhat more positive picture of project work than 
they had beforehand. 

4.9 Conclusion 

The chapter presented the approach to the gathering and analysis of the data and 
detailed the design of the case study. The research is essentially a qualitative case 
study which incorporates a critical discourse analysis. There are multiple sources of 
data: interview transcripts, documents, participant observations and anecdotal 
recounts. The different sources of data are approached in necessarily different ways 
and with differing levels of structure. 

The analysis was guided by both Bourdieu's heuristic devices and those of CDA, 
two analytical frameworks which were compatible in that they focus on describing 
the data, interpretation and explanation. The chapter also discussed issues that 
arose in this particular research process and the possible implications for the study. 
These issues included the difficulty of working across national boundaries, those 
project participants that were not interviewed, the amount of data, the complexity 
involved in researching my own area of work, the difficulties of collecting interview 
data in English from whose first language is not English. This latter aspect of the 
research had implication for the thesis in terms of citing data (see Section 4.8). 
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5.0 Introduction 

This chapter begins the data analysis section of the thesis. The purpose of this 
chapter is to map the project fields under investigation. In doing so the reader is 
located in the specific contexts of the current research. The international language 
education projects are studied through the three distinct levels of analysis, which 
are derived from Bourdieu's methodology and theory of practice, introduced in 
Chapter 3. The positions within the field are identified through the explanatory 
concepts 'capital' and 'habitus' which are highlighted in order to examine the 
processes and operations of the international language education project (Grenfell 
and Hardy 2003). This chapter draws on the written and interview data to depict the 
fields. 

Section 5.1 addresses the issue of context and the research sites. Section 5.2 provides 
a detailed history of Project One. 5.3 similarly describes Project Two. In these two 
sections both projects are located in the ELT histories of the countries. Section 5.4 
outlines the Level One field analysis, demonstrating the way the international 
language projects inter-relate with other fields. Section 5.5 moves onto the next level 
of analysis (Level Two), mapping the field of the international language projects 
themselves. This map shows the structural relationships between those involved, 
for example, the teachers, the teacher trainers, the expatriate 'experts', the 
'counterpart' trainers, the ministry of education personnel, the Australian university 
staff and managers, the project management personnel and the relevant Australian 
government representatives. What are the forms of capital in this? How are they 
distributed relative to each other? The next section, 5.6, gives details of the habitus 
of the project participants as represented by the interviewees in this study. This 
analysis shows how vastly different capital backgrounds come together in the social 
space of the project. Section 5.7 considers the question about possible difficulties of 
operating in this particular field. What are the constraints in the participants' own 
institutional settings and social settings? The field may offer restricted choices 
and! or models for the way agents can operate. Section 5.8 details the way that the 
main themes emerged from the data. The data revealed five majors themes in terms 
of the research participants' experience of international language education project 
work. The themes are then dealt with separately, that is, each following chapter 
focuses on one theme. This is in a sense an artificial division as the themes are 
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interconnected in the interviews. However, it has proved the most manageable way 
to handle the data. Section 5.9 consists of a chapter summary and conclusion. 

5.1 Contexts of the projects 

In this section, I discuss the issue of context and introduce the specific research sites. 
I have also compared the two projects in very general ways. This description is 
drawn from the interviews, project documents and related material, and researcher 
observations (as discussed in Section 4.3). I approach this section with caution, 
heeding Dilley's (1999) words on the problems of specifying context, that this 

construction of the sites has the capacity to produce only partial pictures. I recognise 
that I have chosen to describe some things about the projects and ignore others. 
What I have sought to do is draw a picture of the projects that locates the reader in 
the particular project situation as given in the data. In some sense this is a 
traditional notion of context in that it describes the material and social 
characteristics of the site with the expectation that this description gives the reader 
the ability to understand the phenomena arising from the data. This is a limited 

view of context as I cannot describe a 'true' objective picture of each project. In the 
process of presenting the data and analysis in the following chapters I have 
endeavoured to make visible the range of views present in the data to illustrate that 
what these projects are actually depends on one's perspective. My interpretation of 
context is to see it as a way of making connections between the relations in the field. 
By making connections, I mean the ways that the work of the project connect or 
disconnect to other practices within the field and in those fields which intersect with 

the international language education projects. 

A complication for my study is that while there is homology of the two project 
fields, they are differentiated by their particularities, for example, the different 
countries, the different English language teaching histories, the different economic 
situations of the teachers, the different education traditions and so on. And I have 

described them differently. Below are some introductory remarks about the way the 
projects are differentiated and which also contextualise the two projects in the broad 

field of English language teaching. 

One immediate difference is the way in which each project was conceived. That is, 
the funding for Project One was derived from Australia's international aid program 
hence the project was positioned in the aid and development sector. Project Two 
was more explicitly an entrepreneurial venture developed under the auspice of an 
Australia government agency which provided some seeding funding. In spite of 

these essential differences the goals of the projects were very similar, the main one 
being to enhance the teaching and provision of English language education in the 
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host countries. The projects were located in two countries distinguished from each 
other by their historical, social and material conditions. The host-country context of 
Project One had emerged from a long history of colonial and quasi-colonial relations 
with a number of different international powers. The teaching of foreign languages 
in the country of Project One had historically been driven by the particular colonial 
power of the time. Project Two was located in an industrialised economy marked by 
very different struggles around the role of foreign languages. The post-second 
world war focus on English language teaching was driven by a number of complex 
international relations. 

The goals of Project 1, as described in the proposal document (P1D1p.1) centre 
around the notion of 'capacity building' in the area of ELT provision and that this 
'building up' of the sector will lead to improved social and economic growth. The 
document goes on further to illuminate the way that improved teaching and 
learning of English will strengthen the country's capacity to develop and sustain the 
type of English language provision initiated by the project. The proposal document 
for Project 2 differs in that the goal is not to enhance social or economic 
development as the host country is already one of the most industrially developed 
countries in the world. Rather, the inference is that the English language teaching 
and learning approaches in this host country are deficient and that improvement in 
these areas will somehow enhance the country's involvement in the international 
arena. 

The way English was positioned in both contexts was surprisingly similar despite 
the vastly different social and economic contexts. I have premised my analysis of the 
documents and interviews for Project One on the basis that the role of English and 
the subsequent aid project was conceived and established within embedded notions 
of the colonial relations that dominated (and to some extent are still dominating) 
this area of the world. Many of the interviewees (P1/2AU2, P1/2AU4, P1AP1) refer 
to the colonial relations and related foreign language dominance of by-gone days, 
for example, under the French rule, the USSR, the economic colonialism of North 
America and so. The dominance of a particular language accompanied a particular 
ruling nation. The project's (P1) goals were based on the continuing dominance of 
English in international relations and the seeming necessity to engage in the type of 
relations which position the host country as less powerful. 

The Discourses of colonialism, as realised in the position and role of English in 
international relations and described by Pennycook (1998), help to explain the way 
that English maintains a particular power and position the host-country of Project 2. 
Pennycook's (1998) analysis of the position of English in China and the subsequent 
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portrayals of Chinese teachers and learners illustrate how the playing out of colonial 
relations are not necessarily linked to the material conditions of colonialism. In his 
use of China as a case study he shows how discourses of China present similar 
types of relations as those that emerged from countries who were at the 'coal-face of 
colonialism' (Pennycook 1998:168). The teachers and learners of the host country of 
Project 2 were portrayed in the data as not being of equal academic standing 
(Escobar 1985; Goulet 1995) as native English speakers. For example, one of the 
project managers referred to the tertiary institutions of this country as a 'joke' (cited 

by P1/2AU4) and the lecturers as 'hopeless'. He was contrasting these institutions 
and lecturers with those in Australia. 

In the interests of maintaining confidentiality of the interviewees I have not named 
the countries within which the projects are situated (as explained in Section 4.7). 
This creates some difficulty with referencing the claims made about the social, 
economic and teaching and learning contexts but I do give reference to those 
sources which do not explicitly state the names or country of origin. 

5.2 Project One: the aid-funded project 

A large metropolitan Australian university (hereafter known as University Metrop) 
and an Australian project management company successfully tendered for this 
project. The descriptions that follow were largely drawn from the project documents 
(P1D1, P1D2) and researcher notes. University Metrop had been involved with 
English language teaching in the host country of Project One for three years prior to 
winning the project. The project had four major components: teacher training, 
curriculum development, resource centre development and English for specific 
purposes (ESP). The project commenced in the mid-1990s and was funded by an 
Australian government aid agency for a four-year period. Project One drew on 
much of the work that the University Metrop had undertaken during the early 
1990s, particularly in relation to trained in-country English language teachers. 

The project was conceptualised as 'bilateral' (P1D1p.2), that is a mutually negotiated 
and managed project. A purpose of this study was to investigate to what degree this 
occurred and the possibilities of collaborative work in these types of projects. My 
research focused on the area in which the university was most involved: the teacher 
training component and in particular the delivery of postgraduate training. This 
focus was maintained even though the interviewees did work across the different 
components and referred to broad management issues and project work practices in 

other areas. 
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5.2.1 The Physical Site 

Project 1 (P1) was primarily located at the newly constructed building that was used 
as a centre for English language teachers (hereafter the Centre) in the central district 
of the capital city. The Centre was constructed during the early 1990s under the 
auspices of an Australian government aid agency and was overseen by funded 
expatriate English language teaching advisers. At that time Australian aid funding 
was contributing to infrastructure development in this country. This funding was 
responsible for much of the road and bridge work during the early 1990s. 

The Centre housed three components of P1: the teaching training, resource centre 
management and ESP. The curriculum Adviser was located in another building 
which was attached to the MOE's curriculum development unit. According to 
interviewee P1I2AU4 this proved to be an area of difficulty for project 
management. She comments below about the way that the project management 
team responded to the project design document: 

The project design seemed illogical right from the start 'cause the project 
was split between these two different parts of the MOE and that meant our 
team was split and the management wasn't able to predict how that would 
affect us. I think they should have found out more about the way the 
ministry works. P1/2AU4 

Different departments within the MOE were responsible for the two sites and each 
were in competition for scarce resources within the MOE. Interviewee P1LM5 talked 
about the way the local project participants engaged by the project management 
team within the curriculum unit: 

These people weren't really selected, they were there already and even 
though the Australian team didn't really want them they had to take those 
staff. P1LM5 

There was an existing team of local teachers to work with the new curriculum 
adviser; this team had spent the previous year with an expatriate adviser, working 
on developing the EL textbooks (P1D1). The interviewee went on to describe more 
about this previous project and I discuss this further in Section 7.2. This previous 
adviser was on a short-term contract, funded by an Australian government aid 
agency. 

The three components located in the Centre did not have an existing team of local 
teachers to work with and one of the initial tasks was to second a group of 
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experienced teachers to work as counterparts to the various components of the 
project (P1D1). 

5.2.2 Participants 

In this sub-section I give an overview of the staff involved in P1 and of these project 
participants I also refer to the interviewees who took part in this study. The 
Australian team comprised of a project director, project manager, project 
administrator, an in-country team leader and four in-country advisors. The team 

was joined by visiting lecturers and other technical experts at particular stages of 
the project and for specific activities. 

The host-country staffing was complex and many of the host-country interviewees 
(P1LM5, P1LU2, P1LU3) commented on the particular issues related to the teaching 
and teaching coordination staff. These issues are pursued in chapter 9.7. Here I 
focus on the types and roles of the project participants. Part of the contribution of 

the host country to the 'bilateral' project was in the form of trained personnel 
(P1D1). Interviewee P1/2AU4 commented on the peculiarities of this arrangement: 

On the one hand the project management wanted the host-country MOE to 
arrange for their most skilled and qualified people to be involved at a 
management level in the project but on the other these same people were to 
be counterparts of the Australian team. My point is that if a trained person 
is assigned a role as a counterpart that immediately places them in a less 
powerful position in the project. While I guess the counterparts did get a 
lot out of the particular experience, my host-country colleagues did not 
really embrace the idea of being trapped in the project. P1/ 2AU4 

The host-country MOE staff involved in this project were as follows: the Director of 
the Centre, two administrative staff in the Centre, a cleaner, a driver and a 
guard/gardener (P1LM5, P1/2AU4). These staff were already employed at the 
Centre when the project commenced. There were numerous host-country university 
lecturers and school teachers seconded to in the areas of teaching, testing, practicum 
supervision and coordination. 

The seconding of experienced staff for teaching and curriculum was an on-going 
issue, as alluded to above. This issue did not escape the Australian team members 
but there were varying reactions to it; for example, the lecturing and project staff 
interviewed reported feeling 'frustrated' at the 'incomprehensible delays' to the 
arrangements being finalised. Interviewee P1AP1 felt strongly about the way 

negotiations for host county staff had progressed: 
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We [the project] couldn't get started on the work for ages because we 
couldn't get the host-country staff we wanted. We were stuck with dead 
wood, people who had been in that position before I started and wouldn't 
change because of the good conditions they got and the ministries wouldn't 
talk to each other and we were stuck in the middle. 

We knew some university people that we thought would be good for the 
project but we couldn't get them seconded because the team we were given 
didn't want to move. P1AP1 

The Australian project management expected to draw on trained staff but the 
tertiary institutions and teachers colleges also needed these staff to manage and 
deliver their programs. The personnel (trained teachers and teacher trainers) in 
question were a scarce resource and there was intense struggle over the staff, and 
this struggle gave much insight into how particular agents dominate the project 
field. The struggle also drew on tensions within the host country's MOE. Each post-
secondary and tertiary institution was under a different MOE department and from 
the way that the interviewees (P1LU2, P1/2AU2, P1LM5) described their experience 
of working with these institutions and departments it appeared that the 
departments were in competition with each other for resources and the autonomy to 
determine how they would run their education services. 

The departments may not have appreciated the aid project dictating how their staff 
would be deployed. The departments may also have wanted to protect their staff as 
many did not want to work with the project (P1LU2, P1LU3). The project's work 
practices (see Chapter 6 for a fuller picture of work practices) did not allow them to 
fulfil other work obligations and also if they were seconded beyond a certain 
amount of time, then they might lose their MOE positions. This reluctance on the 
part of the country's lecturers and teachers was not taken seriously by the project 
management. One host-country project participant and interviewee P1LU4 
expressed her concern about working with the project: 

One problem that can happen for me is that if I stay too long with the 
project I will lose my position at the university; this is a big problem for me 
and I don't think the team leader understands this. P1LU4 

In their descriptions of Project One, the interviewees P1AU1, P1/2AU2, 
P1/ 2AU4 agree that during their involvement with the project up to forty 
counterpart teaching and teaching coordination host-country staff worked on 
various project activities. 
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5.2.3 The Courses 

The university Metrop was directly involved in delivering two courses which were 
the key components of the teacher training strand of the project (P1D1p.4). The 
courses had been previously delivered in the host country as part of the pre-project 
activities. Specifically the courses were a post-graduate certificate and a post-
graduate diploma in English language teaching (ELT) that had been developed to 
meet the specific needs of the host-country teachers. These courses were accredited 
University Metrop qualifications and were delivered both in-country (P1) and in 
Australia. The post-graduate certificate articulated into a Diploma in ELT and 
finally into a Masters in ELT. The post-graduate certificate in ELT was the largest of 
the courses, having up to 35 participants in each in-take (P1/2AU4). This course was 
taught exclusively in the host country. The program aimed to address the specific 
needs of English language teachers working in the host country's tertiary, post-
secondary and secondary institutions. 

The certificate program consisted of a 16-week intensive program (with a practice 
teaching component) and a three-month distance mode phase. A counterpart 
training program was built into the course in the early years of the project. This 
course was highly significant to the project as a whole, as a major goal of the course 
was to achieve a fully indigenously delivered program at the completion of the 
project. The achievement of this goal was seen to fulfill another project goal, that of 
'sustainability' (P1D1p.2) 

5.2.4 The Context 

The context of Project 1 is similar to many other countries in South and South East 
Asia. A brief description of this context was found in the project design and project 
proposal documents (P1D1p.2, P1D2p.3-10) and the interviewees cited below gave 
much information as to how they saw the context. There have been political 
machinations that are specific to South East Asian region but in general, the 
country's context is framed by inequitable access to resources for economic, 
industrial and technological development (Kenny and Savage 1997). 

The University Metrop lecturers who were interviewed (P1AU1, P1/ 2AU2, 
P1/ 2AU4) for this research gave much information about the host country. In 
particular interviewee P1/ 2AU4 talked at length about the context of the project; for 
example, she described the host country of P1 as 'one of the ten poorest countries in 
the world' and that it shares the ruptured history of many other countries in its 
region and those other countries who have experienced colonial rule. This 

interviewee commented that: 
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This country is really in a difficult situation. It's had a series of countries 
that have dominated its economic and social systems and has become 
dependent on the granting of aid monies. P1/2AU4 

The above interviewee was passionate and knowledgeable about this country and 
through her long-time involvement with project activities had a particular view of 
this country's history. The following is a summary of the historical picture that was 
painted by this interviewee (P1 / 2AU4). In recent decades the host country of P1 has 
suffered from foreign assaults and occupation, civil war, and the loss of many 
skilled and educated people as refugees from the 1970s onward. Following the 
collapse of the Soviet Union and withdrawal of its aid program, and supported by 
the nation's government's moves to open up the country to foreign investment and 
free market enterprises, there has been increased activity by aid agencies and 
interest by investors since 1986. This interest and investment is referred to in the 
following chapters (in particular Chapters 6 and 7) and the striking characteristic of 
the directions and priorities is that they are decided in the corridors and 
boardrooms of the aid and donor government agencies and are most often in 
reference to the economic needs of the donor countries (Morris 1996). 

The above interviewees described the education sector of the country and in 
particular talked about the paucity of funding and resources available to that sector. 
Two interviewees (P1 / 2AU2 and P1/ 2AU4) described the history of the school and 
tertiary sector as thematised by disruption and lack of funding. The country's 
education system has had little input, financial or otherwise, since 1975. Prior to 
that, it was run on the French model with French as the medium of instruction in 
secondary schools. In the 1980s, a number of secondary and technical graduates 
received training in the former Soviet Union and Russian was instituted as the 
country's second language. 

In the early 1990s the government began the long process of restructuring the 
education system at all levels. One of the interviewees (P1 / 2AU2) was particularly 
descriptive about the way that he saw the transition to English as the main foreign 
language to be taught in schools and the tertiary system. He felt that this country 
was identified by international aid as an important ally to nurture and was captured 
by the aid/trade phase of development funding. The interviewees drawn on in this 
section discussed the contradictory position of teachers and education; although 
education is highly prized and valued and teachers are respected, educational 
institutions' facilities, resources and training capacities are minimal. As is often the 
situation in countries of this region, teachers' salaries remain below subsistence 
level and most teachers need to take on additional private English language 
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teaching (this is also discussed in Chapter 6). At the time of this research there was 
an increasing demand for English language teachers in all areas of society; for 
example, a government decree in the mid 1990s set out a plan for English language 
training for all government officials in all provinces of the country. 

5.2.5 Course Design 

In the ongoing design of the Graduate Certificate in ELT, the interviewees who were 
lecturers with the University Metrop and involved in the development of the course 
materials (P1AU1, P1/ 2AU2, P1/ 2AU4) discussed how they were cautious about 
making too many assumptions about how the teachers (as students) would like to 
learn. Interviewee Pit 2AU4 spoke about how her assumptions were challenged on 
her first visit to the host country: 

I suppose what really surprised me from, you know, my assumptions 
about teaching here was the participants capacity and willingness to 
embrace things, like you know, pair work, group work, talking in front of 
the class, doing the sort of activities that we introduced and so I suppose 
that I feel there's assumptions that I had that weren't real. P1 / 2AU4 

The above interviewees discussed how very often the teaching and learning context 
of this country (as is the case for many countries in South, East and South East Asia) 
is depicted as an educational culture which is based on very traditional notions of 
transmission style teaching and learning, where the students passively receive the 
input from the teacher and do not challenge or discuss the content of the lesson. 
Interviewee Pit 2AU4 raised this issue in her discussion about the host-country 
teaching context: 

there's certain things like rote learning, drills and other traditional teaching 
styles that dominate a lot of classes here but from my observations I 
wouldn't describe as a transmission-type learning relationship between the 
students and the teachers. I was amazed to see how much the teacher broke 
with what I assumed to be the role of the teacher here ... often the teachers 
would joke and play with the students in ways that I hadn't considered 
would happen here. P1/2AU4 

The Australian university lecturers interviewed for this research did not want to 
stereotype the course participants as 'passive' learners; the participants were 
already successful learners in a variety of contexts, successful language learners (of 
a variety of languages) and teachers. One of the interviewees (P1 / 2AU2) had 

extensive experience of working in this area and he stressed that it was essential 
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that the course be designed to meet the specific needs of these teachers; the lecturers 

involved in the initial development of the program identified the teachers' needs as: 

gaining access to a range of teaching and learning strategies appropriate to 

their context; 

developing an understanding of underlying educational and linguistic theory; 

gaining support in developing English language proficiency in a variety of 

registers, together with knowledge of the cultures in which English is 

embedded. (P1D2p.2) 

The interviewee concluded that the teachers, in short, needed assistance in teaching 

English with either very outdated textbooks or nothing at all and to improve their 

English language proficiency. 

One issue that was raised by a number of interviewees (P1AU1, P1/2AU2, 

P1/ 2AU4 and P2 teachers) was that the course also had to take into account that 

English was being taught as a foreign language. One of the interviewees, P1/2AU2, 

spoke about this as . . . teaching EFL was like teaching any other subject. The 

students probably had 2 or 3 classes a week of English.' This is quite different from 

the ESL context where the usual focus is as a course for teachers in Australia 

teaching children and adult speakers of languages other than English. This issue 

caused concern to a number of the Australian interviewees (P1/2AU2, P1AP1) in 

the sense that it was an unfamiliar teaching context and that the Australian project 

staff may not recognise the inherent differences between ESL and EFL as outlined 

below. 

When English is taught in an English-speaking environment, the teacher has the 

environment outside of the classroom to draw on for models of language, both for 

accuracy and appropriate use. The teacher, usually a native speaker of English, 

knows that the student has available an authentic language environment in which 
to practise and produce language gained from the classroom. This is not so in the 

context where English is taught as a foreign language. The teacher, usually a non-

native speaker of English, is often the sole source of language knowledge and 

language use. The teacher and students may attempt ways of constructing an 

authentic environment but the success of such ventures depends upon the economic 

and social resources available (Kamhi-Stein 1999; Medgyes 1994). In the country of 

Project 1, the teacher and students have very little access to authentic sources of 

English language. 
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5.3 Project Two: the fee-based project 

This section provides a contextual framework for Project 2. This project was 
developed in response to call for tenders by an Australian Government Foundation 
in an East Asian country for a consortium of Australian universities to develop a 
training pathway for local teachers of English in secondary schools. The programs 
would include English language development and would lead to a Masters 

qualification and would be delivered by distance mode. The successful consortium 

comprised three large Australian universities and one English language centre, 
which was attached to one of the universities. The successful tender document was 
primarily written by the consortium's leading partner. Two of the interviewees for 
this study were involved in the development of the proposal. 

5.3.1 The Australian Government Agency's involvement with 

the development of the project 

A number of the Australian interviewees (P1/2AU2, P2AU3, P1/2AU4, P2AM1) for 
this study were involved with the project in its very early stages and gave a detailed 
account of what they saw as the stages and steps in the development of the project. 
The project tender document was released in the late 1990s. However, the 
Australian Government Agency's (hereafter AGA's) involvement with English 
language teaching began some time before this. The AGA sponsored a short 
'English Language and Methodology' training program for teachers in a prominent 
Australian university, and teachers studied in Australia at that university. This 
program had been running for a few years. Also the AGA funded another ELT 
project with a different Australian university, and this university was asked to write 
the feasibility study for the current project. 

A committee was formed within the host-country Ministry of Education, 
comprising key English language personnel from within the MOE, university and 
school sectors. The interviewee P2AM1 was a key figure in this group and described 
much of their activity. This committee visited the Australian university which 
conducted the feasibility study and the universities it had formed a consortium 
with. There was an expectation that this consortium would win the tender, and 
there was surprise on this committee's part and anguish on the Australian 
universities' part that they did not win. The AGA took a very long time to decide 

who would win the tender, one year to be exact. During the decision making 
process the seemingly favoured consortium sent a delegation to the AGA office in 
Canberra to demand a result of the bid. This did not seem to hurry the decision of 
the AGA. The successful consortium, while confident in their proposal, knew that 
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the competition was tough and that other Australian universities had significant 
connections with the AGA and language education in the country of Project 2. 

It is interesting to speculate on what particular factors led the winning consortium 
to success. Interviewee P1! 2AU4 gave her view of the possible factors that led to the 
awarding of the contract. She discussed what I would term as the social capital 
embodied by the successful consortium. For example, the interviewee described 
how the Project Director assumed credit for the victory, claiming her professional 
relationship with the AGA Director in the East Asian country as the reason for 
success and that the inclusion of a 'sandstone' university (as opposed to the other 
two redbrick ones) was seen as the pivotal factor by the project management team. 
Another related factor was the quality of the written proposal, which was highly 
commended. 

The project officially commenced in the late 1990s. The consortium partners met 
regularly in this early period to discuss curriculum development, course delivery 
and marketing of the program. One of the key underlying issues was that of the 
financial contribution from the AGA; all the consortium members, including the 
sandstone university, were seeking funds from external sources to bolster the 
diminishing government allocations. Along with the funding contribution, AGA 
Director promised that the project would offer an unlimited source of fee-paying 
students. This was highly attractive to the consortium members and they were 
cautioned about how they would be flooded with course applications (researcher 
notes March, 1999). The notion of a stream of (comparatively) wealthy students 
flowing into our universities delighted the consortium members. These pecuniary 
interests of the consortium members far outweighed concern with carrying out key 
university initiatives of internationalisation; that is, forming partnerships with host-
country universities and collaborative research activities. 

5.3.2 The proposal 

The proposal for the fee-based project (P2D1), while significantly different in terms 
of sources of funding than the aid-based project, was similar in terms of the 
expected recipients and teaching traditions. This proposal reflected the concerns the 
main writers (as discussed by the interviewees P1!2AU2 and P1/2AU4) have for 
social justice issues: access to the programs, concerns for the students, importance of 
contextualising materials and suitability of approaches. The proposal promised that 
the subjects offered to Project 2 country teachers of English would be developed 
with their particular needs in mind. A unique feature was the inclusion of bilingual 
materials and English language focus activities at the postgraduate certificate level. 
This meant that some vocabulary and concepts were translated. The programs were 
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innovative in terms of the pathways and options available and the process was 
creative in the sense that three universities and a private sector language college 
were forging collaborative relationships and pooling intellectual resources. 

The proposal document (P2D1) details at length the contact and experience each 
consortium member had with the academic and teaching fields in the country of 
Project 2. This contextual knowledge and the social capital exhibited by the 
consortium members are highlighted in terms of the consortium's suitability to 
carry out the project (this issue is dealt with further in Sections 6.1 and 7.1). 

One of the interviewees (P1/2AU4) raised the interesting point that there was not a 
serious attempt at a collaborative relationship with a Project 2 country's teaching 
organisation or that the institutions would engage a person with this expertise to 
work in Australia. Once the project was secured a senior teacher of Project 2's 
country's language who was bilingual and bi-cultural from the private language 
teaching centre was seconded to advise on the curriculum content and to oversee 
the translation process. Two of the interviewees (P1/2AU2, P1/2AU4) discussed 
this person and her position in the project at length. In particular, they talked about 
the issue of seeking and using ethnographic advice as provided by this individual. 
This is discussed further in Section 9.3. The two interviewees mentioned earlier saw 
her as a valuable asset to the project; as mentioned, she had bilingual and bi-cultural 
skills and had solid connections with prestigious academic institutions in the host 
country. But paradoxically (as reported by the interviewees) her position on the 
project team was fraught from the beginning and reflected the 'problems' with 
projects as described in the literature. Project-related literature (as discussed in 
Sections 2.3 and 2.4) abounds with stories of how ethnographic advice is often 
ignored and the management proceeds to carry out activities as they initially 
intended. 

5.3.3 The Participants 

In this subsection I give an overview of the staff involved in Projecti and of these 
project participants I also refer to the interviewees who took part in this study. 

Project 2 comprised a vast range of participants. There were three universities and a 
private educational institution involved. Within two of the universities the project 
staff participants were drawn from two faculties, in the third from one faculty and 
from the English language section in the private institution. Along with the 
university staff, which included the full range from lecturers to professors, casual 
staff were employed to write curricula and to translate pertinent sections (into the 
host-country language). The host-country participants were drawn from the 
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ministry of education, the Australian government agency, universities and junior 
and senior secondary schools. 

The host-country and Australian participants in this project were difficult to map. 
On the Australian side many staff were involved in the larger project meetings but 
were not involved in the day-to-day running of the project. The more senior 
academic staff were the decision makers, although this was not obvious from the 
ways in which the meetings were conducted. The structure of the project team was 
similar to the one of P1 in that there was a director, a project manager and a 
curriculum development team, but the similarity ended there. Each project has its 
unique characteristics and Project 2 spanning four tertiary institutions was a 
complex terrain. 

5.4 Level one: intersections of fields. 

This section locates the international language education project within the field of 
power. While this section may appear to present overall results of the data analysis 
it has only done so in respect to presenting an overview of the field and provides a 
way to represent the interrelationships between the institutional bodies. The data 
that was most significant for this depiction and discussion were the project 
documents and researcher notes from project meetings. This analysis is termed 
Level One, which can be represented by the Figures 1 and 2 (in the sub-sections 
below) depicting the broad distributions of capital within the field of power. The 
figures are based on those developed by Swartz (1997) in his analysis of the artistic 
field. 

5.4.1 The field of international language education projects within the 

field of power 

Level One, as expressed in Figures 1 and 2, demonstrates the way the international 
language education project field connects with other fields and is within fields. The 
mapping of the project field is significant for this thesis as it demonstrates clearly 
the struggles within the field of power between economic and cultural capital. The 
arrangements suggested by the figures are a way of demonstrating where the 
international language education projects lay in relation to the field of power, that 
is, they are located in the areas where, for P1, the university overlaps with both the 
aid agencies and commercial enterprises. P2, the fee-based project, is in the segment 
where the commercial enterprises overlays the universities. 

The principal field in Bourdieu's work is the field of power. Its most significant 
usage for my study is its function as a 'meta-field' that operates as an organizing 
principle of differentiation and struggle throughout all fields concerned with 
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international language education projects. Bourdieu (1998) depicts the field of 
power as delineated by the struggle between the two principal forms of capital, 
economic and cultural. 

Figure 1. The field of international language education projects 
.1 .1 ,11 witrun me neia or vower 

Field of Education positive tQtal capital 
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Commercial___________ 
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University Education ZI  
/ 

ostIve cultural capitai and 
,,//

----------- 
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negahve cultural capital and 

21 Project 1 

negative tptal capital 

Figure 1 (above) illustrates a mapping of the field of power relative to education in 
general, and specifically, to the international language education projects. The field 
of education at its most general level is depicted as a two-dimensional space 
structured around the axes of volume and type of capital. The choice of axes in this 
diagram may appear to imply claims about the way the different types of capital are 
accumulated; for example, if an institution has a high level of economic capital then 
it caimot hold a similar level of cultural capital. The limitation of diagrams such as 
these are perhaps obvious and the role of such representations is limited to an 
attempt to understand the major tensions in the field. 

The field of power (rectangle 2) is situated above the X-axis, in that portion of the 
social space with the greatest volume of capital, and is itself internally differentiated 
according to the poles of economic and cultural capital. Within the field of power 
the university education field (rectangle 3) is situated in an intermediary position, 
above the X-axis. It thus occupies a 'dominated position' within the field of power 
but a 'dominant position' within the broader education field. The university field is 
itself internally differentiated by the cultural / economic capital struggle, with the 
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administrative functions being closer to the economic capital end and the teaching 
and research being closer to the cultural capital end. This depiction would vary of 
course with the different activities of the various sectors of the university. Rectangle 
4 represents the commercial enterprise field, this is situated in the upper right hand 
quadrant and rests almost entirely at the economic end of the quadrant. The private 
sector project management companies and private language teaching wings of 
universities are of a central concern to this study. Project 2, a revenue-raising 
venture for the university, is situated in the intersection between the university and 
the commercial enterprise fields. The project is in the lower section of the 
commercial enterprises field. 

The aid agency field is represented by rectangle 5 and is in a slightly more 
intermediary position than the commercial enterprise field. This internal 
differentiation represents the practices of aid in terms of its obvious economic 
imperatives but also its smaller commitment to educational activities that are not 
administered by project management companies. Project 1 is situated in the 
intersection between the aid agency and university fields. 

The mapping of the fields in this way is not the only possible way to lay claim to the 
dynamics of the field, but the diagram is useful for capturing certain aspects of the 
situation. The notion of where international language education projects are 
situated is of course complex and a two dimensional diagram cannot cover all 
aspects of the differing positions as viewed from different viewpoints. The diagram 
is a way to demonstrate the inter-relatedness of the powerful institutions involved 
international language education projects. Fields vary then according to their 
respective proximity to the competing poles in the field of power. At one end stands 
economic activity, where economic activity predominates. At the opposite end lies 
the teaching and learning activities centred around cultural capital. 

5.4.2 Level one: Figure 2 

Figure 2 (below) maps out the connections of the relevant fields of the international 
language education projects and illustrates the formal sociopolitical relationships in 
society. 
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Figure 2. Connections in the field 
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These relationships are broadly drawn from the data collected for this research, the 
interviews, 'insider' accounts and the various documents analysed. The following 
Chapters 6, 7, 8 and 9 explore these relationships in detail. The purpose of this 
diagram is to show that the three fields intersect and to prepare the way for the 
explanations which follow from the data. This broad collection of information has 
allowed me to make connections between the international language education 
projects investigated for this thesis and other education fields and, ultimately, the 
fields of political power and commercial enterprises. The data reveals, as already 

noted in the previous paragraphs, that the field of international language education 
projects holds a dominated position within the field of power. A chief explanation 

for this is that the existence of the projects depends on the direction and interests of 
the Australian government. 

Other factors in positioning the field of international language education projects 
within the field of power include the following: 

wide circulation of university products from the various faculties and private 
centres within the university 

connections with politics, through the national aid agencies, Australian 
embassies and Australian government organisations situated overseas 
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political and social position taking associated with key individual field 
participants, for example, the vice-chancellor of the university expressing 
views on government policy 

commercial partnerships with national project management companies 

connections with a variety of national industry and entrepreneurial 
organisations who have interests in off-shore ventures. 

In developing the above points I was influenced by Grenfell and Hardy's (2003) 
study of the contemporary art scene in England. The above factors illustrate internal 
and external activities of universities in the academic field which give rise to the 
internal differentiations within the field referred to in the preceding paragraphs. 

5.5 Level Two: the field of the international language education project 

This level of analysis maps the field of the international projects themselves. Such a 
map shows the structural connections between those involved, for example, the 
students, the teachers, the teacher trainers, the expatriate 'experts', the 'counterpart' 
trainers, the ministry of education personnel, the Australian university staff and 
managers, the project management personnel and the relevant Australian 
government representatives. It is in this level of analysis where I identify those 
things about the field in a Bourdieuian sense. I map out the objective structure of 
relations between the positions occupied by agents who compete for the legitimate 
forms of specific authority of which the field is the site. What are the forms of 
capital in the fields? How are they distributed relative to each other? Using the 
above analytical tools I am able to identify the dominant and subordinate positions 
of participants in the field and identify the positions that the research participants 
hold. Such relations therefore occur at the personal and institutional level and at the 
formal and informal levels. The medium for these relations can be understood in 
terms of economic, cultural and social capital. Figures 3a and 3b illustrate the 
respective positions, project relations and the channels of interaction. 
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Figure 3a. Level Two analysis of Project 1 
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Figure 3b. Level Two analysis of Project 2 
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5.5.1 Stakeholders 

The agents (using Bourdieu's term to refer to the project participants or players) in 
the international language education project field are referred to as 'stakeholders' in 
current project discourse. Section 2.2 offered an overview of ways in which this term 
is understood in the project literature. As I noted in this previous chapter the notion 
of the stakeholder is a slippery one and can be easily manipulated, as demonstrated 
in this aforementioned literature on projects (Phelan and Hill 1998, Morris 1996, 
Kenny and Savage1997, World Bank 1998, Murphy 1999, Pottier 1993, Coleman 
1992, 1995, Holiday 1994, Phillipson 1992b). The stakeholders in the projects occupy 
various positions recognised in project work and the positions in the field is 
depicted in Figures 3a and 3b. 

The notion of the stakeholder is complex in many ways and one complexity that is 
not often spoken about in the project literature but was raised by two interviewees 
in this research is that some stakeholders do not work voluntarily with projects 
(P1LM1, P1LU4). The ministries of education of both research sites seconded 
teachers and teacher educators to work with the projects and certain interviewees 
raised this issue (P1LU2, P1LU3, P2LU1, P2LM1) in their discussions, and while I 
cannot draw any firm conclusions on the effect of 'unwilling' participation it is an 
issue that needs further investigation. 

Another complexity is raised by Morris (1996) in his research on bilateral aid 
projects in Vietnam. In his examination of the tensions in the field he presumes that 
all stakeholders have a desire for the project to 'work'. What my data suggests that 
while seeing the value that stakeholders may give the project, they have disparate 
interests and for some stakeholders the success or not of a project bears no 
relationship to the success or otherwise of their individual involvement in the 
project. This is particularly borne out by the interviewees' (P1/2AU2, P1/2AU4, 
P1LM5, P2AM1) comments about the particular ways that project stakeholders saw 
their role and project goals. 

As mentioned in Sections 2.2, the term 'stakeholders' in this research refer to all 
those who have a 'stake' in the project. In the Level 2 mapping of the international 
language education project field the positions occupied are: 

P1: host-country MOE staff, host-country university staff, Australian university 
staff, Australian project team members, host-country project staff, host-country 
course participants (teachers and teacher educators), host-country school students, 
project management company staff and Australian government aid agency staff. 
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P2: host-country MOE staff, host-country university staff, Australian university 
staff, Australian project team members, host-country project team members, host-
country teachers, host-country school students and Australian government agency 
staff. 

5.5.2 Forms of capital 

It is the purpose of this section to identify the key forms of capital (Section 3.3) in 
the international language education project field. As indicated in the preceding 
sections the international language education project is regarded as a field, within 
which there are relative positions of dominance, subordination, and equality with 
regard to holding different stakes, or forms of capital. The field is delineated by the 

struggles over the most valued forms of capital and in this particular field it would 
seem that the cultural capital gained through the accumulation of academic 
qualifications operated to position individuals and subsequently institutions in the 

field. 

This complex field is governed by its powerful institutions; the various Australian 
government organisations (ministries, aid agencies) and educational institutions 
(faculties of universities, colleges, secondary schools) occupy dominant (and 
sometimes subordinate) positions in relation to other similar organisations or 
faculties, nationally and internationally. A particular government department or 

faculty will also have a 'standing' in relation to other component parts of the 
institution. Within the department or faculty individuals and groups will also have 
relationships which may be objectified to some extent by describing their holdings 
of various forms of capital (James 1998). 

What are the struggles about in the field of international language education? What 

are the stakes in the field? 

Money Economic capital 
Ways of work, knowledge, qualifications Cultural capital 

Connections, networks Social capital 
Language Linguistic capital 

The field of international language education projects operates because the 
stakeholders /participants believe in the value of the capital in the field. The data 
revealed that value of the capital (either cultural, social or economic) is differently 
determined by different stakeholders. For example, in the language education 
projects which are bounded by the rhetoric of 'partnership and collaboration' (see 
Section 6.1 for further on this) one could assume that the linguistic capital 
accumulated by the bilingual project participants would place these participants in a 
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powerful position in the projects. But as I reveal in later in this thesis, particularly in 
Chapters 6 and 8, this is not the case in these projects. The value of one's linguistic 
capital is far greater if you are a native speaker of English. The amount of capital 

one has (regardless of type, that is, the vertical axis of a field) translates to a relative 
amount of power, which can then be translated into economic capital. This then 
leads to looking at the transferability of capital in the particular situation and the 
'exchange rates' between different kinds of capital are a focus of struggle in 
themselves. 

A pivotal issue in this struggle is around who defines the value of the capital one 
holds. In general the effort to convert one's specific cultural capital through 
symbolic capital to economic capital may on the one hand be a fruitless exercise or 
on the other very rewarding depending on which field and what capital you start 
with. An obvious example from this research is the cultural capital host-country 
teachers hold in their teaching qualifications; by their very definition the projects 
devalue the host countries' teachers' training in order for the cultural capital held by 
the Australian providers to be more highly valued and to be translated into 
economic capital through the activities of the projects. Interestingly, the reverse, that 
is, taking one's economic capital and trying to translate and exchange your way into 
a field is much more likely to meet with unmitigated success. Clearly, economic 
capital is highly significant in project work and in this research operated somewhat 
differently in the two projects: the economic capital held by the providers in P1, the 
aid-funded project delineated the power relations in this project. 

Capital is never absolute: the value of capital varies according to the particular 
situation or the ways of seeing it. For example, in P1 the host-country project course 
participants from the project management's perspective may be viewed as holding 
negative economic capital (in terms of money) and low or negative cultural capital 
(that is, low English language and low teaching skills). However, from another view 
the course participants hold the 'potential' for positive economic capital as the 
project is funded for the purpose of their training. 

As one would expect in this area of work, the accumulation of economic capital is a 
particularly powerful stake and many of the struggles in the project field are over 
the accumulation of this form of capital. This struggle is referred to repeatedly in the 
data, particularly in relation to P1, which is firmly situated in the aid and 
development context. References to this struggle indude the issue about disparate 
financial situations of the host teachers and the expatriate advisers. Interviewees 
(P1/ 2AU4, P1LU2, P1LU3) from this project make the point that there is difficulty in 
meeting some of the project goals because the host-country participants, teachers 
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and teacher trainers need to work outside of their primary job in order to survive 
and cannot devote the time that is perhaps needed to the project activities. These 
comments resonate with Bolitho and Medgyes' (2000) description of the different 
economic realities of host-country teachers in a British Council project in Hungary: 

Many of these experts have been employed under British Council terms 
and conditions, which seem to us to be fairly generous, and have been able 
to give their full attention to their institutional or project related 
obligations. In the meantime, teachers in my own institution and, I guess, 
throughout the region, are so poorly paid that they have to hold down two 
or even three jobs simply in order to earn a living. As a consequence, they 
regard their main job as a part-time occupation too. As soon as they've 
done their classes, they're off. You can't build an institution on the 
dedication of its employees alone. Certainly not in the long run. You've got 
to pay them according to the level of their commitment. But this is wishful 
thinking in Hungarian universities for the time being. 

(Bolitho and Medgyes 2000: 381) 

Figures 3a and 3b illustrate the respective positions of the interviewees and other 
project positions in relation to the axes of economic and cultural capital. As in the 
diagrams for Level 1 analysis this is only a way of viewing the relationships 
between the agents in the field. The lines of communication and involvement are 
represented by either full or broken lines. The full lines represent a direct 
relationship in the project field whereas the broken lines are where the relations are 
more tenuous or distant. The representation of these relationships is drawn from my 
notes as research participant and from the data, in particular from interviews with 
P1LM1, P2LU1, P1/2AU2 and P2AM1. Another way that an analysis at this level 
could be approached is to take an individual project participant and identify where 
they are placed in the field, who and what they are connected to, their educational 
and work trajectories and their relations in the field. This can give more detailed 
information about what attributes of a project participant lead to certain 
positionings in the field and so on. But due to the necessary confidentiality of the 
interviewees this was not done. 

5.6 Level Three: habitus in the field 

Bourdieu's notion of habitus is discussed in Section 3.4 and the key point was made 
that habitus can be revealed through an understanding of the field position and 
positioning. In this section, I examine how the habitus of the interviewees for this 
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research mapped onto the field configurations that were identified in the Level 
Three field analysis. 

Fields are dynamic and change through internal and external demands. With 
change individuals within the field activate different arrangements of capital. The 
last section, the Level Three analysis, showed how vastly different capital 
backgrounds can come together and work under a form established across and 
within national boundaries. A point of interest to this thesis is to understand the 
effect of key players' habitus in the field and to see if new arrangements such as 
international language education projects are replicating established configurations 
of resource distribution in the field; that is, is it a new form according to an old 
process or are the projects enacting a change in who and where capital is 
accumulated. Table 1 below allowed me to map the interviewees according to the 
basic signifiers of age, language background, education, work position outside of 
the project, project position, gender and geographical location. These signifiers 
related broadly to habitus and gave some information about the interviewees' 
dispositions; for example, dispositions inculcated through particular educational 
histories, work experiences and positions and so on. A significant feature of this 
map is that most of the participants have multiple roles in the English language 
teaching field; for example, a MOE official would have once been a teacher of 
English in a secondary school, is now a part-time teacher of English and also a 
member of the project team. I have only provided a snapshot of the habitus of the 
project field. To fully map the habitus of the international language education 
projects in this research I would need to collect information on all participants in the 
projects. 

Table 1: Interviewees 

Host-country interviewees Australian staff 
P1-8 P2-8 P1/P2-9 

Age 6 aged 40 -50yrs 6 aged 40 -50yrs 7 aged 40 -50yrs 
-40yrs 2 aged 20 -30yrs 2 aged 30 -40 yrs 

Language 8 - Li - country's 8 - Li 9 - Li - English 
background language 8- bilingual - Eng 2- bilingual P1 country's 

8- bilingual - Eng language 
7- bilingual other 2- elementary P1 and P2 
languages 2- bilingual P2 country's 

language 
Education 6- MA TESOL from 6- Dip Ed 8 Masters degree in 

Australia 2- Masters degree TESOL and /or 
2- GD TESOL from education 
Australia  

Substantive 12 MOE officials 4 teachers 4 university lecturers 
work 3 university lecturers 2 university 2 government agency 
positions  lecturers officials 
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2 MOE officials 2 project staff 
1 EL teacher 

Positions in 4 MOE Project 5 MOE project 2 proposal writers 
projects * coordinating committee 2 project lecturers 

committee member members! project 5 project team 
8 project counterpart liaison members! 
staff 4 project targeted management 
2 local university teachers 2 government officials 
project liaison staff  

Gender 4 female 2 female 3 male 
4 male 6 male 6 female 

Geographical 8 city 4 provincial city 2 P1 country 
4 state capital city 1 P2 country 

6 Australian state capital 
cities 

* some participants have multiple roles in the project 

The above table demonstrates that there is remarkable homology in terms of age, 
educational qualifications and positions of employment between the groups of 
interviewees (a full description of the interviewees is given in Appendix 1). The 
major differences between the groups seems to lie in the linguistic skills held by 
interviewees from P1 and two, gender balance in P2, age balance in P2 and that half 
of P2 interviewees live outside of the state capital cities. On the latter point, the 
provincial cities in this country are large, industrialised cities. 

As mentioned earlier in this section this is only a snapshot of the habitus in the field 
yet I contend that the individuals detailed here, according to the basic signifiers of 
habitus, would share similar characteristics to other project participants. The points 

of interest for this section are that the key players represented here - that is, the 
project coordinating committee representatives and government officials - have 
similar attributes in regards to age, education and position of employment yet if we 
look at the level 2 analysis the Australian individuals in this group (project 
coordination /government officials) have a greater accumulation of capital and 

occupy a dominating position. 

5.7 Constraints in the field 

This section raises an aspect of this research which is addressed at length in the 
following Chapters (6, 7, 8 and 9). That is a description of how the particular fields 
operate and the respective valuable stakes are accumulated and most importantly 
what is difficult about operating in the particular fields. A key task of the research is 
to identify the constraints that the interviewees/ agents face in their own 
institutional settings and! or social settings and how the constraints work to limit or 
enhance the way that they can operate in the project field. It is an assumption of this 
research that the field offers restricted choices!models for the way the agents can 
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operate. Bourdieu (1989) gives the example of how the material structures of 
teaching and the physical position of the professor can structure or govern the 
behaviour of the agents in the field of education. 

Some of the interviewees (P1/ 2AU2, P1AU1) were conscious of the way they were 
constrained from doing what they may want to ideally do by discourses they 
internalise about how things are supposed to be. For example, the interviewee 
P1/ 2AU2 talked about how he believed he had made choices about the content, 
staff and delivery of the courses because he had been driven by the dominant 

discourses in his faculty, which were about making a profit. He felt that he would 
have made what he termed 'more appropriate decisions' if these discourses of 
profitability were not so powerful. Another interviewee P1AU1 discussed how she 
was constrained from carrying out what she thought was necessary preparatory 
work because as an academic it was expected that she would be in control of 
whatever work she was assigned to do. 

The operation of a field both rests upon and regenerates belief in the value of the 
capital at stake in the field. In the early interviews I collected from the participants 
in both of the projects, though more particularly for Project 2 (P1LU2, P1 LU 1 
P1AU1, P2LT1, P2LT2, P2LT3, P2LT4), it was evident that the interviewees were 
quite new to either international language education projects as a whole or to 
certain particularities of the project. For example, the host-country interviewees 
(P1LU2, P1 LU 1, P2LT1, P2LT2, P2LT3, P2LT4 P2 LM 1) had not worked in English 
language teaching projects before and the Australian university staff (P1AU1, 
P1/ 2AU4) had not worked in the particular country before. They therefore had to 
use other recent experiences that they judged to be related to their activities in the 
projects in order to reference their opinions. They had to construct an ideal notion of 
an international language education project. These ideal pictures of bilateral, 
collaborative work seemed to guide their participation. 

For other participants (P1/2AU2, P2AU3, P1/2AU4, P1LU1, P1LM1) it was very 
early in their experience of working with these particular types of international 
language education projects to be acquainted with the particular stakes in the field. I 
judged that they probably had not developed a sense of the game, or a sense of a 
particular reality, such that they had not sufficiently embodied the dispositions 
required by the field to operate strategically. 

5.8 Themes in the data 

This subsection addresses on what basis the data was divided up and the decisions 
about ordering of the chapters of findings. The discussion is organised thematically; 
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that is, each chapter focuses on a particular theme. I arrived at these themes because 
of the way they were consistently spoken of or written about in the interviews and 
document material. The data was divided up under the themes of work practices, 
interests, language and culture (I discussed the data analysis approach and thematic 
organisation in chapter 4.4). It was somewhat artificial to divide up the data in such 
rigid categories as the work of individuals within the project and the project 
themselves are seamless. Yet the themes which presented themselves are notions 
that helped to regulate and form behaviour within the projects. 

The data spoke about many issues and concerns and they are not all represented in 
this thesis. I chose to deal with those that I perceived to be more immediate to the 
work practices of the internal running of the projects. One of the major themes 
which presented itself early in my research was that of English language teaching 
practices. Although this area is of great interest to me I have not dealt with this 
theme in the research. As I worked with this theme it in fact proved to be a thesis in 
itself and I believed that the four other themes discussed in this thesis give light to 
the different aspects of how agents are able or enabled to occupy, dominate and 
subordinate positions in the field. 

I have ordered the themes in a particular way: work practices (Chapter 6), interests 
(Chapter 7), language (Chapter 8) and culture (Chapter 9). This order is an attempt 
to make the data coherent; for example, the first theme, work practices, introduces 
umbrella type notions (such as 'project') as they emerge from the data. These 
notions are important to contextualise the other themes. The order does not indicate 
the significance of a particular theme. Initially I positioned the theme 'language' 
first as I felt this represented the core issue of the projects' work and laid bare the 
delineations of power in the field. However, as the thesis progressed it became 
evident that the broader notions of 'project', stakeholders and decision-making 
processes contained in the theme of 'work practices' would fit more logically as 
Chapter 6. 

5.9 Conclusion 

This chapter offers a detailed outline of each project site and the research 
participants as well as providing diagrammatic and explanatory maps of the project 
fields. The representations of the fields place the projects in dominated positions in 
relation to the field of power and show where they fit in the intersections of the 
academic, aid and commercial fields. The mapping of individuals' positions in the 
fields illuminates the relationships between the different stakeholders and the place 
they occupy in relation to cultural and economic capital. 
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The above information and mapping helps to contextualise the findings in Chapters 

6, 7, 8 and 9. The ensuing chapters will now move on to discuss the main findings of 

the research. The data and analysis found in the following chapters is the result of 

an extended, complex and thorough-going process. 

Item 
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6.0 Introduction 

we always said, and what drove that final leg of production of the 

resources, was a belief that the local community needed that ... kind of a 

training program. But in the end you see, the final leg of that project got 
carried out, it was not a collaborative effort in the end, really, it was all 

done by the Australian side. There was lot of painful effort, you know, the 

translators, but that wasn't the creating of it. So, you know, we could yet be 
left with a white elephant. Because, I mean, I'm thinking this now for the 

first time ... You know, it could be a white elephant because it wasn't jointly 

constructed. P1AU1 

This chapter examines work relations and practices, structures and organisational 
features in the field of international language projects. It aims to establish a way of 
describing the framework within which the practices emerged from and were 

brought into the two projects. Practices in project work are not separate entities but 

dimensions of the particular field. This chapter attempts to show how a Bourdieuian 

approach to the study of practices in international language education project work 

can open up new ways of understanding activities such as project management, 

distribution of project tasks, relationships between stakeholders and the processes 
such as collaboration and consultation. 

The data revealed the different ways in which project work is legitimised. In 

Bourdieu's terms, how the game is played and the ways in which some agents are 

better players than others and how for some players everything about project work 

is 'natural'. Within this aspect of my analysis I demonstrate how the organisation of 
work serves some interests better than others. 

This chapter delves into the highly contested notions of legitimate work and 

legitimate knowledge. Taking into account Bourdieu's (1988, 1989, 1998) use of these 

terms I employ them to discuss the projects' practices in the areas of intellectual 

work, project management and the teaching and learning processes (which includes 

curriculum and materials development). The data speaks about work practices that 

are deemed either dominant or subordinate, legitimate or illegitimate, and some of 

the interviewees view the university's role in educational projects as illegitimate. 
That is, the institutions have not undertaken the necessary preparatory work or 

gained the necessary knowledge to undertake such endeavours and yet they have 
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the cultural capital to judge whether particular participants are legitimate in their 
work practices. 

The two projects' goals and objectives are informed by the practices embodied by 
the institutions within which the projects were conceived and developed. The 
notions of practice are drawn from those ELT specialists who hold the social and 
cultural capital within the field. These specialists have usually had a long history 
with the funding agency or the institution! auspicing body of the project. Projects 
are driven by the entrepreneurial notions of finding a 'gap' in the market, and in the 
case of educational projects, they are usually aimed at those groups who are 

'disadvantaged' by new ways of thinking about an area of work; ELT is a good 
example of this. Aside from the 'target' group being non-expert users of English, 
they are also seen as 'having a deficit' in the teaching of this subject. The values and 
philosophy of such agencies manifest themselves in the approaches and strategies 
taken by key actors in the development of the projects, that is, the way information 
is gathered, how training is conducted and how knowledge from the projects is 
validated and disseminated. They are required to change their behaviour through 
the development of skills in the order to 'catch up' to the rest of the workforce - to 
be 'developed' (Morris 1996). 

The chapter begins (Section 6.1) by setting out the framework from which project 
work, described as practices, will be examined. The projects are contextualised as a 
model of work and I have drawn on the data to investigate what understandings the 
interviewees have of a 'project' and how these understandings are realised in the 

goals of the work. In Section 6.1.2 some of the interviewees discuss their discontent 
with the organisational basis of the project. The following section (6.2) examines the 
processes by which certain aspects of the work and underlying premises of the 
projects are legitimised within the setting up and running the activities under the 
project. In Section 6.3 the interviewees speak about the ways the projects were 
implemented. Section 6.4 looks at the legitimate knowledge in the field as revealed 
in the data. The positions in the field are described in Section 6.5 and in particular 
the position of 'counterpart' is explored. The project field is characterised by 

struggles over the resources valued by the participants and section 6.6 outlines areas 
of conflict identified by the interviewees. Then in the next section, 6.7, interviewees 
discussed what they have learnt from their involvement with project work. Section 
6.8 presents a chapter summary and conclusion. 

6.1 Contextualising project work 

The central issue addressed in this chapter is the way the field of international 

language education projects plays itself out, that is, the practices that occur within 
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the field: these practices are of course influenced by a range of factors within and 

outside of the field. The practices in the field are pursued by all agents, who do not 
hold a singular role in the field, and this is a complicating factor in the projects. For 

example, consider the position of a 'counterpart' lecturer on the 'university-run' 

course in Project 1 (the categorisation of project participants is discussed at length in 

Section 6.5); this person may be the head of their department at the national 

university, a lecturer on the national university programs, a lecturer on the private 
fee-based courses within their university, and a member of the MOE project 

advisory committee, as well as a 'counterpart' lecturer, a 'counterpart' advisor on 

the project and may teach on other English language courses in the project. The 

different roles take up different positions in the project and are accorded differing 

accumulations of the capital in the field. The 'unpacking' of the above agent does 

not take into account other factors such as gender, age, ethnicity, political 

persuasion and activity, educational background, professional experiences and so 

on which may also have influence on the practices pursued and subsequent 
positioning in the field. 

The practices of the projects' work are situated in a specifically international context 
and bounded by an organisational structure that is driven to engage in the struggle 

to accumulate economic capital (see Section 2.5 and quotes by P2AM1 and P1 / 2AU2 
in Section 6.1.1). The university and the respective project management companies 

are engaged in work that is in a sense 'becoming', the entrepreneurial capabilities of 
universities have yet to be fully realised and the partnerships with project 

management companies are still in varying stages of development. Section 2.5 

provided the background to the changing nature of universities' work; here I will 
attend to the specificities of the case studies and, in particular, the ways in which the 

practices position agents in the field. 

Bourdieu also refers to the practices / dynamics in a field as a 'game' (Lamaison 
1986). Knowledge characteristics, such as the way projects operate and appropriate 

behaviour of the project communities, assert their influence in the implementation 
of the 'game'; they shape project implementation practice just as a football or a 

racket shapes athletic games. An interesting feature of the project documents is that 

they write about the activities, services and work relations as occurring within the 
'project' (see Section 2.3 for a discussion about the notion of a 'project') without 

describing or defining the term 'project' (P1D1pJ, P1D2p. 3, P2D1p.1). It appears 
that the authors of the design document and proposals felt no imperative to define 

this entity. It is obvious then that for those in the donor/provider role there is a 

common understanding of what 'project' means. Or is there? 
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One of the major features of a field is struggle, the struggle over the resources or 
stakes in the field. One of the questions we need to ask about the field of 
international language education projects is: are all the stakeholders struggling 
about the same stakes? Also pressing is the issue of how some practices and 
stakeholders assume a legitimate and consequently a dominant position in the field. 
How is legitimacy recognised? 

6.1.1 The ELT project field 

As mentioned in the introduction to this section one of the most obvious constructs 
of the field is the concept of the project itself. Section 2.3 gave an overview of the 
emergence of the project into the English language teaching field. Essentially this 
way of organising work was borrowed from the private sector (Little and Mirrlees 
1974) and applied to the development and aid context during the 1960s. Little has 
changed about the rationalist approach to project work that was used to replace the 
economic relations established under the colonial rule (Abdul-Raheem 2000). The 
project model was and is viewed as a way of identifying discrete areas of work with 
clearly defined aims and objectives and, because of its focus on small areas of work, 
is viewed to assist in evaluation and assessment (Little and Mirrlees 1974). The 
project model is outcomes driven, which is perhaps suitable for the private sector 
where profit on the product is a way to measure the success of an enterprise 
venture. 

However, how suitable is this approach for the public sector? The public sector in 
Australia operates in general on a program basis that is expenditure driven. From 
the outset there is a mismatch of a private sector approach to the provision of a 
public service, education, success in which is not as easily measured as, for example, 
in the sale of cars. In the tertiary sector university international projects are profit 
driven. This makes for a complex field which displays different faces at different 
times, and these faces are only available to particular audiences at particular times. 
The project approach as it is conceptualised by Australian institutions determines 

certain practices, that is, ways of behaving and ways of deciding what is valuable in 
the project field. Interviewee P2 AM 1 below discussed the concept of the project in 
his particular context and how this orgariisational structure is received by the MOE 
in the host-country of Project 2. The interviewee explicitly described the project as a 
being fee-based: 

just thinking about this very quickly and off the top of my head I would 
think that projects are actually in fact a ... difficult thing to define for most 
of this country's people, um. Products other than projects are actually a 
much better way of defining something for this country's constituency urn 
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to conceive of . . . a particular need address it by developing a particular 
project and then delivering the project is far more a private sector in this 
country rather than a public sector model. In fact public sector activity 
tends to be program rather than project based and ah tends to be 
expenditure driven rather than results driven. Urn, so we often have 
difficulty in explaining the way we do business because this agency does 
approach things from a project basis. P2AM1 

What was interesting in the way he described the project approach was that it did 
not sit easily in the international context in which he worked. This point was 
substantiated by interviewee P2LM1. I asked him his opinion of what a 'good model 
or form of a project in his country would be' and although he was a member of the 
MOE project liaison committee he was not familiar with the notion of 'project' in the 
educational sector. He was much more familiar with the notion of program and 
how this fitted within his educational resource centre. The director of the AGA had 
explained this to the Australian project team but it was not apparently taken on 
board. It is worth quoting P2AM1 at length as I suggest he identified a central 
problematic to the wholesale application of the 'project' in the education sector. The 
MOEs of both host countries in this case study were established on the basis of 
providing a public service. Yet as he and the literature in Chapter 2 established, the 
'project' is borrowed from the private sector. He further illuminated this issue by 
referring to a recent project his agency developed with the MOE: 

for example, in doing the train the trainer project that we run with the 
Ministry of Education... we had the idea that we wanted to run a project 
and it was to give teacher trainers exposure to teacher training 
methodology in Australia. Urn, we were basically met with an attitude of 
why would you want to do that? Why are you interested in doing this? 
What's the methodology? Who thought it up? Urn, and then how long are 
you going to do it? Well, we'll do it until we think we've got the results we 
need, project milestones and ah, and performance driven outcome 
recording and, not urn and not things that one would normally associated 
with this country's project. P2AM1 

In the extract below the interviewee clearly stated a purpose for the use of the 
project approach to educational services. It was interesting that the explanation he 
gave was based entirely on the question of resourcing. The project approach 
allowed for a narrow focus and an end date. The approach, from his point of view, 
was not seen as an approach that will particularly enhance or make more feasible an 
educational innovation. It was a way to manage the scarce resources in field: 
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I guess... the public sector of Australia has learnt this model from the 
private sector and some of the more energetic international organisations, 
some of the foundations and other organisations. But we are no longer in 
the game where we can afford to spend all the money on everything that 
you know is suggestive to not everything is actually needed. What we've 
go to do is identify what are critical needs, urn, it sets our ability to respond 
to critical needs and use limited resources, divert and deflect limited 
resources, in order to be able to meet those needs in a timely yet, urn, 
terminateable manner. So, we want to give things a finer line. We've got to 
respond to the priorities that obviously need to be addressed by the 
particular project but at the same time you want to have a sunset 
arrangement in it and terminate one day any sort of involvement in it. 
P2AM1 

The interviewee continued to speak in detail about the way the projects work in the 
international context. His contribution in this area of the research was enlightening 
as prior to this 'research conversation' I had not been able to ascertain this level of 
detail about the practices inherent in this organisational approach to work in this 
field. The project rationale and processes described from his vantage point 
galvanised the questions I had had about the complexities of project work. In the 
extract below he described what was involved in resourcing a project, that is, from 
his point of view what made a project viable or successful. In Chapter 7 I discuss the 
notions of successful or failed projects and concluded that criteria to assess 
outcomes of a project were interrelated with the interests of the particular agents in 
the field, or rather in project terms, stakeholders. The interviewee's (P2AM1) data 
which I am discussing now was explicit about the interests of his organisation 
which were to portray Australian higher education as a desirable option for 
students in the host-country of Project 2 and hence the factors that he saw as 
essential were premised on these interests. 

in terms of the model of project what I'm saying is in putting together a 
project ... generally in the work that I do I have five levels of resources that 
I need to think about. One of them obviously is financial, but more 
important resources considerations that need to be factored into any project 
simulation are human resources, time resources, physical resources and 
information resources. Now, we also in our work, factor in something that 
we call representation resources which are how much money or not, its 
only a money calculation, each resource is calculated in terms of its impact 
on the others. So there is a self regression going on I agree but um, how 
much of their time, energy, funding people to spend on doing the 
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representation and the entertainment and the networking that's necessary 
to deliver the result that we want. The project has to be something that's 
delivered in partnership with certain target client groups, it can't be 
delivered in isolation and in that context one has to work hard to get the 
target group to agree that it needs it. In this country anyway particularly 
when your target group are the country's people you have to get their 
understanding of their need for the particular activity and then their 
support in delivering it. P2AM1 

The above extract illuminates many interesting factors about the field of this project. 
The interviewee identified what he determined as the critical factors or what I 
would call, 'stakes' in the field: people, time, information, material goods and the 
way in which these resources converted into the economic resource of the field. The 
interviewee had termed this latter resource as 'representation'. The other critical 
factor that he named is the social capital in the field, the way the agents established 
connections between the 'right' people in the field, the type of connections which 
will further the interests of the provider and ensure that the project will be carried 
out. Of further interest to this study is the notions of legitimate expertise and 
knowledge and the processes by which this is recognised. In the case of the above 
project field the host-country English language teachers and administrators were 
placed in a subordinate position in the field, the Australian universities were 
positioned as holding the cultural capital, the knowledge and expertise in English 
language teaching. However, in my analysis of the data the struggle was not 
primarily over cultural capital, it was over economic capital. 

The interviewee continued to discuss the practices by which Australian institutions 
create a presence in the host country. He talked about the host country as being the 
largest market for English language in the world and also in market terms '... itis 
the largest market for a range of English language software in the world and [by] 
software I mean publishing, music, film, a whole range of other different things.' 
(P2AM1). He gave the view that sometimes Australian institutions entered this 
market in a way that did not take account of the competition and the needs and 
wants of the consumers. In this sense, the projects quicidy became not economically 
viable. He raised the issue of quality and how this was a great determiner of 
whether the target group will take up the product: 

Urn, the reality is that most of this country's consumers can afford to pay 
for the best product in the world. In this country the quality of a product is 
measured by its reputation and not by its content ... the perception of 
quality that permeates that whole demand equation in this country. So, in 
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order for Australian institutions to be successful in offering certain 
products, be they project based or internally driven urn products or 
projects, they really need to have enough throwaway to be able to make a 
splash and continue to make a splash. It requires investment in 
infrastructures urn, whether that's physical infrastructure such as a number 
of institutions have done in partnership with other Australian institutions 
and the country's institutions. Or whether that's by an information 
infrastructure and pipelines and things that they need and that's a decision 

for the relevant organisation to make. P2AM1 

In this study I investigated work in two markedly different contexts, a fee-based 
project and an aid-funded project. In the paragraphs above we can see that a pivotal 
struggle in the work of the fee-based project was around the accumulation of 

economic capital. I have also contended in Section 5.1 that there is a homologous 
relationship between the two fields and that the complex terrain of the two projects 

reflect similar relationships in the hierarchies of power and struggles over 
accumulation of capital. We can see from the comments of the above interviewee 
that the project approach was derived from a particular context where for the 
dominant stakeholders, for example, the project management companies, the way a 
project works is almost 'natural'; everything about project work seems obvious and 
the question of knowing if the game is 'worth the candle' (Bourdieu 1998) will not 
even be asked. The term 'project' has become so embedded in the delivery of 
education services to the extent that in the project documents for Project 1 the term 

needs no definition (see 6.1). It is stated in the P1D1 that the planned establishment 
of a language centre will be 'under a project approach' (P1D1p.7), whatever this 
may be. The document also recommended 'projectising' (P1D1p.13) the English 
language training program. There was no explanation of what this particular way of 
organising work implied. 

However not all stakeholders viewed the practices of project work in the same way 
or embodied the discourses of the project management companies. But the 
discourses were present and it is interesting to look at the power of these dominant 
discourses and how they surreptitiously worked to shape the project field. All 
stakeholders in the project world act for a reason; they participated in the game 
because there was something in it for them (this is assumed). The interviewee below 
discussed the tensions which surrounded the running of the aid-funded project 
(Project 1) within the Australian university. It was interesting that very often these 

tensions did not emanate from concerns about the skills required to work in a 
project but rather from the different values held by the stakeholders. In the 
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interview we discussed the different views about the purposes of the project and 
approaches to working with the project: 

even within the university, within the faculty, there were different views of 
what the project could mean. And that, I think, that arose partly because 
some of us involved had already worked in that area, or in overseas 
contexts, developing country contexts, and others hadn't. And, that those 
who hadn't, I guess that's whole management of the faculty, so there was 
some tension at faculty level, in terms of what we were there for. I have to 
say that on balance, I think that the faculty management came around a lot 
of the time to agreeing to the values that the actual team, the project team, 
held. So, for example, I didn't feel, as project manager at the university, I 
didn't feel pressured particularly by the management to be making more 
money out of it. Looking back, I think I'd absorbed these discourses or 
whatever you want to call it, myself, internalised them, the idea that I 
should be trying to not only develop a quality product but also to, to make 
some money for the faculty, because there's always the faculty in crisis. So 
that was more of a self-motivation than an imposed one, and it's one that I 
regret now because I can see now how much better a quality product we 
could have done, if I hadn't had that secondary motivation. P1/2AU2 

The above interview revealed some of the dilemmas of the field and the strength of 
what I term the dominant discourse of seeking economic gain through involvement 
in aid-funded project work. Here we can see that the interests of the stakeholders in 
the field or game is to 'be there' (Bourdieu 1998), to participate - to believe that the 
game (of project work) is worth playing - that the stakes (those things that are 
determined to be valuable) created in and through the fact of playing are worth 
pursuing, to recognise the game and to recognise its stakes (Bourdieu 1998). 
However, this game is not carried out on a 'level playing field' since different 
stakeholders enter the game with different types and amounts of capital. This 
equips the agents with different ways and approaches to carrying out the practices 
in the field - an unequal 'feel for the game' (Bourdieu 1998). The result is that some 
stakeholders play the game better than others. 

This latter issue was highly significant in the data. Project work was not 'natural' to 
all stakeholders, and the fact that not everyone knew about the way projects operate 
is central to the ways in which work was deemed legitimate or not. As discussed in 
the above paragraphs, and in particular if we take the definitions as offered by 
Smith (1998) (see Section 2.3), it would be obvious to say that many people from 
public sector education institutions did not have experience with short cycles, 
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logical frameworks and so on. This unfamiliarity did not neatly fall with one 
particular group of stakeholders, that is, the recipients of the project products. We 
can see from the extract below that the interviewee, an Australian university 
lecturer, identified this problem of a lack of experience in project work but this still 
did not de-legitimise him in taking on a role in project management as it may have 
done with the 'host-country stakeholders': 

one of the problems in the aid-funded project..., that I had no experience of 
project management, and there was nobody in the faculty who could help 
me and so it was a very unequal sort of faculty in project management. I 
didn't know what they were talking about with their spreadsheets and 
gantt charts and ways of balancing projects. I mean, so, I was at a real 
disadvantage. And I learnt how to do some of it, but they run rings around 
you. And that would be the case, I suppose, in many smaller universities 
like ours. So that is an issue and I think it's a major issue now, how good 
are we at that level. P1/2AU2 

The above interviewee pointed to lack of experience with the 'macro' organisation 
of the aid-funded project and how this placed the university at a disadvantage vis-à-
vis the project management company. In the extract below an Australian university 
lecturer discussed how a lack of experience with the internal work of Project 2 
resulted in an inefficient use of time and this had implications on the faculty budget: 

Well, I know that at the time there were, there were lots of rushed periods 
and lots of lulls when people's time weren't being used as effectively. I 
think a lot of it does actually come from the fact that no one was really 
experienced in this kind of a thing before. And there were lots of things 
that hadn't really presented themselves, the fact that maybe the writers 
needed to start before the translators needed to start, or that sort of thing. 
So, that sort of thing, in hindsight we can say, well, people's time wasn't 
used efficiently, but on the other hand, you know, there wasn't anyone 
there at the time to, to bring that experience in. P2AU3 

This acknowledged lack of experience in what one could assume to be core work of 
a university still did not have an impact on whether the university was a legitimate 
producer of work or not. The project documents referred to the host countries as 
needing 'capacity building' (P1D1p.2) and assistance in developing the skills and 
knowledge in the target language (P1D1p.1) yet the project implementers did not 
necessarily have the skills, knowledge or experience in project management. 
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6.1.2 Discontent with the project 

In this section interviewees identify some problems with the project approach and 
work within the project. These include the short cycles of project life, the lack of 
continuity in host-country staff, the financial management and the difficulties of 
dealing with the host-country Ministry. 

An interviewee from Project 1, P1LM2, expressed dissatisfaction with the ways that 
work was organised in projects. In particular she was concerned about the short 
cycle of the project, as discussed earlier; projects have a pre-determined end date 
and Project 1 was funded for a four year period. The education sector in the host 
country for Project 1 (see Section 5.1.1 for further details) was acutely under-
developed and a four year project was seen to be unable to effect any change in the 
level of skill and service provision. The interviewee talked about how she believed 
that the project should have continued, that it was premature to stop after 4 years. 
She gave many reasons for why the project should have continued but she stressed 
that the main rationale for a longer cycle was the training facility the project 
provided for 'counterpart' staff. Another feature of this particular project and of the 
discontent expressed by P1LM2 was that there was no continuity with the 
individual counterpart lecturers each year; this was due to the needs of their 
substantive institutions and the whims of the host-country MOE. And while this is a 
feature that the Australian management was not entirely in control of, it would 
seem perhaps obvious that this would be a point that would detract from an 
effective model of staff development and one that the Australian management could 
have negotiated with the host MOE. This interviewee thought that the counterparts 
personnel should have stayed the same each year since this continuity would have 
allowed them much more opportunity to fully develop their skills, 'strength and 
confidence in delivering the course' (P1LM2). 

This short-term cycle was a feature of the aid project approach to education; the 
very basis of the 'innovations' are, in the project world, short-term but were also 
expected to achieve a great degree of sustainability by the end of the project. This 
was in the face of comments such as those in this chapter where the initial settling-in 
period for all staff took some time and the projects' frames were fairly fixed so there 
is little room to change the direction or activities. Though this seemingly rigid 
framework did not apply equally to all components of the projects' work and from 
one perspective there seemed to be enormous flexibility in the financial 
management, that is, in spending less than what was originally provided for (see 
Section 8.5 for a more detailed discussion of this issue). The project management 
companies seem to inevitably require costs to be cut in the expenditure linked to 
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project activities; what was curious for the interviewees from Project 1 (P1 / 2AU4; 
P1/2AU2; P1LM2) was that this cost-cutting procedure seemed to begin before the 
project commenced its core activities. The 'implementation period', that is, when a 
Project Implementation Document (PID) is submitted to the funding body for 
approval, outlined a number of areas where the projected expenditure was less than 
initially planned. Another intriguing aspect of the financial management of aid 

projects is a feature known as the 'team leader's budget'. There is a common 
practice amongst Australian aid projects that the team leader has his own budget of 

the project which is approximately ten percent less than what the project documents 
show. If the team leader is able to shave this percentage off the budget he or she 
(very rarely is a woman team leader of an Australian aid project) is rewarded by the 
project management company (P1/2AU4). 

The approach to the financial management of project one was a source of much 
discontent amongst the host-country management team. The responses of a number 
of interviewees (P1LM1, P1LM2, P1LM4, P1LM5 and P1LU3) were that the project 
needed to have a more collaborative approach to planning, that their 'country's 
side' did not have access to certain management areas, in particular the financial 
management. An interviewee, P1LU3, who was outside of the project and was the 
head of a department at the local university, expressed disquiet with the way that 
the host-country managers were sidelined in the actual planning and 
implementation processes. She had had recent experience with a another English 
language teacher training project funded by a foundation in South-East Asia 
(referred to as Project X) and discussed the contrast between the two projects. She 
felt that Project 1 did not promote 'cooperation with the local people' that there was 
no space to work and plan together. This was, she thought, a significant problem as 
the host-country team did not have experience with the particular approach to 
project work brought by Project 1. But in saying this she also felt that there were 
people in the MOE and local university who did have the abilities required by the 

Australian project management team. She was saying this in marked reference to 
the planning and implementation processes in project work and that there are the 
local personnel available to do the work in course and program development and so 
on. She offers a telling comment on the reasons why local team members were not 
centrally involved in developing the directions and infrastructure of the project and, 
that is, that the project had already been designed and implemented and signed off 
before the local team members were brought on board and 'in that case it's really 
hard' to cooperate. 

Project X on the other hand, brought the host-country participants on board at the 
conception and planning stages and in this project her team was provided with the 
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management training the foundation thought necessary and which included 
financial management: 

we can manage the money ourselves, that is a good point. But in terms of, 
you know your project, we didn't have the right to manage the money. 
P1LU3 

The interviewees cited above echoed this sense of being excluded from the core 
decision-making processes, and one interviewee in particular, P1LM4, discussed 
how for him the imperative on the Australian project management team was to 
hand over more authority. 

An Australian university lecturer (P1AU1) discussed her discontent with an aspect 
of project, that is, negotiating with the host-country Ministry of Education. This was 
alluded to by other interviewees from the Australian team and indicates the paucity 
of preparation and training undertaken by the Australian project management 
team. The ministry of education in the host country of Project 1 is centrally 
organised and requested that changes to the project programs or host-country staff 
must be channelled, top-down, through the appropriate ministry officials. This was 
an unfamiliar organisational model for the Australian university staff who had been 
inculcated into working with the Australian de-centralised, global funding model 
indicative of Australian state and federal ministries of education. The interviewee 
below described her reactions and strategies to dealing with an unfamiliar context, 

I'd have to say there was degree of frustration on my part with how we 
engaged with, or interacted or made contact with the ministry of education 
officials, knowing the appropriate channels for how to talk with the upper 
levels of the people involved in the program, at the teacher training level. I 
recall there being frustration with, I don't know what the social 

mechanisms are or the, you know, and it's not working and we wouldn't 
get certain things done, like the permissions for practical teaching in the 
schools, or, so I recall a degree of frustration with not knowing the 
protocols for how to engage with the higher authorities. I remember that. 
Eventually, at one point through having established a personal relationship 
with you know, an off the record relationship, if you like, with one of the 
people at the top, it became easier, I suppose. P1AU1 

This interviewee was able to develop a personal relationship which circumvented 
the difficulties of finding the correct channels or appropriate person with whom to 
negotiate. She was able to accumulate significant social capital which allowed her to 

move more freely within the host country aspect of the field. It was evident in her 
interview data that this relationship made negotiations easier for general requests in 
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the teacher training component. However, the social capital accumulated by P1AU1 
could not necessarily be exchanged for economic capital within the field as a whole. 
The major players in the field, the donors and the Australian institutions would not 
view this accumulated capital as significant. 

The discontent with the project discussed in this section covers a range of issues 
from project design to notions of collaborative work and decision making processes. 
The latter point about negotiating unfamiliar contexts is a highly significant issue 
for Australian project management teams. The points raised here will be addressed 
in the conclusion to this thesis where I examine ways to construct more productive 
ways of work in this international context. 

6.2 Legitimate work: management practices 

An underlying dynamic in the projects' field is that the Australian management 
teams bring with them purportedly legitimate work practices and importantly this 
includes the way that the projects are managed. Implicit in this and as I have 
demonstrated above is the belief that the host-country or local teams do not have 
the required skills and abilities to take up the decision-making positions. This is of 
course is a surface reading of the research 'conversations' and a multi-leveled 
analysis showed that the issue of professional skills is perhaps masking the 
pecuniary interests that dominate the project donor/provider mindset (see Section 
7.1). 

The host-country interviewees contested the view that only the donor or provider 
enacted the legitimate practices in project work. One interviewee, P1LM1, from the 
MOE (Project 1) implied that the project management as represented by the team 
leader did not understand the way things work in his country (as represented by the 
MOE). That this lack of understanding he thought would jeopardise the success of 
the project. He touched on some tensions and conflict within the project and 
analysed these dynamics by differentiating between the work practices of the host-
country project participants and those of the expatriates: '... maybe the procedure of 
working maybe is very different from Australian procedure' (P1LM1). 

The interviewee (P1LM1) emphasised the differences in the approaches that the 
'different sides' took and in his opinion there needed to be a greater focus on needs 
analysis and on giving priority to those teachers and students who have less 
resources and less access to training. He implied that there had been no study of 
needs that truly reflected what he understood as the social, institutional and 
material conditions of his country's teachers. He made one telling remark about the 
expatriates' 'pessimistic approach' indicating that more optimism about the 
project's potential was warranted. It was significant that this interviewee did not 
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point to any 'enduring cultural traits' to discuss problems he identified in the work 
of the projects but rather highlighted what he saw as problems with established 
practices. 

He also interestingly pointed out that although this was an aid project there was 
nothing that he would recognise as the underlying care for the project and 
adherence to the aid and development principles that he is well aware of. Here I 
assumed he meant that from his point of view the project management team did not 
embrace the rhetoric of the Australian aid agency which foregrounded the concerns 
and interests of the aid recipients. He questioned whether the management had 
seriously taken on board the work that would be undertaken for the teachers and 
students; he made the point that the choice was about 'work for humanity or just for 
work'. I understood him to question the motives of the Australian management 
team. 

This interviewee (P1LM1) also raised the issue about the how the project had 
worked out after the funding had ended. The project document (P1D2) had 
scheduled that the project would be handed over to the national university. The 
stages had been worked out prior to the implementation of the project and 
seemingly not negotiated with the MOE. The Australian design team had assumed 
that the university should handle the project's work but did not sit easily with the 
host-country MOE participants as the university and teacher training area were 
managed by two separate departments within the ministry. 

Another interviewee expressed conerns about the proposed transfer of the project: 

I read the document ... the way you transferred, ... step by step, bit by bit, 
you know which program or which course the host-country staff should be 
involved in and which course the host-country staff shouldn't be involved 
in. Things like that and which course the host-country staff and the 
Australian should be jointly in, and I think until the end of the project and 
then all the work will be transferred to the host-country university staff. I 
don't know if these people can or are ready to accept that at that time 
because their competence in doing this, I think, is still limited, they need 
more training in terms of, you know, the language teaching, teaching skills, 
technique and things like that and even their own, you, uh what do we call 
academic status. P1LU1 

The above interviewee's concern was about how ready the host-country staff were 
to carry out the project's goal of sustainability. In the above extract he did not feel 
that the local university staff had accumulated the relevant amount of cultural 
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capital to conduct the programs. He primarily identified the 'language teaching 
skills and techniques' that are taught within the project's courses. 

If the project was to move under the control of the university it would create untold 
problems, not only administrative problems but also issues of protocol, who should 
be managing what. The Australian presence in this area (over a period of some 
years) had unwittingly upset this protocol by deciding which institution should 
manage what, with no consultation with the relevant departments but resting only 
on what we thought should happen. From the Australian project design team's 
point of view it had probably seemed the most logical thing to do. The team not 
only did not have the intimate knowledge of the host-country context (P1 / 2AU2) 
but was also operating from its (the design team's) position in the field. After all, the 
Australian aid agency had the economic capital, the cultural capital in terms of 
qualifications and work experience in TESOL and higher education. The Australian 
presence in this host country had dominated the field in terms of how one should 
teach English; they had pushed and bullied until they had the best teachers from 
other subject areas to retrain as English language teachers and they had determined 
the procedures of the project-based funding and on top of this we have negotiated 
this all in a newly imposed foreign language. 

Towards the end of the interview with P1LM1 he wanted to know if there had been 
any problem with the way his department had handled their end of the project. The 
interviewee was of the mind that the Australian side looked to the university 
because of problems we may have experienced with his department. This concern 
seemed to express the view that the project was organic in that it responded to 
circumstances or relationships. In this particular case the project was following the 
procedures set out in its project design and implementation documents (see 
interviewees P1LU1 and P1LM4 below) and seemingly not responsive to the 
external or host-country concerns. 

In the project fields in this study, the donor, Australian universities, and 
government or corporate bodies as the dominant agents in the field determined how 
work was carried out in the project. They determined what practices were legitimate 
and who were legitimate project workers/ team members. The criteria used in the 
projects replicated, in most cases, the way work is carried out in the Australian 
context. This was exemplified by the reporting mechanisms that the funding bodies 
required, the style and content of reports and the way in which project activities 
were scheduled in terms of the Gantt chart and logical frame guidelines (P1D2). 

To be slightly conspiratorial one could speculate that the logic of the field had the 
role of mystifying the practices of project management. This point was made several 
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times by the recipient stakeholders and is well exemplified by a 'research 
conversation' I had with a ministry official (P1LM4) from the aid-funded project. It 
was during the interview and we were talking about the plan which had decreased 
the presence of the Australian lecturers during the life of the project. The project 
also produced a text book for secondary school students. The local ministry official 
felt that the Australian project design team did not take into account the needs and 
desires of the local teacher training and education department experts and this was 
to first produce a text book and then to train teachers how to use it. The ministry 
official raised the problems with the Australian project management team but his 
concerns were sidelined when the management team responded that they had put 
the textbook in a package which included other teacher training activities. The 
ministry official, not being very experienced with the management and 
administrative side of aid projects and the funding criteria of the donor countries, 
had assumed that there would be a second project to follow on from the work of the 
first project. 

In describing the way the host-country ministry officials and other relevant people 
were ignored the ministry official was referring to the project design period where 
the Australian team carried what it assumed to be the necessary field work and 
consultation. This was most often a two to three week period of time. The 
implementation period varies but can be up to the first three months of the project. 
It is during this time that design can be adapted or changed, though it is not usually 
changed through the evidence of ethnographic information, it is more likely to be on 
the grounds of budgetary concerns. The concerns expressed by the interviewee, a 
project participant, pointed to the practices of consultation and the resultant design 
that was controlled by the project management. Saying 'but we put it in a package 
for you already' was letting this participant, who is powerful in his own ministry, 
know that the Australian management will dominate how work will be organised in 
the project. 

Below an interviewee from an Australian university outlined the procedures for 
designing and perhaps winning a project. We were discussing the composition of 
the project design team, that is, the group of people who went to the country in 
which the project was to be located and who put together a document which 
outlined the objectives and activities of the project: 

I mean, I think they're always constituted the same way, in that you know, 
a business person, an aid agency representative and a technical expert in 
the field, and they're meant to bring together the three sort of arms, or 
dimensions of the project. 
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And although they're debriefed by the post there, I mean, the 
characteristics of the cultural context are crucial to understand how a 
project could well develop the... I think it's also well known within the 
project management companies that if you can get yourself on the design 
team, that that greatly helps your chances of securing the project when it 
goes to tender, which was in fact the case for us. And particularly the case 
for us, I don't know if this is relevant, but no, it wasn't that project, a later 
project in the same country. The project management company was also a 

winner and this person was on the panel which had awarded the previous 
tender was on the panel which awarded the tender. So, the links within 
links ... networks. P1/2 AU2 

The social capital embedded in this process is critical to the dynamics of the field, 
the project management companies who have accumulated large amounts of social 
capital are more likely to also accumulate economic capital by winning project 

tenders. The symbolic capital is accrued through this process, the companies are 
recognised in the field as dominant agents and this delivers them a powerful 
position, since universities vie for a partnership with a successful company. The 
universities do not usually have the recognised management capacity to bid for 
projects alone. 'Successful' project management companies have such a powerful 
position in the field that they can approach tertiary institutions and choose with 
whom they form partnerships. Those very successful companies have the strength 
to bid for projects without partnering an educational institution because of their 
position in the field. This is an interesting feature of the field in that the language 
education projects do not necessarily have to be developed or delivered by an 
educational institution. 

In Section 8.4 I discuss and analyse a topic that concerned many of the host 
interviewees from Project 1 and I mention it here as it was identified as a 'problem 
with the project'. The Australian university staff suggested a change in the project 
activities in response to the project management's decrease in the funding of higher 
degree positions in the final year of the project. In the previous years a number of 
teachers/lecturers were selected to study in Australia in a higher degree program. 
The post graduate certificate course (see Section 5.2.3) articulated into the graduate 
diploma program. A goal of many of the teachers in the project programs was to be 
selected to study in Australia (see Section 8.4). In the last year of the project, the 
project management decided to decrease the number of the teachers selected for the 

higher degree program (this was due to budget considerations). The in-country 
MOE was disappointed that the project was to offer such a limited number of 
positions and questioned the project management about their decision. The 
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Australian university project team members then suggested that a way to increase 
the number of participants was to conduct half of the course in the project's host 
country and half in Australia. This meant that, although the number of course 
participants would more than double, the teachers would spend only two months in 
Australia rather than one year. The teachers would spend a much more limited time 
in Australia because of the increased expense of bringing Australian staff to the host 
country as well as having a much greater number of teachers undertaking the 
higher degree (P1D3). The suggestion was made with the best intentions, to increase 
the number of positions available, and the Australian university staff assumed that 
the intentions of the MOE was to support the training of as many teachers/lecturers 
as possible. 

However, as the interviewee below explains, the Australian university staff were 
not able to understand the benefits of spending a longer time in Australian that are 
clear to her and her colleagues: 

But what I mean is, ... even though we trained them here ... it was more 
beneficial for the trainees if they had a chance to go there because they have 
more time to train. To use their English over there, that is my view... So, in 
Australia they had more chance to learn things. P1LU3 

A number of this interviewee's colleagues and ministry officials expressed a similar 
opinion that a smaller number should spend a longer time in Australia. But the 
Australian participants felt that they knew what would be better for the country and 
for the country's participants and decided on what format and delivery modes the 
course would take. I cannot help but wonder if this decision was also informed by 
the 'colonial' roots that this type of aid springs from; this project procedure was 
paternalistic in its enactment. The aid project was a bilateral endeavour, which 
means that there are processes of consultation, collaboration and co-operation to be 
considered. 

6.3 Implementing the projects 

Some aspects of the implementation process were necessarily different in the aid 
and fee-based projects; in the latter, market forces more explicitly impact on the 
approach taken to setting up the project activities. In the following extracts the 
interviewee talked about the dynamics of the field and effective implementation 
procedures for the fee-based project (Project 2). The interviewee was the director of 
the AGA and his strategy for implementation and the importance of timing and 
quality of the product was based upon the experience of developing and 
implementing numerous projects in this particular country (Project 2). His 
suggested strategy was continually argued about in the consortium, since the 
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members wanted to run with their existing programs and were anxious about 
getting the students. The consortium members prioritised the accumulation of 
economic capital over the ethnographic advice of a key stakeholder in the project (in 
Section 7.3 an interviewee from a university discusses this point at length). In this 
long extract, the interviewee detailed the steps he takes in thinking through the 
implementation of a project. This way of conceptualising a project is different from 
the way this work is approached in a university as described by Poole (2001). 

In this first interview extract, the interviewee explained the thought given to the 
process: 

in the delivery of anything like this there's a couple of factors that run in 
the background ... when we're considering any sort of project. One is, um, 
what's the competition doing, and urn, and I know I sound overly sort of 
business oriented or private sector but I believe that we've got to 
aggressively pursue the projects that we've engaged in. urn, So that we 
achieve results that urn, add to Australia's interest in the Australia [other 
country] relationship and that's in my particular organisation. So, in that 
context, what are the competition doing? Where is everybody else going? 
What can we do that's different that allows us to stand out and allows the 
product to be highlighted? That's the first consideration. P2AM1 

In this second extract he contextualised the project in the broader market place. He 
discussed what external factors may be putting pressure on the particular field and 
what strategies one needs to take in implementing a project: 

Second is, what's happening in the market place in terms of market 
dynamics? Uh, and the debate that we have running at the moment in this 
country about English Language teaching in schools is the typical sort of 
dynamic that I am referring to. I mean we could, I know the product is at a 
stage where we could virtually roll out the first module and begin to recruit 
students. I'm confident in the quality of the product and I am confident in 
that perspective. But it would be almost foolish to try and roll it out while a 
debate about language teaching was running in this country. Far better to 
try and influence the debate and then present the product as a solution to 
the problems identified in the debate. Or as a almost in a fear style urn 
arrangement. So I think understanding market dynamics is really very 
important. P2 AM1 

The interviewee identified the timing of the project as one of the key strategies in 
the implementation process. He expressed concern through his interview that the 
universities were not necessarily sensitive to the dynamics of the market place: 
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I think the third in sort of assessing timing is you've got to understand 
not in our context because I mean we've obviously come from the 
foundation, we've obviously commissioned the product because we know 
what it is we want and we know that we can deliver it into the country's 
market place. I don't think that the consortium has a problem either, as 
supplier, I don't think has a problem in meeting of our internal schedules 
and deadlines. But I think and it's like a comedy routine I mean it is really 
important that the timing of this thing is crucial, that it gives people the 
chance to make a decision before their academic year might start. Um, that 
it gets the right sort of exposure at the outset so that the maximum amount 
of people get exposure to the initial release and in that I mean, as you and I 
have often discussed, it's therefore important that the product that is 
presented is as perfect as can be possible. Because people in this country 
are quality conscious. The issues I was referring to earlier make judgements 
on the product and the whole of the product will be dammed by mis-
spelling or um a mis-targeted particular element somewhere or other. So I 
think in that context of whole market testing phase that we've done some 
of and I think we could probably even do some more of shortly urn is really 
important but timing again seems to me to be the integral thing. P2AM1 

The above interviewee then gave an example of what he perceived to be a successful 
implementation process. His foundation had developed a teacher's kit, for teaching 
about Australian society and geography, designed for all the country's secondary 
schools. He talked about how he considered the various external factors; he 
explained why he sent it to schools in the third week of the new school year. The 
first and second weeks are full of administrative and orgariisational tasks for 
teachers, so there is no time to generate interest in a new teaching product. He then 
explained how the launch will take place a month after the product has been in 
schools; this will give teachers a chance to try out the teaching kit. 

6.4 Legitimate knowledge 

A highly contested feature of the project field is where project participants are 
engaged in struggle over the scarce intellectual resources in the field, that is, 
legitimacy in terms of voice and participation, intellectual and academic credibility, 
economic stakes and educational resources. 

A key issue considered in this section is that of the ways in which intellectual or 
knowledge capital (or in Bourdieu's (1992) terms, symbolic capital) is accumulated. 
Bourdieu argued (Bourdieu and Eagleton, 1992:119) that because legitimate 
knowledge in the different fields is determined in relation to the dominant 
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conception at any moment in a field (which is dominated by symbolic capital) on 
average it is unlikely that localised knowledge or practices can change the structure 
of those dominant practices and legitimate knowledge. If we think about the nature 
of the symbolic capital (see Section 3.4 for a definition) in the field is it possible for 

other 'knowledge' to accumulate the relevant capital it needs to create change or 
give recognition to indigenous practices? In this conversation Bourdieu was 

discussing the rise of 'rap' music and its impact on the field of popular culture. This 
analysis is relevant to the dynamics of the project field and the ways in which 
legitimacy is bestowed on certain knowledge (native speaker of English) and 
practices (western corporate and aid organisation modes of work). 

This section explores the 'nature' of work in the two international language 
education projects and examines the mechanisms by which the views of reality and 
understandings of work practices of some project participants become most valued 
and! or dominant. Here I continue the theme that work practices, the way things get 
done, in these projects seems natural for some of the project participants and that 
the struggle to produce and to control the dominant practices in the field helps to 
shape the power relations in the field. 

It is interesting to examine the processes by which an organisation or an institution 
can be 'legitimate' in the context of international project work. The most obvious 
path to legitimacy is to win the tenders of lucrative projects. Once the organisation 
or institution has accumulated the scarce economic capital in the field it is able to 
legitimise its ways of working, for example, the ways in which intellectual work is 
carried out. It can then claim academic superiority over the 'other' in the field. In the 
field of English language teacher training, one can easily find derogatory views of 
tertiary institutions in the target country. For example, an interviewee, P1/2 AU4, 
related a conversation that she had with one of the Australian project managers of 
the fee-based project (Project 2). The conversation was about possible partnerships 
with a host-country university. The Australian project manager aired his views 
about the host country's universities, that they were 'a joke'. He went to elaborate 
his views which were that the students did not do any work and the university 
lecturers did not have any notion of scholarship. He also reflected a common view 
that was held in this particular Australian university faculty that the methodology 
of teaching English in the host country's schools and universities is archaic. This 
view of the 'other' context is prevalent in much of the literature on the intellectual 
relationship between the donor and recipient (Davis 1991, Morris 1996, Pottier 1993, 
Pennycook 1994, 1995, 1998, 2000; Kubota 1998, 1999, 2001a); the goal of many 
projects has been to replace behaviours which are perceived by the donors as 
backward and inefficient with others designed to increase productivity and 
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efficiency (Davis 1991:35). In the education project literature which has focussed on 
the development of models to understand the dynamics of projects this approach is 
termed the rational approach to project implementation (for further detail refer to 
Section 2.3). 

The above discussion would indicate that the Australian teams hold the legitimate 
knowledge, but one can wonder about the level of expertise of the project design 
teams when looking at some of the project documents, which do not reflect recent 
(last decade) developments in the field of ELT. Current developments around issues 
such as the role of the native speaker, the use of the first language, management 
structures, recognition of indigenous knowledge and skills and recognition of the 
academic skills of the local teacher educators and classroom teachers are clearly 
absent. This absence of recognition allows for the strategies of domination by the 
Australian institutions to play themselves out. The strategies involve, as evidenced 
in the data for this research, the employment of external agents, the technical or 
academic 'experts' who take control of the processes of the projects and determine 
how the objectives will be carried out. The external agents adopt the language and 
processes of being a manager and controller; the contribution of local staff, in terms 
of project management and holders of local expertise, are devalued. Work can only 
be comprehended and legitimated by those within the field (Bourdieu 1996:218). 
Furthermore, it is those within the field that define the field, as the authority to 
legitimate is embedded in the power relations borne of the struggles within the field 
to position an agent as legitimately belonging to it. The subsequent world of the 
local project is then not only defined and brought into existence by the political, 
geographical and economic considerations of the dominant agent (in this case the 
funding organisation/ country) but also the internal organisation of the project, that 

is, the hierarchies and privileges are a continuum of this international power play. 

Aside from the accumulation of economic capital, what else legitimises Australian 
university work in international contexts? The director of the AGA (Project 2) 
questioned this legitimacy; he acknowledged what Australia was good at, for 
example, the experience gained through the work of the Adult Migrant Education 
Program. He believed that the vast experience gained through teaching of English 
as a second (or subsequent) language is highly valuable to work in projects outside 
of Australia. His view about what skills Australia brings is echoed by other 
interviewees from Project 2 (P2LU1, P2LU2, P2LM1) but the interviewee P2AM1 is 
concerned that the Australian project stakeholders do not recognise what he saw as 
the more important skills, knowledges and experiences for work in the host country 
of Project 2. 
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One of the problems with Australian institutions is that they think they 
have the expertise and the knowledge and they agree to contract to provide 
that expertise and knowledge from a third party to a delivered project. Um, 
Australia has got I think quite good at cross cultural interaction and 
biculturation and triculturation. Urn, but it's still not recognised as a 
necessary skill, for example, in this particular project that the consortium 
has engaged with us in. urn, my guess is that the qualification of the person 
heading the consortium ... judgernent ... would be on their academic 
qualification. Not on their experience of delivering this sort of activity in a 
third country not on their ability to understand this country's culture or, 
this country's language or, this country's pedagogy or this country's social 
interaction. And, urn and its really interesting to see that those sort of skills 
are not often understood by service providers in Australia. On the contrary 
my foundation recognises that we don't have the academic skills and 
abilities to deliver what we want to deliver in this country so we contract 
for it we have the other. P2AM1 

A common thread through the data in this thesis is that for a project to effectively 
deliver 'products' that are useful to the host-country teachers, the designers and 
implementers must embark on extensive collaborative, consultative preparation 
work before the project commences. The interviewees gave much rich data about 
this important aspect of project work and while it was not contested in its essence 
the project management's attention to enacting the necessary pre-project work was 
found to be lacking. The interviewees P1/2AU2, P1AU1, P1/2AU4, P2AU3, P2LM1, 
P2AM1, P1LM4, and P1LU1 amongst others discussed their varying views on the 
significance of preparatory work. Much of the data demonstrated the ways the 
donor or provider organisations ignored information gathered in the pre-design 
stage. The above interviewees claimed that this also happened within the project 
team during the implementation period. The data evidenced the ways that project 
managers ignored ethnographic data collected (if any had been collected) during the 
appraisal stage of the project. This information is often put aside and project 
managers do what they think should be done. 

The above interviewees spoke candidly about ways in which the needs of teachers 
and students maybe effectively canvassed and the ways that projects could work 
from a collaborative basis. The Director of the AGA in the host country of Project 2 
discussed this issue from a 'market-driven' point of view and although his approach 
is perhaps more mindful of the accumulation of economic capital it also speaks of 
the imperative to deliver high quality services which meet the needs of the 'clients', 
in this case English language teachers and students. He believed that many 
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education projects do not undertake effective 'market research', thus implying that 
the preliminary feasibility studies conducted by aid agencies and educational bodies 
do not suffice as compared to the extensive research conducted by companies in 
search of new target audiences or the marketing of new products. He cited 
examples of how Cadbury or Mecedes Benz may effectively gather such 
information and then exclaimed: 

But at the end of the day what I'm trying to say to you, and I try to say to 
any other organisation, is why in the hell don't institutions and project 
delivery agencies be they CARE or AUS AID or anybody else why in the 
hell aren't they doing the same sort of things. The private sector 
organisations do it for a very important reason, to protect shareholder 
interest. Well it just so happens that the shareholder interests in say 
university in some cases they will be shareholders but, in most cases it's 'A' 
the Government and 'B' the academic capital the university has invested in, 
its operation its reputation. For want of a better word for public sector 
organisations, the shareholders are represented by the benefit Australia 
achieves as a result of delivering a particular product. So, I guess the 
question that needs to be answered is, and perhaps part of the point of 
what it is that you are trying to get to, is why in the hell don't public sector 
and academic organisations and institutions have a look at the reasons why 
private sector organisations are successful in delivering product into the 
market place and in sheer analytical sense delivery of product into the 
market place. ... and ah and an even deeper question is why in the hell 
don't the shareholders, whether they be the Australian tax payer or 
Ministers or others, why don't they demand that sort of be done. Um, so I 
guess part of the problem that I see when projects are not being delivered 
as effectively as they might be is, that I don't think that the research and 
strategy development has been done effectively. You more than often don't 
see ongoing evaluation. So, lets deliver project 'A' OK good idea ... but 
what's going on half way through are we constantly re examining what's 
happening? Are we taking advice from other agencies? Are we looking at 
what the competitions doing? P2AM1 

A university professor from the host country of Project 2 and a member of the MOE 
committee which liaised with the Australian project team discussed an example of 
what he considered to be a successful procedure for establishing an effective teacher 
training project. He referred to an ongoing project within the MOE. The project was 
run by an international organisation (referred to hereafter as the Learning Council) 
which facilitated student exchange, teacher exchange and English language teacher 
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training. He described in detail the ways in which the Learning Council collected its 
'ethnographic information' about the teaching and learning contexts in his country. 
The Learning Council held annual conferences where the governing body of the 
organisation invited speakers from the host country's MOE to discuss its ELT 
curriculum directions and related issues: 

they listen to the changes, for the developments, for the current situations 
of education in my country and ... to ... our expectations of those 
universities. This happens regularly once a year. P2LU1 

He went on to say how the organisation questioned speakers like he does about the 
current directions of the English language field and: 

so I think that those directors or the people who are in charge of those 
programs are in a way more familiar about new directions shown in the 
course of study than are the actual participants in those programs. It's true, 
and they ask the participants to bring the MOE authorised text book to the 
universities where they are going to and show them to the teachers in 
charge of the programs. And also we ask them to bring the video 
recordings of the lessons they teach in the classrooms and ask directors or 
teachers to have the time for them to discuss their situations or the 
problems in the actual lessons. And in this way I think the teaching staff at 
the universities who run those programs can know what sort of needs 
teachers have and what sort of real situations they are in the classrooms. 
P2LU1 

The interviewee went on to talk about the ways the MOE and the Learning Council 
project coordinators collected feedback from the host country's teachers and the 
participating universities. They held forums in the country where the teachers 
studied, for example, Scotland, England and so on, and then back in the host 
country where the teacher or teachers worked. The teachers and participating 
universities evaluated the project's activities and this was fed back into the next 
year's program. 

Another interviewee from Project 2, P2LM1, gave some valuable information about 
the ways in which the project could be successful. Firstly, he thought that the project 
should offer face-to-face courses within the host country; he gave examples of other 
foreign universities which had opened up off-shore campuses. Secondly, he had the 
opinion that teachers would want to study and work at the same time: 'most of 
them want to go there while they are working so the course should be given at night 

as an evening course or a summer course or something like that. ..'  (P2LM1). 
Thirdly, he thought that universities in his country and overseas prioritised research 
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over teaching and he believed that the Australian course should value their work 'as 
educators not researchers'. This interviewee also spoke about the experiences of 
teachers (from his country) studying in overseas universities: ••• many of them 
think that there is a gap between study at university and what they teach at their 
school. That means their courses don't always reflect on the teaching in this country' 
(P2LM1). 

The theme of contextualising and localising the projects' products emerged 
throughout the data and is clearly central to how the majority of the interviewees 
perceive an effective project. What was particularly interesting for me as the 
interviewer was that this topic was familiar territory for most of the interviewees. 
Yet it was one that had not been taken heed of by the university project managers in 
ways that seriously reflected the teaching and learning needs of teachers and 
students in the host countries. An interviewee, P2LU2, a university professor and a 
key member of the MOE project committee, discussed how important it is for the 
content to be based on the host country's English language text books and not on 
Australian materials: 

one of the important things for them is to use the text book itself. Not your 
own I mean, their own text books. As you know here in this country in 
both senior and junior high schools they, the text books authorised by the 
Minister of Education, are introduced and they have to use those text books 
and if ... all the text books you will give them is completely different 
from those which they are accustomed to use, they cannot adapt what they 
have learned in their project to their real situation. I mean in their own 
schools. So ... approximately I think, one third of the text books for the 
situation should be adjusted to the real situation here, including ... using 
their own text books. In that case, maybe you will produce or you will 
make the special workbooks which are adjusted to their own text books. 
This kind of thing has not yet been done in any of the English-speaking 
universities here in this country. P2LU2 

It is necessary to acknowledge and investigate the project implementers' resistance 
to using the host-country materials and context. As mentioned elsewhere in this 
thesis, the explicit goals of both projects were to change existing behaviour in the 
ELT field. The objectives of both projects were to develop new courses or new 
materials and to train teachers and/or teacher trainers. The objectives of Project 2 
(P2D1p.3) stated that the materials developed for the courses are focussed on the 
context and needs of the particular teachers. The interviewee from Project 2 below 
contested that this occurred: 
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Yeah,... well, it's hard to comment without becoming personal and I feel 
uncomfortable about that. But, I mean, I did get the feeling that in some of 
the cases it was, it was just adapting very little ... the old standard, like 
with the curriculum and methodology subject, it was stuff that had been, it 
was just revamped from, you know, decades previously, ...the  same kind 
of stuff was coming out... it could have been better tailored for the host 
country's context. The other point that it [the materials referred to above] 
was not for school education, it wasn't really adapted to young learners as 
opposed to adult learners, it was the old ESL stuff that had been around for 
years, just sort of slightly adapted. And I think that even stuff that's 
produced in LOTE [languages other than English] in Australia, often has 
been, shown more relevance to school learners and what works well for 
school learners, in terms of the suggested materials, or you know, teaching 
activities. Yeah, on the other hand, I think for, for the teachers themselves, 
often they want to get out of their context a little bit ... I think there's some 
appeal, you know, why would they do this course rather than a course 
that's not with a university in their own country, because it does seem as 
though it's going to broaden their understandings, you know, a little bit 
more. So I think it's good to provide some international context, maybe a 
little bit of comparison, letting them see what's happening in language 
teaching in other countries in schools, but don't know if it really addressed 
either issue very well. P2AU3 

The interviewee above raised the issue of how curriculum which was developed for 
an 'innovative' project should be informed by developments in other fields of 
language teaching. In particular, she referred to the way the EFL field could benefit 
by developments in LOTE teaching in Australia. The EFL context, where English is 
a subject of study rather than the dominant language of the society can gain much 
from the burgeoning field of LOTE in Australia where similarly the foreign 
language is a subject of study. In the extract below she expands on the relevance of 
LOTE to EFL and how some of the LOTE principles of language learning did inform 
the project's materials: 

in LOTE here, ... ,in language teaching in schools, it is getting learners to 
think about how they learn and getting learners to think about how they 
can promote their own learning, develop their own learning. That was in 
danger of not being included at all, until it was raised by several different 
people and so that, I think, was the good thing about the way the material 
was written was that there was, for some period of time at least, there were 
forums to discuss the material as it was produced. And I think that that 

182 



Chapter 6 Naming the game: practices in the field 

really had a benefit, but that didn't, there were time constraints, it didn't 
continue. But I think that really helped the materials, even though you may 
say it wasn't necessarily all taken on board, but there was an opportunity at 
least, to... talk about the content. P2AU3 

This interviewee was particularly well versed in the teaching and learning practices 
of the host country. As mentioned earlier, she is bilingual, bicultural and a very 
experienced LOTE and EFL teacher as well as an education manager. She was 
seconded to work on Project 2 because of her professional expertise. Throughout her 
interview she expressed disquiet about what she termed 'the misguided' focus of 
the curriculum and doubtful of the way it would meet the needs of the target 
audience. During her involvement with the project she was particularly concerned 
about the suitability of the materials and she talked about how she continually 
sought ways to offer her skills to the project. At one point she offered the Australian 
curriculum writers EFL teaching material that she collected from website searches. 
This material was produced by expatriate English language teachers in the host 
country and was made available for the host country's teachers to read and use. She 
explained how these resources were accessible, current, contextualised and 
interesting and how that this material reflected the sort of goals that the project 
courses adhered to, yet it was rejected. She added at the end of this section that 
there were perhaps reasons, 'it may not have had that international flavour then 
either, so it's hard to know' but there is still a question that is discussed further in 
later sections of this chapter about the type of 'legitimate knowledge' that is allowed 
in project work. 

The ELT field, dominated by 'native speaking countries', continues to think itself 
the leader in teaching English, that it has the correct, appropriate and exportable 
approaches and methodology. In aid or fee-based projects the implementers most 
usually seek to replace the indigenous teaching methods with those from Britain, 
Australia or the US. An intriguing complexity of this field is that the host countries 
seek the assistance of native English speakers and organisations from English-
speaking countries. The notion of 'native speaker' legitimacy in knowledge and 
work practices is deeply embedded in English language teaching projects. Insider 
accounts from projects in addition to those gained from the interviewee data for this 
thesis illustrates the power of those deemed to be legitimate. The following account 
resonated with the data in this research. 

Copley (Appleby, Copley, Sithirajvongsa and Perinycook 2002) was a language 
education project adviser with an aid-funded project in south-east Asia. In her 
recent writings about project work in South East Asia she relates a discussion with 
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an ex-colleague from this project. They occupied very different positions in the field; 
she was engaged as an expatriate technical expert and he as a 'counterpart' teacher 
as well as a respected member of the country's Ministry of Education. They talked 

about the difficulties he was facing in the workplace, inequity in remuneration, the 
expectation that local staff would work long hours but earn their second income 
elsewhere, a lack of communication and negotiation and unexplored assumptions 

on the part of many project participants. His story concerned conflict over who 
would write an exam for the local trainees. The local staff had all the relevant 
knowledge and experience but expatriate staff decided that they would write the 
exam. It turned out that the exam was inappropriate for a number of reasons; the 
local staff had forewarned the expatriate staff but their advice was ignored. The 

result was that the majority of the students failed (Appleby et al 2002). 

6.5 Positions at work 

The above story of project work connected closely with the stories of interviewees 
from Project 1, particularly in terms of 'divisions of labour'. A feature of Project 1, 
and one that is common to many aid projects, was that of the position of the 
'counterpart'. An interviewee from the Australian project team (P1/2AU4) 
described in detail the nature of the positions from her point of view. She talked 
about the way that the positions were originally identified; it was an assumption 

that there would be 'counterparts' in the project, although these positions were ill-
defined and not surprisingly there was no position for a 'counterpart team leader'. 
Usually a local team member was 'counterpart' (that is, they shadowed or were 
mentored in that position) to an expatriate team member. The counterparts were 
initially assigned to the teaching staff and in the third and fourth years of the project 
there were 'counterpart' course coordinators. The interviewee pointed out a curious 
feature: the 'counterpart' coordinators did not have a substantive non-counterpart 
member of staff, that is, there was not an expatriate team member in a substantive 
position. In the case of Project 1, even though the local staff were eventually 
appointed to a particular position in the project on their own merit, they were still 
called 'counterpart staff'. This was a highly significant feature of the relations in the 
field. The term 'counterpart' was not neutral, it signified that the staff member is not 
fully 'expert' or 'professional', and this naming of local staff contributed to the 
delineation of power in the field (Arnold and Sarhan 1994). 

The above interviewee raised a controversial aspect of this organisation of the 
human resources in the project field. 'Counterparts' received a salary supplement, 
that is, they received their local salary and an allowance. This was another curious 
feature in that the 'counterpart' staff were highly trained and qualified staff (all had 
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postgraduate qualifications from Australia and some had studied in Singapore and 
the USA as well) and yet they did not qualify for a full project adviser position and 
were not paid the equivalent rate. The whole issue of money in Project 1 was 
contentious. The expatriate staff were paid a phenomenally high salary (P1/2AU4, 
P1AP1) in spite of the host country's poverty and particularly low salary for host-
country teachers. The economic disparity between the expatriates and host-country 
staff was a preeminent factor affecting the relations in the field. Reportedly 
(P1/2AU4, P1AP1) this factor hindered the development of collaborative 
relationships in the project. This was a critical issue in the running of aid projects 
but one that was least likely to be resolved; the expatriate staff are the beneficiaries 
in project's micro-economy. They are the dominant players in the struggle over 
economic capital within the project field and it is hard to imagine that they would 
relinquish this position. 

The counterpart staff were apparently paid the equivalent of 10 to 12 per cent of the 
average expatriate staff's wage. The 'counterpart' staff's bilingual and bicultural 
skills were not recognised by the project management; these staff were not 
employed as 'technical experts' as were the sometimes less qualified Australian 
staff. The above Australian interviewees (P1/2AU4, P1AP1) were damning of this 
aspect of project work but the host-country 'counterparts' did not speak so 
negatively of their experience. In fact, most saw the role of 'counterpart' as an 
opportunity for professional development. The interviewee below (P1LU3) felt 
some gratitude towards the project for this experience: 

I really gained a lot of experience of working, ... probably four or five years 
of working as a counterpart and what impressed me a lot is that the way of 
training people how to work, like personal development, ... and also 
professional development at the same time. P1LU3 

She also felt that she gained a range of skills in testing and other forms of 
assessment. This positive experience was echoed by all of those interviewees who 
worked as counterpart lecturers and coordinators. There was, however, a common 
difficulty that all 'counterpart' interviewees raised and that was the problem of the 
'double job' (here I refer to the project position and their substantive position in the 
host-country institutions, not to other work these staff may be doing as their second 
or third jobs) and the process by which they were seconded to the project. The 
interviewee above (P1LU3) described how she managed her work life. Her 
substantive position was a department head in the university. During her 
secondment to the project she would finish her day as a 'counterpart' and then 
return to her substantive place of work to attend to her department duties. This was 
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the case with all of the host-country interviewees. A common problem, it seems, is 
that they would have complaints from co-workers in their institutions or ministry 
departments. Their co-workers, the interviewees thought, felt that the 'counterparts' 
were shirking their substantive duties if they were not at their normal place of work 
when required. 

The 'counterparts' I interviewed, felt that they were constantly 'running to catch up 
on [their] work' (P1LU3) and would have to work almost a seven day week. This 
was most often in stark contrast to the expatriate staff who were able to regulate 
their work and enjoy much more reasonable working hours (P1LU3). 

From one perspective, it may seem that perhaps the 'counterparts' were well-off for 
they were getting extra pay and the opportunity for professional development as 
well as being away from their regular place of work. However, looking closely at 

the interviewees' 'conversations' about this issue another story emerges. It appears 
that the whole issue of 'counterpart' staff was vexed on all fronts. From the donor 

perspective, as represented by interviewee P1/2AU4, 'counterpart' positions are a 
necessary component of the project proposal and implementation document. 
'Counterparts' are viewed as integral to fulfilling aid and development objectives, 
specifically those of 'sustainability' and 'capacity building'; also relevant to Project 1 
was that of strengthening institutional links in the education sector (P1D1p.2). The 
interviewee referred to above talked about how the project management team was 
insistent about the issue of obtaining the 'counterparts' it wanted for the project. 

The host MOE on the other hand (interviewee P1LM2) had the problem of scarce 
human resources, particularly in the educational leadership area, and these were the 
staff the project team wanted. Another related issue was that the host staff 
(specifically P1LU3 and P1LU4) were concerned about working with the project for 

too long as then they would be in danger of losing their substantive positions with 
their institutions. 

A central problem with the practices of the project management as articulated by 
the host-country interviewees (P1LM2, P1LU3 and P1LU4) and three Australian 
team members (P1/2AU2, P1/2AU4, P1AP1) was that the Australian project 
management did not recognise the relationships in the education field in the host 
country. The host-country MOE seemed to have complex and at times tense 
relations with the tertiary sector in the host country (P1LU1, P1LU3). Requests for 
project 'counterparts' needed to go through the MOE and as one interviewee stated 
(P1LU1) 'you can't jump across. ... it takes time, you know, too long'. This comment 
was in reference to the request procedure which involved the project management 
writing to the MOE, the MOE then writing to the university management, who then 
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wrote to the relevant department of the university and then the head of department 

would decide if it was possible to release the staff. 

The project management team, in the view of P1/ 2AU4, would put pressure on the 
MOE through the teacher training department to release the counterpart staff, but 
the Australian team were not aware of the internal MOE machinations. The 
relations between the university management and MOE was undergoing changes in 

terms of management responsibilities and the Australian project team was not 
cognisant of the particular interests of the host-country education institutions. What 
this all seemed to mean was a lack of clarity about when and who would be 
seconded to the project and really how willing the staff were to take up the 
'counterpart' positions. 

This section elucidated the ways in which the positions in the project teams were 
placed in the field; the positionings do not tell the whole story of how the 
interviewees experienced work within the project but rather give insight into the 
power relations in the field. The interviewees' recounts of positive work experiences 
may well have been influenced by the construct of the interview. 

6.6 Conflict in the field 

Conflict is a common thread in ethnographic studies of education projects. The issue 
of competing and conflicting interests is highlighted in Adrian Holliday's (1992, 
1994, 1995) work on project life: 'conflict of interest is a recurring theme - between 
different professional groups, between curriculum developers and teachers, and 
between teachers and students, especially where there is cultural differences' 
(Holliday 1994:6). 

An interviewee from the aid-funded project spoke at length about the project at the 
interpersonal level. She (P1AP2) had left the project feeling that her work had not 
been valued by the Australian project management team and felt that the skills she 
brought to the project - many years of experience in the education sector in the local 
context, fluency in the local language, and effective networks in the local context - 
were seen as irrelevant by the management group and particularly by the team 
leader. She saw that the interests of the expatriate aid staff centred mainly on the 
ways in which the project could meet their own personal ends. This interviewee was 
bilingual in the host country's language and had years of experience within the host 
country's education sector. 

She stated that the project management were not interested in solving conflict 
amongst the aid personal: 

the team leader spent most of his time writing the reports - translating 
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fairly superfidal project work in to the 'milestones' that the project has met. 
It was incredible really; he (the team leader) was mainly interested in 
getting the things that made his life as comfortable as possible. For 
example, the project had to buy two vehicles, so the team leader buys a car, 
a domestic car that was entirely unsuitable for project work. So it's obvious 
then this is his car; he went home for lunch every day for 2 hours and the 
car went with him. The other car, a van was delegated to another project 
staff, who happened to be a very close friend of [the team leader] and was 
designated as deputy team leader by the our team leader. This position was 
not in the project description ... anyway, back to the car, she, the newly 
appointed deputy team leader also claimed that as her private vehicle. 
P1AP2 

In a sense conflict within a project can meet the ends of the project management 
company as the company team is then never challenged, following the principle of 
'divide and rule'. There are many accounts in the literature of projects where the 
staff are left feeling personally devastated as a result of their work on international 

education projects (Brown 2001; Goulet 1995; Hall 1997; Holliday 1995, 1999; 
Murphy 1999) and one cannot help but wonder whether it is an intention of the 
management to maintain the conflict. The data (P1APD, P1/2AU4, P1AP1) for this 
thesis resonated with the literature in the sense that many of the interviewees felt 
disenfranchised in the work of the project and felt that their contesting of issues 
from the sideline was of no effect. 

The relations in the field were hierarchical; the project management company in 
Project 1 was seen to occupy a much more dominant role than its partner, the 
Australian university (P1/2AU4, P1/2AU2). One interviewee (P1/2AU2) from the 

university talked about his experience of conflict within the project: the 'playing 
field' was far from level; the project team leader was employed directly by the 
company and was therefore its representative in the field. The interviewee talked at 
length about the features of the relationship between the university and the project 
management company: 

As I said before there was three or four parts to the project and the 
university was only directly involved in one. But as, as the nominally equal 
management partner, we, the university, had expected to have some role in 

the other components yeah, the setting up the English language regional 
locations... Now, in terms of what the university was directly responsible 
for, and had a budget for, we could operate academically autonomously 
quite independently from the project management company and in fact did 
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so. They had no, no say in the way that we chose to fund people or staff or 
use counterparts, testing, you know, and they had no expertise, and 
experience. But when it came to any dispute over their work, quite major 
disputes between the university and the team leader in country, the team 
leader was very much a part of the project management the team, and in 
every case, sided with the project management company when the 
university brought up issues of quality or the budget. So I haven't 
mentioned his role before, but that was actually a pivotal role, because a 
different sort of team leader could have seen his or her position as 
mediating these things, between the various parties. But this team leader 
didn't have the strength to do that, and he chose to, in fact he was a very 
ineffective team leader, he chose to ally himself, align himself with the 
project management team, so the project I think lacked any direction. 
P1/2AU2 

The above interviewee went on to describe more of the difficulties and tensions 
within the project management 'team'. He felt that the gap between the vision he 
held as the project manager for the university and that of the team leader and the 
project management company had widened considerably during the first year of the 
project. He expressed his concern that as someone who had worked with English 
language teaching professionals in the host country for a number of years and had 
bilingual language skills as well as his own status within the academy he would be 
seen as a valued partner in the project. He expressed his view of the situation as 
indeed critical: 

it had deteriorated quite, quite, quite seriously and I wasn't able to remedy 
that situation because it seemed almost like irreconcilable differences. 
Ways of looking at culture and language and teaching, and development 
projects, the whole notion of development projects. P1/2AU2 

Yet his final remarks (not quoted here) in this section of the interview were to 
comment on the strong and constructive relationships that developed between the 
Australian TESOL professionals and the host-country TESOL professionals. He used 
the term to 'fantastic' to describe the collaborative work efforts that were achieved 
in the university study programs conducted under the project. 

6.7 Strategic learning in project work: managing learning 

The practices of project work sparmed a wide range of activities although, as 
mentioned in other parts of this thesis, the 'core' work in the project proposal 
documents pointed to the teaching and learning of English. In following chapters 
and earlier sections of this chapter the data revealed an array of responses to and 
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understandings of the notions of intercultural work in terms of views of language, 
culture, the interests of the project stakeholders and project work. The present 
section looks at some comments from interviewees involved in the teaching and 
learning practices of the projects and there emerged a positive, constructive 
experience for these interviewees. This is an intriguing and perhaps contradictory 
aspect of the research into the work of these two projects as previous sections in this 
chapter point to a dissatisfaction with the management practices in the project. The 
interviewees identified involvement in the projects' work as an immense positive 
learning experience for both themselves and the course participants. 

An Australian university lecturer from Project 1, P1AU1, commented on the good 
relationships she observed in the courses run under the teacher training component: 

I saw engagement and interaction between both parties. I observed 
literally, at the sitting down and talking through how to plan a lesson, I 
saw a lot of interaction and engagement between the two sides. P1AU1 

This 'effective' engagement is a theme in most of the interviewees' discussions of 
the teaching work of the projects and in particular the host-country teacher 
educators in Project 1 saw this area of work as offering an example of what is 
championed by the project documents, that is, collaboration and cooperation. 

A host-country university lecturer, interviewee P1LU2, who worked as a 
counterpart lecturer with Project 1 was overall very positive about the impact of the 
teacher training project. He viewed the teacher training post-graduate certificate as 
a significant innovation for this country's teachers: '...it stimulates or encourages 
this country's teachers, ... it encourages them to develop themselves'. His view that 
the certificate course offered teachers an opportunity to develop themselves, to 
develop their career, was supported by other host-country interviewees from project 
one. His comments below reflected a general view (of the interviewees) of the 
certificate: 

they upgrade their knowledge as well, upgrade their ability, upgrade their 
techniques, I mean the way they participate in the course I think they 
gain experiences. P1LU2 

In a further comment he made particular reference to participants from outlying 
regions where access to resources, training and English speakers was minimal if 
any. This interviewee had no negative points to make about the project courses and 
his experience as a counterpart only to say that there was not enough time. The 
course was delivered over sixteen weeks during the annual school holidays. The 
teachers in country one usually have to earn additional income to their teaching 
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salary (which is very low), so that means as well as attending the training course 
during their annual break they also have to give up their second (or third) job for 
the duration of the course. 

I mean that the teachers have no time to relax. I mean that they work 
twelve months in the year, like teaching just nine or eight months, then the 
course here. P1LU2 

He was also very positive about the work practices, connected to teaching, modeled 
by the Australian university teaching staff and thought that his country's staff 
/participants should take the opportunity to learn about project work practices 
from the Australian staff. He had worked as a 'counterpart' lecturer on all of the 
previous university courses and felt that he had gained in experience in many areas 
of delivering post-graduate teacher training. He named in particular the style of 
lecturing, that is, an interactive approach to learning. He also pointed to the way 
that the lecturing staff organised the teaching program, that although there was a 
program and timetable which the lecturers followed there was also room for 
negotiation about the schedule if any issues arose. He went on to say that these 
particular type of work practices modeled by the Australian staff will help to 
develop his country's staff: 'like you follow the timetable here. You come to work on 
time, like here. In case you cannot do or you have to tell beforehand something like 
that.' (P1LU2) 

This interviewee was in general very positive about the learning of management 
skills in the project. He had discerned that his country's project participants and 
perhaps more pointedly the ministry officials needed training in conducting project 
work (this was also pointed out by two other interviewees) but said that in his 
opinion the university partner had undertaken this task. This was an issue raised by 
a number of host interviewees from Project 1. For example, P1LU4 felt that the 
university had offered significant training and supported the call for further 
training for host-country personnel. She pointed to project management as a 
particular area of need: 

So concerning management, ... I think if possible try to train my country's 
staff to run it. I mean more, ... because we know ourselves that we lack this 
skill really, but so far I think the university, ... had already done that, I 
mean try to have more. P1LU4. 

Interviewee P1LU1 raised some very interesting points in the discussion about the 
finishing up of the project that were shared amongst the host-country stakeholders 
in Project 1 and these centred around the issue of sustainability. The discourse of 
sustainability in aid-funded projects, as constructed by the donors and funders, is 
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demonstrably powerful in the way that it shapes the design of projects and the 
obligations it puts onto the host-country staff. However, it seems that the discourse 
is not internalised by the host-country stakeholders in the same way; in some ways 
the latter groups of interviewees subvert the notion of sustainability by identifying 
the positive features of the project and how a host-country-run project would not 
contribute in the same way. The interviewee referred to above showed some 
disbelief that the budget would not continue. He also raised some contentious 
points about sustainability and the possible problems if only the host country's staff 
ran the project. He revealed significant positionings of participants in the field and 
even with the absence of foreigners the field would still be dominated by those 
players who have more valuable capital: 

Now, if there is no co-operation between society [he means no bilateral aid 
project] I think this country's staff ... will face a problem. You know, ... I 
think we cannot stay on our feet here, but ... we want to stand on our feet, 
but I think we will face the problem if only my country's people staff this 
course. I don't know why, maybe it is this country's style... If we work 
with our close friend or something like this. ... we don't work completely 
100 per cent, just only 80 or 90 per cent. If you work with the foreigners or 
we work with the other people we intend to work and we work well. I 
don't know why it happens like this. P1LU3 

He made a further point that his country's participants would not take the project 
seriously if it was run by his country's teacher trainers. He was very concerned 
about the proposal mentioned earlier (Section 6.2) that the course arrangements 
would change and the host-country teachers would undertake part of their masters 
studies in the host country rather than completing them all in Australia. He asked 
the question of 'who would teach the course in the host country?'. By asking this 
question, the interviewee was concerned about whether the host country's teacher 
educators or Australian staff would run it; this is a significant issue for the 
participants. The course would not have the same status in the participants' eyes if it 
were run by local lecturers. This was a point supported by the data from the other 
host-country interviewees (P1LU2, P1LU3, P1LU4, P1LM1, P1LM2, P1LM3, P1LM4, 
P1LM5) and indicated adherence to the discourse of the primacy of the native 
speaker of English (Phillipson 1992b). The notion of the native speaker of English 
here is extended to native-English-speaking institutions and nations. 

The host-country interviewees illustrated how deeply the discourses of colonialism 
have become internalised, that is, that the expatriate lecturers (native speakers of 
English) are better and offer more valuable stakes than local staff. This is also an 
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example of the symbolic violence of colonialism and aid, that the local 'experts' are 
devalued and marginalised in the unequal distribution of cultural capital. Another 
way to look at this is as a distribution of symbolic capital in the sense that the 
expatriate staff in fact may not be as well trained as the local staff and have no real 
interest in the development of local teachers; their interests may well lay with their 
own self improvement and the accumulation of economic capital. 

The host-country 'counterpart' interviewees were very positive about what they 
perceived as the 'flexibility of the project'. Flexibility as noted in Chapter 8 is a key 
point in the design and proposal documents; without exception the host-country 
participants (P1LU3, P1LU1, P1LM2, P1LM1, P1LU4, P1LM4) in Project 1 all praised 
the ways in which they perceived the project to be 'flexible' and saw that this was 
somehow very important for their particular situation. There were a number of 
examples given which demonstrate the project's 'flexibility'. Two that seemed 
highly significant for the host-country participants centred around responding to 
the needs of the teachers who were students in the project. The first initiative was 
the introduction of English language bridging programs in regional locations. The 
English language proficiency of teachers in outlying regions was low and it was 
unlikely that they would be able to productively participate in the project course. 
The Australian university team wished to include more teachers from the regions 
and hence set up English language bridging courses in the regions to provide 
teachers with the opportunity to increase their English language proficiency and 
qualify to study in the project course. 

The second was to introduce a practicum component after the first year of the 
course. The original program did not include a component where the students went 
to a school and taught under a teacher who had previously gained a post-grad 
qualification in TESOL. The intention of the practicum was to give teachers an 
opportunity to team teach with a fellow student, to get peer feedback and feedback 
from a course lecturer. The practicum proved particularly valuable for teachers 
from the outlying regions who had not had the opportunity to teach in a school with 
reasonable resources. The city schools in this country had more teaching resources 
than those in the outlying regions. This may mean that they have enough seats for 
the students, a blackboard and chalk, the students may all have books to write in 
and in some cases there may be electricity and a tape player. 

The host-country interviewees were impressed that the program was changed in the 
light of the needs of the students. The Australian staff were replicating the type of 
teacher training programs that are run by Australian universities; the introduction 
of the practicum could be viewed as an addition to assist the Australian staff to 
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become more comfortable with their work in an unfamiliar context, not necessarily 
as an innovation. This is perhaps too harsh but I am interested in the responses of 
teachers in Project 2 (Section 8.4) who are concerned that their teaching 

qualifications and status is not recognised by the Australian project. In introducing 
a practicum for already trained teachers the Australian teacher educators are 
perhaps inadvertently drawing on the notion of the 'deficit learner'. 

6.8 Conclusion 

This chapter drew on the interview accounts that described and discussed the 
structural aspects of the project field, the practices within the field and the 
relationships between these two characteristics of project work. The analysis of this 
data exposed a dominant notion (see Section 2.3 for a discussion of this notion) of 
work organisation and work practices which reflects the economic rationalist model 
of the project discussed in Chapter 2. The behaviours inculcated by the field 
reproduce the institutional practice' (Fairciough 1989:33) from the donors or 
providers context. Bourdieu in Bourdieu and Passeron (1977) offers a description of 
this inculcated habitus which links the topic of work practices with themes 
discussed in the other data chapters: 

(The) habitus, the product of history, produces individual and collective 
practices ... [in accordance with a] .... Principle of continuity and regularity 

[seemingly] without a rational basis. (Bourdieu and Passerson 1977:82) 

This notion of practices (and in this research I am concerned primarily with 
practices in the international language education project field) as a realisation of the 
dynamics of a field which have largely been derived from events and organisations 
that have gone before, allows me to understand the seeming reappearance of 

international relations predicated on those established during the colonial era. The 
dynamics of the field, that is, where revenue-hungry organisations from nations 
holding the most valued capital (this includes economic, cultural in the form of 
qualifications and linguistic) such as universities, project management companies 
and other related institutions search the globe for opportunities to maximise profits 
is not unfamiliar territory. The international and national funding bodies often in 
collaboration with transnational companies and/ or the private wings of 
universities determine the priorities and focuses of the next of funding. Negotiation 
and collaboration, supposedly the guiding concepts of the establishment of 
genuinely international projects, takes place in the inner sanctums of the above 
organisations. One way to transform relations in project work would be to increase 

local participation in project design and implementation. This is a strategy 
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recommended by others in the field of project implementation and development 

(Phelan and Hill 1998; Abdul-Raheem 2000). 
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7.0 Introduction 

Language education projects, as identified in previous chapters, are unpredictable, 
dynamic, and complex. One aspect of this complexity is the different and often 
competing interests of the project stakeholders. 

This chapter is an attempt to understand the complexity of stakeholder interests: 
who are the stakeholders in international education projects? What are their 
interests and how are these interests represented in project negotiations? In respect 
of these interests it is an aim of this thesis to bring to the surface the processes by 
which some stakeholders have their interests negotiated and represented and others 
do not. In this study the notion of the beneficiary is problematised to reveal the 
complexity of the project field and how the different interests of the stakeholders are 
represented (or not) in relation to the different types of capital they are able to 
deploy. 

Another issue explored in this chapter is the question of what defines the success or 
failure of a project. Through exploring the data the chapter is able to show how all 
stakeholders display their particular interests in participating in project work and 
that the interests of individuals or groups may differ or concur for unexpected 
reasons. The project field is one of struggle: the stakeholders struggle over the scarce 
resources in the field. The data reveals that the project is not a 'level playing field': 
the agents take up positions according to the relationship between habitus, capital 
and field and within these relationships are features of domination and 
subordination. A deeper understanding of these positions enables us to see how 
success and failure cannot be understood simply in terms of meeting set goals or 
outcomes but rather are related to often competing and conflicting interests of the 
stakeholders. 

In section 7.11 describe how I understand the term 'interest' and how it is used as 
an analytical notion in this thesis. This section describes the stakeholders within the 
projects and how their interests are represented and negotiated. The next section 
(7.2) navigates through the complexities of success and failure and addresses the 
ways in which a project may or may not be perceived as successful by particular 
stakeholders. In section 7.3 the data revealed the many different ways that an 
agent's interests are negotiated and represented. Section 7.4 provides the chapter 
summary and conclusion. 
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7.1 The notion of interest 

In Section 3.1, I discussed briefly the manner by which the concept of 'interest' 
became a pivotal notion in my research. This process is of fundamental concern to 

this chapter. In my initial thinking about this research, a case study of two 
international language education projects, my motivation was to problematise the 
position of the 'beneficiary'. I was working within the framework in which the 
projects were a binary construct between the donor/provider and the beneficiary 
and I was principally concerned with how the particular 'interests' of the 
'beneficiary' could be more effectively negotiated and represented. In Section 4.4 I 
mentioned how one of my first interviews with a stakeholder in Project 2 (P2AM1) 
turned my thinking completely around. In his interview, which is discussed at 
length later in this chapter, he talked candidly about the many different interests 
and different beneficiaries in the project and how at different times in a project's life 
particular interests may be paramount. Looking back now this is axiomatic of the 
dynamics of the project field but in that initial period of my field work my 
assumptions were still based in the binary relations in the field. In this chapter I 
explore in depth the nature and impact of stakeholder interests as they are revealed 
by the data. 

In discussing the notion of 'interest' I firstly have to declare my interest in writing 
about international language education projects in this way. I work with an 
Australian university and I have been involved in a number of international projects 
in a variety of roles. It was through my involvement in projects as teacher, project 
adviser, project proposal writer and project implementer that I became aware, quite 
naively I suppose, that all was not as it seemed. To give further explanation, I felt a 
growing unease that we were not all working to the same goals and that while I and 
other colleagues ostensibly took on the onerous work of the project objectives or 
tasks, others did not seem to be working towards what I assumed the principal aims 
of the project. At the same time I came across the growing body of literature, of 
articles, books and conference discussions addressing 'the problem of projects'. 
What the literature suggests is that projects fail, as referred to in Section 2.3 of this 
thesis, and not only do they fail, they cause damage and destruction to the areas 
they are located in, not just in the provision of services, or lack of, but to the 
individuals (perhaps some) working in the projects. In a sense, researchers such as 
Murphy (1999), Abdul-Raheem (2000), Griffin (1991), Pottier (1993), Morris (1991), 
Swales (1980) describe the project staff as the 'scrapnel' left in the wake of the 
ravages of the international language education project. Swales (1980) describes a 
scenario of project which reflects current dilemmas of project work. 
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Expatriate staff of projects often ignore the real needs of the beneficiaries 
and to appear in the 'busy work' mode pursue their own interests and 
produce materials satisfactory to their own standards - independent of 
local interests. They then achieve 'a validity which was internal to the 
expatriate world of the project; but they failed to achieve external validity, 
in the terms of the host institution (Swales 1980:62). 

The issues of conflict and the 'success and failure' of projects are discussed at length 
later in this chapter. 

7.1.1 Stakeholders and stakeholder interests 

The notion of the 'stakeholder' was described in general in Section 2.2 and with 
more specific reference to the project work under research here in Section 5.3. In the 
latter section the positions of the particular stakeholders were described. In this 
section I wish to demonstrate the complexity of the notion as revealed in the 
research data and in following sections illustrate the different stakeholder interests. 

The term 'stakeholder' was not applied widely by interviewees in the data. It 
appeared that only the interviewees who were more 'in the know' about project 
work used the term to refer to those people that held 'significant' positions in the 
field. The interviewee (P1/2AU2) describes the stakeholders as really the key 
players in relation to Project 1: 

There were four or five stakeholders in a sense, and the initial project 
design was constructed between the aid agency for the Australian 
government and the Ministry of Education for the host country's 
government, so that's where it started. Then the project was put out for 
tender. The project was won by the Australian project management 
company, ... and an Australian University was in partnership with them, 
the project management company. So the lead contract was between the 
project management company and the government aid agency, but the 
University was, not quite sub-contracted, but we had areas of responsibility 
within the main project. P1/2 AU2 

In the above quote the 'stakeholders' are given a position distinct from those groups 
of people who would participate in the work of the project, that is the project 
teaching staff, the administrative staff, the teachers undertaking the courses and 
workshops, the school and university students and the family members of these 
students and those other project participants that had a 'stake' in the project. The 
'key' players as identified above conducted the most overt struggles in the field over 
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accumulation of the available resources. These struggles are revealed as the 
interviewees discuss ways in which 'interest' prevailed in project work. 

In contrast to the above view of stakeholders, other interviewees, while not using 
the terminology, saw the stakeholders in the project as much broader, including the 
students and the family. The host teacher interviewees in Project 2 (P2LT1, P2LT2, 
P2LT3, P2LT4, P2LM2) were particularly specific in discussing the complex 
relationship between the teachers, students and the latter's family members. 
According to these interviewees the interests of these groups were at different times 
in conflict but came together around certain aspects of the project's work. This was 

primarily in the area of access to desirable universities. 

This broader view is one that I wish to work with in this thesis. As mentioned 
above, stakeholders are all those who have a 'stake' in the project. This description 
concurs with the way Kaplan (2000) below depicts a complex web of politicised 
relationships within the field of English language teaching. I think Kaplan's 
depiction is equally applicable to the ELT international projects in this study. His 
list of stakeholders clearly demonstrates 'crisscrossed power lines' within the field 
of the projects and also shows the relationships of stakeholders within and across 

national boundaries. 

• teachers and students; 

• students and students; 

• students and parents; 

• teachers and parents; 

• schools and parents; 

• teachers and teachers; 

• teachers and administrators; 

• administrators and the state; 

• schools and communities; 

• schools and society; 

• languages and students, parents, teachers, administrators, schools, 
communities, and societies; 

• teaching materials, curricula, and assessment instruments, and the individuals 
who create and buy and use such things; 

• between any number of other pragmatic oppositions that mark the end of he 
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twentieth century (Kaplan 2000:vii - viii). 

The complex maps of the projects (see Sections 5.4 and 5.5 for detailed maps of the 
projects) comprising numerous stakeholders with very different interests, skills, 
abilities and experience in this type of work presents a difficult terrain to navigate. 
Stakeholders may align over certain issues or work practices or conflict. I can not 
make any assumptions about why and how they 'play the game' of project work, I 
can only assume that the field is delineated by power and legitimacy. I cannot 
presume that all stakeholders have a desire for the project to 'work'. What I suggest 
is that stakeholders have disparate interests and that for some stakeholders, the 
success or not of a project bears no relationship to the success or otherwise of their 
individual involvement in the project. The interviewee (P1 / 2AU2) discusses 
alliances and fractures within Project 1: 

It was particularly interesting too, I'll bring in the host-country Ministry of 
Education too, because we had the management in Australia, which was 
project management company, and its representative in the host country, 
which was the team leader, the Australian team leader. There was no real 
counterpart for the team leader in the host country, that was another 
problem, which was not great, and then you had the host-country Ministry 
of Education, parts of which were supportive and parts of which were very 
self seeking and self serving, and in a sense, this uneasy, alliance, in my 
eyes ... grew up between the Australian team leader in the host-country 
and parts of the host-country Ministry, the top parts of the host-country 
Ministry. And in a sense, it replicates power structures in many situations, 
where the top people look after each other, and the grass roots people get 
on with the work. P1/2AU2 

This extract illustrates the complexity referred to previously: the host-country MOE 
cannot be conceived of as a unitary entity, since individuals within the MOE have 
different interests and expectations. The ways these agents may play the 'game of 
project work' cannot necessarily be predicted. The interviewee has identified a 
significant absence in the project, that of a host-country team leader 'counterpart'. A 
critical theme in the design document for this project was the concern with 
sustainability (as mentioned in Section 8.1), that is, that the Australian project team 
work with the host-country team in a way to ensure that the work of the project 
continues beyond the life of its funding. The project would hopefully become 
financially and professionally sustainable. The interviewee above expressed grave 
doubts about the enduring interests of the stakeholders and puts forward the idea 
that some of the key stakeholders are in 'the game' to pursue their own interests. 
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Different stakeholders may feel different levels of ease about their participation in 
the project, and this is not simply due to whether the participant is from the 
donor/ provider's country or not. Stakeholders may have cultural capital outside of 
the project from being known as language specialists, ministry officials, teaching 
professionals or prominent university lecturers or professors but these same 
qualities that brought cultural capital outside may be actively despised inside the 
project. Students may respect the professional qualities or the standing the project 
stakeholders have in their particular discipline or area of work and these qualities 

might be essential for bringing in students but they cannot be traded for cultural 

capital inside the project field. 

7.1.2 Stakeholder interests: grand interests 

The projects investigated for this study were situated at particular times in 
international economic and social relations and the particular interests 
demonstrated by key stakeholders need to be contextualised within the broader 
realm of these international relations. Major donors, Australian aid agencies and 
other auspicing organisations express their interests in funding and supporting 
international education projects in different ways at different phases in international 
and global relations. The donors are informed and influenced by world economic 
and social events. This scenario of changing frameworks and priorities means that 
the bidders and tenderers must maintain a current knowledge of the role of projects 
and flexibility in the way they respond to the project designs. 

The interviewee (below) talked about the priority changes that the aid donor for 
Project 1 went through in the last decade. The interviewee's view reflects the way 
that the aid agency's focus and priorities shift according to the government's 

political policies: 

Well, the Australian aid agency's, as I see it anyway, ... principles are aid 

development, it changes according to the government in power. I mean, we 
had a period back in the early 90s where it was explicitly an aid/trade 
relationship, it was made very clear in all the Australian aid agency 
documents... That moved in the mid-90s to aid for its own sake, so to 
speak, although everyone knows that that aid does lead to trade. It's just a 
question of focus. So the Australian aid agency wanted the project to run 
smoothly and to lift Australia's profile. It wanted to genuinely help a poor 
country. It had, you know, a whole range of programs. P1/2AU2 

The above interviewee referred to how the bidders must subtly reflect the aid 
agency's shift in priorities and yet demonstrate their own institutions' capacity to 

meet the enduring needs of the local context. 
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The aid agency donor spoken of in the above quote demonstrates 'grand interests', 
national interests in terms of Australia. The interviewee spoke of Australia's 
interests as multiple and he noted that the aid funding does have an aim of helping 
a 'poor country' along with 'lifting its own profile' in the region. The economic 
gains, through the export of education aid services, for Australian services and 
industry in this capacity are immense. In Bourdieu's terms these interests of 
national 'profit', in having the economic capital, dominate the field. The national 
'profit' is represented by contracts to the large industrial sectors, for example, road 
and bridge builders and other major entrepreneurial service and infrastructure 
providers, telecommunications. The implementation of which would be provided 
through international loan services and other sources of aid or subsidy. 

The characteristics of the university investment type (fee-based) education project 
did not vary greatly from the above, except that the national 'profit' from the export 
of education to an industrially developed country is predicated on an increased 
return on investment with possible spin-offs to other sectors, for example, tourism. 
The university's investment projects are usually carried out in collaboration with a 
private sector company, either attached to the university itself or an industry link. 
This was the case with Project 2. On a macro level the university as a whole may 
have grander visions of establishing links with tertiary sectors internationally 
(critical development themes) while the individual faculty's notion of success would 
be measured by the number of enrolled fee-paying students. These views of success 
do not necessarily involve the measure of quality programs or other ways that the 
program may meet the recipients' needs. 

The auspicing body of the fee-based project (Project 2), the Australian Government 
Agency (AGA), embodied the grand interests spoken of above. This agency was 
positioned somewhat differently from the large, often multinational aid donor 
bodies; it did not have the economic capital but it did have the social capital, the 
connections, with key stakeholders. In particular, the interviewee from this agency 
(P2 AM 1) had very strong personal and professional links with the Ministry of 
Education and teachers. This interviewee, the Director of the Australian 
Government body in the host-country of the fee-based project, explained the 
'interests' of his organisation in the university project: 

The purpose of this particular project is not to deliver great, you know, 
English language teaching methodology into this country's teaching 
system. Actually by doing that we put many Australians out of a job ... I 
mean .. .um . . .in fifteen years time if great English is being taught here then 
we're, you know, Australians out of business. 
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But . .. it is to demonstrate Australia's ability to operate in an area that this 
country is not accustomed to and not expecting in higher education. It is to 
enhance our reputation as a provider of education and training.., the 

foundation is after enhancing Australia's interest in Australia's and this 
country's relationship. So I couldn't care less whether this country wants it, 
or needs it, or likes it, or not really at the end of the day its not the 
judgement of the teachers, it is a decision we've made against the 
background of what would enhance Australia's interest. What we do is 

enhance the breadth and the depth of Australia's and this country's 
relationship and that we... urn... achieve advantage for Australia in terms 
of this relationship. So my objective in this project is different from the 
consortiums' so I'm assessing it perhaps in a different light. P2AM1 

The interviewee, in the first part of this extract, put forward the idea that the 
purpose of the project was not to develop and deliver high quality ELT teacher 

training programs. This was in direct contrast to what was in the design/ tender 
document and the way in which this project was talked about by other interviewees. 
He explicitly revealed that a purpose of the project was to 'enhance Australia's 
interest'. This resonated with the previous interviewee's comments about the 'lifting 
of Australia's profile' through the funding of education aid projects. It seems 
doubtful that this underlying primary aim of Project 2 was made public to the 
universities involved during any stage of the development of the project. I was 
involved in writing the project proposal and the initial negotiations for 
implementing the project and did not have any discussions of this nature with the 

AGA. On the contrary, the impressions given by the Australian government agency 
in its public presentation of the project was its concern in assisting the MOE lift the 
standard of the teaching of spoken English in secondary schools. In another part of 
this interview the interviewee explained further the interests of his agency by saying 

that the project had in fact achieved its aims: 

While I do care about the quality of the project, my role isn't really to worry 
about English language teaching - how well the teachers do it or how well 
the students learn it. My concern is how well the project represents the 
Australian higher education sector. After all, the project is about Australian 
universities, not three independent universities ... as far as I am concerned 

the project has already met its objectives. P2AM1 

In discussing the AGA's interests in this way, I do not intend to try to prove that the 
AGA was 'wrong' to hold the interests of the Australian government in this primary 
position. I am more concerned with the ways in which the multitude of interests are 
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negotiated within the stakeholder groups of the projects and how then particular 
interests take dominant positions within the field. In the above extract the 
interviewee talked about how from his agency's point of view the project had 
already met the agency's goals. The project had not at that time promoted or 
enrolled students into its courses but it had effectively presented itself and 
impressed the MOE officials and had demonstrated that the Australia's higher 
education sector is capable of delivering the sort of programs that would meet the 
needs of the ELT teachers in this country's education system. The interviewee 
illustrated the complexity of the notion of 'interest'; in his assessment of the field the 
central goal is satisfying Australia's national interests. He had a limited resource 
capacity and directed these as to where he saw the greater benefit to his agency and 
subsequently Australia's profile in this international context. The seeming 
abandonment of the Australian academic institutions, the resources they had 
already and planned to deploy in this project, the staff whose positions may have 
depended on the planned project work, the 'assessed' needs of the ELT teachers in 
this country, and the students and their families were all secondary to the dominant 
national interests. 

The interests expressed by the dominant players in the aid world or by other 
Australian government institutions were not necessarily surprising. A well 
documented perception of these types of major funding bodies is that they are 
relatively disconnected to the particular work and goals of the projects they fund 
(Kenny and Savage 1997; Murphy 1999; Abdul-Raheem 2000; Smith1998). Yet the 
rhetoric of the development / aid field is that it is for the public good (an explicit 
position of an major Australian aid agency data (AusAID 2001)). This field could 
well fit the description that Bourdieu (1998) gives of the bureaucratic field in 
relation to the concept of interest. He describes the bureaucratic field as one 
'constructed on a base of disavowal of interest - it represents itself as the image of 
the universe whose fundamental law is a public service; a universe in which social 
agents have no personal interest and sacrifice their own interests to the public 
service and to the universaL' (Bourdieu 1998:78). 

7.1.3 Stakeholder interests: the university 

An underlying theme of this thesis is the changing face of Australian universities - 
the issues were outlined in Section 2.5 - with the focus being the increasing 
emphasis on international and entrepreneurial activities. The work practices by 
which the universities in this study pursue their internationalisation strategies were 
discussed in Chapter 6. In this section I wish to examine the interests the 
universities had in pursuing work in the field of international language education 
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projects. In the data (P2AM1, P1/2AU2, P1/2AU4, P2AU3, P1AU1) the universities 

in this research were shown to hold a complex position in the field and represent a 
myriad of interests. 

The institutions themselves are not unitary entities: the lecturing staff are distinct 
from faculty management who are distinct again from the university management. 
Also within the universities there are private entrepreneurial centres and 
organisations which bid independently for projects and contracts. University staff 
interviewees (P1/2AU2, P1/2AU4, P2AU3, P1AU1) spoke fairly consistently of the 
institution's prime aim for accumulation of economic capital and the impact of this 

drive on project work. Another important issue is that the language education 
sectors of the universities were engaged in an area of work in which they have had 
little experience and yet they sought to hold a dominant position in the field. 

The interviewee (P1/2AU2) below discussed the interests of the major stakeholders 
in Project 1 from an Australian university perspective: 

the project management company, is a commercial organisation and it had 
commercial values, which were, it wanted to make the greatest amount of 
profit possible whilst still satisfying the Australian aid agency with the 
project outcomes. This lead to frequent clashes with the faculty, whose 
principles are quite different, they're educational, social equity and justice 
principles. We wanted to deliver the best possible project we could with 
the best possible people we could, within budget, and with the profit-
making, as long as we covered our costs with maybe some slight surplus, 

that's what we were about. So, as I say, there was a constant clash of 
values, between the university and the project management. P1/ 2AU2 

The interviewee constructed the struggle between the dominant Australian based 
players as economic interests opposed to the idealised goals of the project. He talked 
of the faculty as holding these latter goals; here he spoke about the faculty staff 
involved with the project not the faculty management. The faculty project staff 
group consisted of a small number of lecturers in the faculty who were interested in 
working in the particular region. Most of the teaching staff on the project were not 
tenured lecturers. I believe that the interests of the different players cannot be so 
neatly delineated; the faculty staff while not holding overt pecuniary interests 
perhaps have interest in accumulating other forms of capital which can be 
converted to economic capital. For example, an interviewee (P1/2AU4) had 
mentioned that about two-thirds of the university staff working on this project were 
either casual (hired for the specific teaching duties on the project) or were contract 

staff (on one to three-year contracts with the faculty). These non-tenured lecturers 
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were perhaps hopeful that the cultural and social capital perceived to be 
accumulated by working on the project placed them in a favourable position for 
academic tenure. This depended of course on the recognition of this accumulated 
capital as valuable. P1/2AU4 described what she saw as the some of the diverse 
interests of university staff on the project: 

It was an odd thing really as there were only two permanent lecturers on 
the project and there was a lot of tension between them but they were, urn 

really interested in working in that country. I think for the rest of us, we 
didn't have, urn ... a permanent job but were sort of happy to go but we 
none of us had been to this country before and really didn't know what to 
expect. I think that we hoped it would give us a better standing with the 
faculty. P 1 / 2AU4 

The faculty management clearly had interests to 'profit' from the project. Faculties 
in universities have greater responsibility for raising revenue than they had before 
(as discussed in Section 2.5) and as it is later revealed in this section its interests may 
well have been aligned with the project management company. 

Project 2 presented an intriguing case in terms of 'interest'. The interests of the 
universities were unusually complex. Ordinarily this would be so for one university 
but an added complication was the formation of the consortium. This particular 
way of organising, while essential for winning the tender, brought with it explicit 
forms of competition between the universities for the potential economic capital. 
The micro-politics of the design team in Project 2 could be described as 
competitiveness in collaboration. The struggle within the consortium was also 
complicated by the status hierarchies of universities in Australia. 

An interviewee from Project 2 discussed the interests of the consortium and this 
particular way of organising project work. The issue of resources was a key area of 
struggle: 

Well, obviously there's a big cost involved in getting everything together 
and so each one's thinking, are they going to get it back, is it going to be 
profitable enough to cover the amount that they've invested. And I mean I 
think that with the prestigious [sandstone] university, it just seemed to go 
on..., because you're not going to divide up students in an equal way, 
they're going to be differences in whether they're taking subjects from one 
institution or however you divide up the students, it's maybe not going to 
appear equitable to all, it's going to seem as though some institutions are 
going to benefit more than others. From the private English language 
teaching institution's point of view, clearly they couldn't see that they were 
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going to be getting enough students directed their way, because it was 
going to be more cost efficient for students to do their English first and 
then, and then join the program, rather than do it through them. .. .1 think 
from [the redbrick] university and [the prestigious sandstone] university's 
point of view also it probably seemed as though [the redbrick university] 
was going to be getting the first bunch of students and it wasn't really 
apparent that they were going to benefit as much. P2AU3 

The interviewee had earlier talked about the initial interest the universities had 
about this new way of organising: 

a lot of people when they met at the consortium were very interested just 
purely because it's a consortium, because they knew of no other instances 
where universities had worked together successfully. This may not be one. 
P2AU3 

The interviewee depicted the Australian stakeholders' interests as perhaps partly 
academic, in the sense that this was a new possibly profitable intellectual 
experience. She expressed serious doubts about the possible success of the project 
even in this early stage. This interviewee was informed by her vast experience in the 
host country and throughout her interview wondered about how the project was 
going to meet its goals. 

In Project 2, the Director of the Australian Government Agency (AGA) expressed 
the concern that the universities did not seem aware of the benefits in forming a 
consortium. This was far outside of usual university practice; most commonly 
universities gain most benefit from the competition between themselves. The project 
field is usually one characterised by struggle between universities vying for the 
project tenders. Below the interviewee talked about how he had to 'sell' the idea to 
the Australian universities, that it was in their interests to act as a consortium. The 
agency had conducted their research into what would work in this particular 
country and although against the current academic tradition, insisted that the 
course providers would work in collaboration. 

in that context I think its really quite important to note that this was market 
analysis done in, you know in classic market analysis terms, that actually 

identified needs before we even decided to launch it. So I should also 
say that there was a sub-theme going that we also wanted to convince 
Australian institutions that it was sensible and worthwhile and long term 
profitable operating a consortium rather than to operate individually. 
Because to my understanding that the first time that's actually occurred so 

we wanted to demonstrate that that was possible. P2AM1 
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The interviewee was perhaps saying a number of things in this extract. He had 
explicitly stated earlier in this chapter (7.1.2) that the project was to 'enhance 
Australia's interests' in the host country. It was perhaps more in Australia's rather 
than the universities' interests that they form a consortium. It was a way of selling 
Australia, the regional diversity and wholeness of the nation. In the tender 
document, the successful bidders had to demonstrate a 'regional spread' across 
Australia. On further analysis this regional spread perhaps gives another dimension 
to the project. Australia was a prime tourist destination for the people of the project 
host country and an educational project that also offers a range of locations around 
Australia had added value. The AGA could have hoped that this feature of the 
project would profile both Australian tourism and tertiary education. 

The consortium of institutions referred to above did not consist of a group of equal 
players. The member institutions were differentiated by the academic hierarchy 
within Australia and their own historical development. One university represented 
the more prestigious universities, the sandstone set; other members were from the 
'redbrick' universities, those newer institutions with perhaps a more industry-
linked tendency; and the remaining English language teaching institution was a 
private sector organisation. This mix of institutions and the different positions that 
they occupied in the field gave rise to a number of issues. The private English 
language teaching institution (the third type mentioned above) did not hold a large 
amount of authority within the consortium or economic capital and, as the 
interviewee below explains, it was marginalised within the consortium. This 
interviewee's substantive position was with the private English language teaching 
institution: 

Although I was working on the program as, seconded to [the redbrick] 
university, so ... I wasn't actually attending to the English language 
teaching institution's interests through that period of time. But I could 
understand the position that, that it was hard to try and make the English 
program attractive if teachers had a limited budget and..., we knew that 
they did have a limited budget, and we weren't sure that they'd be getting 
any funding help, then they would probably try..., get their English up to 
the level required through other means, and then join the program, rather 
than doing the English through the English language teaching institution. 
P2AU3 

The interests of a university may be perceived to be different with aid-funded 
projects and fee-based projects. The interviewee below observed that there was a 
more 'pragmatic relationship' with the fee-based project: 
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some people are working in the development context for their personal 
gain, but a lot are working in the development context they actually care 
for those humanitarian qualities and equity and social issues. And so you 
have this moral, if that's the right word, or ethical dimension here ... And 

there's quite a bit of tension there. ... If you're running a project which has 
to be financially accountable from the project management view, [and] 
you also really care about the people you're seeing everyday, who you 
know have lives which, which may be very rich culturally and spiritually, 

but very, very poor financially, you have this real tension, or at least I felt I 
had this real tension. That I was supposed to be balancing the books and 
save money here, and I could see that over there, you know, there's a real 
need. And I think, I think that, probably for me, that power differential was 
the biggest characteristic when you compare to fee-paying students, I 
mean, fee-paying students or ... fee-for-service, courses, I think it ... tends 

to be more direct between university and the students, not always, not 
always so much, but usually, and there it's much, much more clearly 

marked, exercise where you fry to hang onto education principles. 

P1/2AU2 

The above interviewee expressed his personal values about the notion of aid and 
development which resonated strongly with the professed aims of aid agencies and 
development organisations, both the government and non-government sectors. The 
Discourse of aid as being for 'social good', is reflected in this quotation and masks 
other significant relations in the field and the subsequent homologies within aid-
funded projects and fee-based projects. The conflict between meeting the host 
countries and the faculty's economic needs was an area of tension and difficulty for 
him working as a manager on Project 1. He referred to a 'power differential' in his 
position with Project 1 and it is perhaps unfair to second guess what he was 
referring to but I suggest that he was pointing to the authority he held in the project 

field. He was able to make decisions about how and where money would be spent. 
He talked about the notion of greater need for the project and its 'benefits' in regard 
to Project 1 and that with Project 2 one had a more straight forward relationship 
with the fee-based project, one's concern as an academic was about the quality of 
the project. The central economic relations and power differentials, I contend are 
very similar in both projects. This interviewee went on to discuss the priorities 
given to the 'economic profit' potential in the fee-based project. It was explicitly 
focussed on the income it would generate; the other 'internationalisation' strategies 

were given a lower priority and would have to wait. 

It was fee-driven ...The need to make money to survive, which is, you 
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know, being imposed upon us by various federal government cuts to 
funding, we don't even have very much choice to go this way in the last 
five or ten years, with governments having reduced the funding. On one 
level, yes, it's money-driven, it's trying to get a share of the market and 
puffing that first. I guess another side of it is that doing that collaboration 
and frying to understand the other culture takes time and money, to do it 
properly, I mean to use, to make more use of people like Amanda [not her 
real name] and Martin [not his real name] for example, you have to pay 
them, and to develop the collaborative relationships with the country's 
universities, that would have meant more time off, so, so that's not a 
desirable choice for the faculty. P1/2AU2 

In the above extract the interviewee clearly outlined the priorities for the university. 

7.1.4 Stakeholder interest: local participants 

This section discusses how the interests of the local project participants, that is, the 
stakeholders in the host countries of the projects, were represented and negotiated. 
The local participants included English language teachers in secondary schools, 
English language teachers in universities, members of the Ministries of Education 
and staff in regional educational resource centres. The host-country interviewees 
fulfilled one and sometimes two of the above roles and all were involved in the 
projects under study. They talked at length about the 'benefits' or not of the 
programs for the local teachers of English in both host countries. The data yielded 
much of interest in this sub-theme. There were often conflicting comments about the 
impact of the programs and what clearly emerged was a lack of reference to the 
school or university students and their interests in the ELT classes. 

A striking feature that emerged out of the interviews with host-country participants 
in both project sites was the heavy workload host-country teachers experienced. 
This workload took different forms in Projects 1 and 2 but the amount of time their 
jobs consumed was quite different to the way teachers' work is structured in 
Australia. One interviewee from Project 2, a secondary school teacher (P2LT3) drew 
particular attention to the class size and the extra duties that teachers have in his 
country. He had spent some time working in Australia and so was very aware of the 
differences of working in both countries. 

Usually the class size now is 40; this is the size of the home room. This is 
designed or decided by the Board of Education and Minister of Education. 
So 40 is kind of a big number and this unit is also for the other classes... I 
am afraid that most of the other schools they do the English conversation 
class with 40 students. Can you believe it? I personally, very strongly 
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disagree with this size because it's too large. That's why these other high 

schools they give up teaching the communicative way and do some writing 
and reading exercises. P2LT3 

This interviewee worked in an innovative school program for school children who 
'dropped out' of the mainstream high schools. In the above quote he referred to 
how English is usually taught in secondary schools. Another interviewee from 
Project 2 (P2LT1) also talked about the class size but she emphasised the extra duties 
that teachers in her country performed. These included coordinating and teaching 
the students' extracurricular activities during the 'holiday' periods. In one part of 

the interview she discussed the teachers' role and how it was 'very difficult for 
teachers to study only for themselves or for their career' and also that this was not 

extra work: 

No, because we say summer vacation but there is no summer vacation as a 
system. So, we are paid during summer vacation so we have to work for 

them. P2LT1 

Comments such as these above and those found in other interviews (P1LU1, P1LU2, 
P1LU3, P1LU4, P2LT3, P2LT4) led me to ask questions about the ways in which the 
projects were designed. How were these differences in professional work practices 
taken into account in the project design? Were the projects premised on the notion 

of teachers' work as it is in Australia? 

There were many comments about the 'benefits' to the teachers and the cultural 
capital that they were assumed to have accumulated through completing the 
programs. An interviewee from Project 1 was a member of the teacher training 
department in the MOE and was also a counterpart lecturer with the project. She 
was an English language teacher in secondary schools until recently and still teaches 
English at the teachers' resource centre in the evenings. She was intimately involved 
with English language teachers professional development and below estimated that 
at least half of the teachers saw that the project's course will benefit them: 

I think more than 50 per cent here, I think the course is one thing that might 
rate them to be a teacher because, you know they have hope. If they have 

this university qualification and then they can see - even if it is not clear - 

they have this future. P1LM2 

Here the interviewee identified the participants' interests in the project field and 
that they believe in the role of English as it was profiled on a national level, that it is 
the key to success. And that also the cultural capital offered by the project will be 

distributed fairly and equally. This data extract and others similar in the data 
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(P1LU2, P1LU3) talked in terms of the end result for the teacher, that the evidence of 
having completed an Australian university English language teaching degree will 
provide a pathway for a more 'profitable' future. In this sense the teachers saw 
themselves as participants in the broader economy of the country and its future 
directions. 

In terms of the micro level of the project, that is, the teacher education programs 
content and process, two interviewees from Project 1 discussed how they perceived 
that the interests for the local teachers had been neglected. In her first response the 
interviewee (P1LM2) was reservedly positive in her summation of the course, she 
saw that the teachers themselves will 'benefit' in a number of ways but she then 
went on to discuss what she saw as a gap in the work of the project, that the project 
did not fully grasp the interests of the participants. She was asked what she thought 
the Australian staff offered teachers of English in her country and she made a 
comment directly connected to the component of the project which produced an 
English curriculum for secondary school teachers. She expressed a concern that was 
echoed by other members of the teacher training department of the MOE. She 
acknowledged that the project produced a curriculum for the secondary students, 
where one had not previously existed and that this was a much needed resource. 
However, one of her main concerns was about the implementation of this 
curriculum. The project had produced a curriculum but did not have a coherent and 
comprehensive plan for training the teachers to use it. Her department was (and 
probably still is) seriously under-resourced and had the responsibility for all levels 
of the school system and the task of building a viable education sector. 

The interest of the teacher training department was that teachers would be trained 
in using the book, but the project's interests were that the product was produced. 
The interviewee's overriding interest was in training lower secondary teachers and 
wanted the project to focus on pre-service training. 

The interviewee went on to talk about the current and future work of her 
department and appeared more confident about her ministry providing TESOL 
teacher training in the very near future. Although the Australian qualification was 
relevant at that time, it was hoped that the next round of training would be 
delivered by the teacher training colleges. Her concerns about the lack of provision 
for teacher training in the curriculum were reflected by other participants in Project 
1 (P1LM4, P1LU1, P1LU3). The host-country teacher training department and MOE 
members were surprised that the project had not assisted the teacher training 
department to develop the infrastructure to train its own teachers. 
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Another interviewee (P1LM4), a high level official in the MOE, believed that right 
from the beginning the project did not take into account the interests of the 
country's MOE. He talked about the project being limited in its design. He 
elaborated on this to say that the project design team did identify a need, that is, an 
ELT curriculum, but did not identify who was going to teach it and he called this its 
'weak point'. He emphasised that the training for teachers who would use the 
curriculum had to be carried out in the host country's teacher training institutions. 
The interviewee talked about the project products, specifically the textbook, but 
noted that the teachers had not been given the relevant training to use it. He said 
that while it was not completely misdirected and at first 'we were excited to see this 
project implemented, but when it came to the time, we sat down and realised that 
we hadn't included that part, the formal teacher training' (P1LM4). 

A related issue about the project was raised by an English language teacher 
(P1LU4), who was concerned about the number of teachers who were given the 
opportunity to gain post-graduate qualifications. She asked a lot of questions about 
this process and seemed to express concern that the project management had not 
really focussed on English language teachers, noting that since the selection criteria 
had restricted the number of teachers, 'not many people are able to have the 
opportunity'. She seemed to feel that the English entry levels were too high for the 
regular teachers and consequently those in need had not had access to training. 
Another interviewee from Project 1 (P1LM2) spoke about this issue and felt that the 
English language selection excluded particularly those teachers from outside of the 
main urban centres and that she would like to see 'they got more'. 

The teachers from Project 2 made very interesting comments about their 
professional development needs and pointed to ways that teachers were already 
serving their own interests. The interviewee below P2LT4 had referred to what she 
saw as an improvement in the skills of English language teachers but still their oral 
proficiency was not high. She discussed a training innovation which she had set up: 

at least their English ability is higher ... in my school we had like 9 no 10 
English teachers last year and I was in charge of ALTs [assistant language 
teachers] last year so I thought it would be interesting to have just English 
classes for English teachers. So I scheduled two English classes a week and 
I asked the other English teachers to come but they are kind of afraid of 
coming because they are not used to listen to and speak English. They don't 
want to be embarrassed. So maybe like 3 or 4 teachers usually came. P2LT4 
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(P1LU2, P1LU3) talked in terms of the end result for the teacher, that the evidence of 
having completed an Australian university English language teaching degree will 
provide a pathway for a more 'profitable' future. In this sense the teachers saw 
themselves as participants in the broader economy of the country and its future 
directions. 

In terms of the micro level of the project, that is, the teacher education programs 
content and process, two interviewees from Project 1 discussed how they perceived 
that the interests for the local teachers had been neglected. In her first response the 
interviewee (P1LM2) was reservedly positive in her summation of the course, she 
saw that the teachers themselves will 'benefit' in a number of ways but she then 
went on to discuss what she saw as a gap in the work of the project, that the project 
did not fully grasp the interests of the participants. She was asked what she thought 
the Australian staff offered teachers of English in her country and she made a 
comment directly connected to the component of the project which produced an 
English curriculum for secondary school teachers. She expressed a concern that was 
echoed by other members of the teacher training department of the MOE. She 
acknowledged that the project produced a curriculum for the secondary students, 
where one had not previously existed and that this was a much needed resource. 
However, one of her main concerns was about the implementation of this 
curriculum. The project had produced a curriculum but did not have a coherent and 
comprehensive plan for training the teachers to use it. Her department was (and 
probably still is) seriously under-resourced and had the responsibility for all levels 
of the school system and the task of building a viable education sector. 

The interest of the teacher training department was that teachers would be trained 
in using the book, but the project's interests were that the product was produced. 
The interviewee's overriding interest was in training lower secondary teachers and 
wanted the project to focus on pre-service training. 

The interviewee went on to talk about the current and future work of her 
department and appeared more confident about her ministry providing TESOL 
teacher training in the very near future. Although the Australian qualification was 
relevant at that time, it was hoped that the next round of training would be 
delivered by the teacher training colleges. Her concerns about the lack of provision 
for teacher training in the curriculum were reflected by other participants in Project 
1 (P1LM4, P1LU1, P1LU3). The host-country teacher training department and MOE 
members were surprised that the project had not assisted the teacher training 
department to develop the infrastructure to train its own teachers. 
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Another interviewee (P1LM4), a high level official in the MOE, believed that right 
from the beginning the project did not take into account the interests of the 
country's MOE. He talked about the project being limited in its design. He 
elaborated on this to say that the project design team did identify a need, that is, an 
ELT curriculum, but did not identify who was going to teach it and he called this its 
'weak point'. He emphasised that the training for teachers who would use the 
curriculum had to be carried out in the host country's teacher training institutions. 
The interviewee talked about the project products, specifically the textbook, but 
noted that the teachers had not been given the relevant training to use it. He said 
that while it was not completely misdirected and at first 'we were excited to see this 
project implemented, but when it came to the time, we sat down and realised that 
we hadn't included that part, the formal teacher training' (P1LM4). 

A related issue about the project was raised by an English language teacher 
(P1LU4), who was concerned about the number of teachers who were given the 
opportunity to gain post-graduate qualifications. She asked a lot of questions about 
this process and seemed to express concern that the project management had not 
really focussed on English language teachers, noting that since the selection criteria 
had restricted the number of teachers, 'not many people are able to have the 
opportunity'. She seemed to feel that the English entry levels were too high for the 
regular teachers and consequently those in need had not had access to training. 
Another interviewee from Project 1 (P1LM2) spoke about this issue and felt that the 
English language selection excluded particularly those teachers from outside of the 
main urban centres and that she would like to see 'they got more'. 

The teachers from Project 2 made very interesting comments about their 
professional development needs and pointed to ways that teachers were already 
serving their own interests. The interviewee below P2LT4 had referred to what she 
saw as an improvement in the skills of English language teachers but still their oral 
proficiency was not high. She discussed a training innovation which she had set up: 

at least their English ability is higher ... in my school we had like 9 no 10 
English teachers last year and I was in charge of ALTs [assistant language 
teachers] last year so I thought it would be interesting to have just English 
classes for English teachers. So I scheduled two English classes a week and 
I asked the other English teachers to come but they are kind of afraid of 
coming because they are not used to listen to and speak English. They don't 
want to be embarrassed. So maybe like 3 or 4 teachers usually came. P2LT4 
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Another teacher (P2LT1) also felt that the English level of teachers was higher than 
in previous times and felt that teachers were highly motivated to undertake 
professional development: 

The level of skills of the teachers are getting higher and higher because 
there is a lot of information for teachers to get about ... teachers skills 
many of them still use the grammar translation method. I don't think that it 
is bad but ah, many students now use various methodology. P2LT1 

In the above extract she pointed to the fact that many school students have 
experienced a variety of approaches to learning English but that she and other 
teachers still see the value in using grammar translation. This interviewee continued 
to discuss the skills and needs of teachers: 

teachers use English in the classroom more than before and they know 
some knowledge of communicative teaching or something and some 
teachers belong to some study groups like that but ah, I say that the level is 
getting higher and higher but still its not so high and not so successful but 
its better than before... Actually I'm in one of the study groups; there are 
seven members in that and these days we learn about reading. P2LT1 

This interviewee was measured in her estimation of how much English teachers 
have improved but did point out that the teachers were motivated to form self-
study groups and she was a member of one of these groups. This point about 
teachers pursuing their own study interests was identified by another Project 2 
interviewee, a university professor who was a prolific writer of English language 
texts for host-country teachers: 

there's the many individual English teachers who have tried to brush up 
their abilities by attending the special circle which was organised by 
themselves. I mean the special group, their own group. I mean the senior 
high school teachers living in the vicinities gather together once a week and 
find someone to speak English like an instructor and pay maybe a small 
amount per month each so with 8 or 10 person gather. P2LU2 

The teachers from Project 2 (P2LT1, P2LT2, P2LT3, P2LT4) all discussed how 
teachers in their country cannot really afford to undertake external study, especially 
overseas study, in regards to both time and money. Another factor which they said 
deterred teachers from investing in further qualifications was that in their country a 
higher degree, the accumulation of cultural capital, does not change their position in 
the field. According to these interviewees, they are not necessarily offered a 
promotion or other benefits within the school education department. These were 
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most usually accumulated through seniority. In the past the MOE used to allow 
teachers one day per year study leave but this was abolished prior to this research 
being undertaken. Another host-country interviewee from Project 2, a MOE official 
(P2LU1), had the view that the ministry was changing and would soon recognise 
the value of higher education qualifications. 

This same interviewee made a very interesting point in relation to the issue of 
qualifications and international study; his quote below seems to contradict his 
optimism about changes within the MOE. Elsewhere in this thesis (Section 6.4) I 

have referred to these international courses, which are professional development 
programs organised between the MOE and an international organisation, the 
Learning Council: 

These 6 months programs and 12 months programs are what we call tailor 
made programs and they do not dutifully fit into the existing courses of the 
participating countries. So even though they (the teachers) stay in Britain or 
America or in Australia or in New Zealand for 6 months or 12 months they 
are not expected to get any diplomas or any qualifications at all. And this is 
one of the drawbacks of the programs we have but this is what I heard 
from my predecessors that if you give formal qualifications to the 
participants then they would soon be eager to find jobs at the tertiary 
level.P2LU1 

According to this interviewee, the MOE's interests prevailed. The MOE wanted to 
keep the teachers in their teaching positions within the school system. If the teachers 
gained postgraduate qualifications then there is a possibility that they may move to 
more professionally and financially lucrative positions. 

7.1.5 The absent stakeholder: learners of English 

A question for this research is the notion of an 'ultimate beneficiary': does this 
group exist and who are they? It was evident in the data, in particular the project 

documents, that those who were presumed to benefit from the improved provision 

of ELT are the school students. This group, with their improved English language 
skills, was also seen as the one who will lead the host countries into a stronger 
position in international relations. This group was conspicuous in its absence in the 
interviewees' discussions about 'interest' and 'benefits'. This stakeholder group was 
referred to obliquely by the MOE officials in the sense that when the officials (from 
both projects) discussed the increased and improved provision of ELT in the schools 
I can assume they were referring to improving the students' experience. Or can I? 

Only one of the interviewees, a project official with the national university (P1LM3), 

from Project 1 spoke candidly about the interests of the students,' the first priority, 
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the student must be the first beneficiary and not the teachers. The teachers come 
after.' 

One interesting proposition that emerged from the data was about the host 
countries teachers' 'self interest' in undertaking the programs. This was spoken 
about frankly by ministry officials from Project 2 and continued the theme 
introduced in the previous section by interviewee P1 LM2. An interviewee (P2LU1) 
from Project 2 discussed how teachers were selected (or otherwise) for the overseas 
courses. He described a complex relationship between the national MOE, the 
provinces and city councils. What is illuminating here is that he put forward an 
argument against the making the study opportunities open to all teachers. He 
posited an interesting view of teachers, describing a group of them as quite self-
interested, wanting to improve their own skills not necessarily those of the students: 

some of the prefectures just pick out some participants according their own 
criteria because, ... In a way they are very keen on improving themselves 
but they are not so much interested in teaching students so they are always 
interested in improving and learning new expressions new vocabulary 
studying on their own but they are not keen teachers. They are not 
enthusiastic teachers so, if you make the whole program open to the 
participants and select them maybe best users of English, then those 
teachers who are only interested in self improvement can be selected. And 
local boards of prefectures and boards of education do not like this so they 
select good English users and also they want to select good teachers as 
well. P2LU1 

I do not wish to judge the basis upon which this country's MOE decided who 
should be selected for professional development opportunities, but rather I wish to 
explore the way particular interests were talked about. In the above extract the 
interviewee depicted teachers' interests in a particular way. The interviewee further 
elaborated on this below. Traditionally, in his country, higher qualifications did not 
guarantee a person a high level work position, rather it was experience in the area 
or the social capital one accumulated in the particular field (this was raised in the 
previous section). But nowadays the dynamics of the field are changing, and higher 
qualifications can give access to more specialist and higher paying positions: 

It's hard to tell but as I explained about myself, still in this society, ... even 
though you have MA degrees or PhD degrees you may not be employed as 
a curriculum specialist or as a university professor. But things are changing 
very rapidly and especially teachers teaching at senior high level and 
teachers who are interested in applying of the programs that you develop 
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with the consortium, the kind of teachers who are interested in improving 
their qualifications. So, I think they have very good English abilities but 
and they have lots of opportunities these days to improve their own 
English skills even in this country. They listen to the radio or using the 
internet. So, I think the main reason that they would apply for the program 
would be to improve their qualifications so in order to satisfy their interest, 

needs. P2LU1 

In discussing the interests of the teachers he noted that the teachers had access to 
many different resources to improve their English language proficiency. He 
believed that the teachers chose to study in the project's programs because they 
sought to serve their own interests. The issue of whether or not teachers pursue 
professional development is not one to be judged here. The teachers' interests in 
professional development are worthy and I do not raise this point to castigate 
teachers for their desire to improve their potential whether for the pursuit of 
economic or social capital. The issue that is important here is how the purported 
beneficiaries of the projects' activities, the school students, articulate and negotiate 
their interests. In other sections of this thesis interviewees from Project 2 talked 
about a general disinterest in English language study in schools. How does a project 
then reconcile the interests and desires of the ultimate recipients of the projects' 
activities with the interests of the donors and providers? 

7.2 Notions of success and I or failure 

The complexity and unpredictability of the projects is fully revealed in an 
examination of the notions of success and failure. These notions were described and 
problematised in Section 2.4. In this section I analyse how these notions emerged in 

the data: the interviewees spoke often of how the projects could attain success and 
how some failed. These issues seemed at first glance surprisingly transparent, that 
is, that there were criteria that measured the notions. However, my analysis 
revealed another side of the story of a successful or otherwise project. I mentioned 
in an earlier section (7.1.2) that Project 2, from the interviewee P2AM1's point of 
view, had already been seen to meet its objectives before it had enrolled any 
students. The criteria for measuring its 'success' was not shared by all of its 
stakeholders. So in this type of scenario, what are the effects of applying the 
concepts of success and failure to the projects? How are they perceived by the 
various stakeholders? Another complicating factor is that notions about what is 
successful change over time. For example, in the aid sector, at one time 
sustainability was not seen to be as important as other indicators (Cornford 1999, 

Gunning-Stevens 2001, Brown 2001). 
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A significant complexity of the success and failure issue is that the success or 
otherwise of the project may be irrelevant to the success of the dominant 
stakeholder(s). A failed project (however that is determined) does not have to be 
represented as such on the curriculum vitae of the academics (or other project staff) 
in the Australian universities. This latter point is expanded upon later in the 
following sub-sections. 

In section 7.1.4 some interviewees (P1LM4, P1LM2, P1LM1) from Project 1 spoke of 
their disappointment that the project did not fully train appropriate staff to use the 
project products (curriculum materials). They maintained that from their point of 
view the project did not fulfil its goals. However, from the project management 
company's (funded by the donor government) point of view it could be said that 
they did fulfil the requirements of the project contract. The curriculum was 
produced, and they had no obligation to respond to the local circumstances, that is, 
the training needs of teachers. They operated within budget guidelines and 
delivered adequate reports which constituted success. Recipient organisations may 
also characterise a project as successful simply because to do otherwise may 
jeopardise the chance for future funded projects. 

7.2.1 Describing a successful project 

The necessary strategies to survive and succeed in the work of the project were seen 
differently by different stakeholders. The struggles were not the same for all the 
players. A key official from the host-country MOE for Project 1 (P1LM1) made this 
point eloquently in describing what she identified as necessary for the work of the 
project to be successful. She identified that the main criteria for success was that 
'both sides should happily exchange and learn from each other profoundly' before 
the writing of the design document. She was quite critical of the process that the aid 
agency undertook in setting out the parameters of the project. She described the 
procedure as one where documents went back and forth between key stakeholders 
and she expressed discontent with the process on a number of levels. The first point 
was that 'we didn't know each other'. The second was about the missions that the 
aid agency sent to conduct some field work; these were of a very short duration (a 
matter of days) and there was no time to 'sit down to carry [out] the conversation to 
understand the real situation of each country of what the expectation from the 
donor country'. 

The sentiments of calling for collaboration and understanding of where each party 
is coming from expressed in the above quote will have little impact in the way the 
project works. Work practices are shaped by and shape the field (see Section 6.1) 
and in the case of international language projects the project approach has a major 
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influence on relations in the field. The model of project work used for the delivery 
of the teacher training services in both contexts (see Section 2.3, P1AM1, P1/2AU2, 
P1PD1, P2PD2) is results driven; the results are measured by project milestones and 
performance driven outcome recording; and integral to the model is the 
maintaining of the position of dominance by the provider (Smith 1998). This model 
of work does not easily incorporate the collaborative approach to development of 
project activities and goals (this is dealt with in detail in Chapter 6). A particular 
project approach does not necessarily provide a measure for whether a project is or 
will be a success or failure but the approach does determine which interests 

dominate the field. 

An Australian university stakeholder (interviewee P1! 2AU2) drew attention to the 
complexity of interests and benefits in the field of Project 1. He firstly reiterated the 
summation of interviewee P1LM5, that only 50 percent of projects 'generally work' 
in this host country. He talked about the way the host country may have perceived 
the expatriate staff's behaviour while working in the country. He tied this in with 
notions of success and failure, that somehow behaving in 'acceptable' ways leads to 

a more effective project: 

I suppose they also viewed a lot of expatriate, Western people as being 
quite out of touch with what the country's culture was about and the way 
things were done there. I know a little, you know, some cross cultural 
differences and I can see why a lot of what Westerners do in places like that 
country is offensive, and that can come from simple disregard or just not 
knowing, either of those. So I think at one level, the country's government 
is a bit cynical about project outcomes, but only on one level. On other 
levels, I think, the country's government wants any foreign capital, any 
influx of Western capital, it's still one of the poorest countries in the world, 
there's a level of personal gain for some of the members. 

In this comment he alluded to the different ways that people work to ensure the 
success of the project. Playing the game successfully, that is looking after one's own 
interest, gives some assurance of personal gain. 

There are other people like Milla [not her real name] in the Ministry, in the 
teacher training department of the Ministry, who I believe were absolutely 
committed to raising the professional levels of English teachers, and I think 
for a number of people, that was a real desire to see that happening, and 
particularly amongst women, and particularly minority groups. I think 

they're all genuine social equity goals. So again, it's more like a middle 
management, it seemed to me, to be more authentic than the top 
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management. P1! 2AU2 

The interviewee here differentiated between the host-country project participants 
and concluded that there are people who are more 'authentic' than others. The use 
of 'authentic' referred I assume to the ways in which the person embodied the 
notion of 'aid for social good'. The middle management was identified as the group 
which held the above view. The interviewee identified groups within the broad 
category of 'teacher', that is, 'women' and 'minority groups' who would 'benefit' 
from the training. There was an unspoken assumption that the prioritising of ELT 
training is a positive move for the country and it is a way to build in some social 
justice principles. 

7.2.2 Implementing for success 

The question of how to implement a successful international language education 
project is still to be discussed. A number of interviewees offered their perspective on 
the procedure of project implementation that leads to a 'successful project'. The first 
two quotes were from Australian interviewees who have had considerable 
experience in the international context and in a sense speak typically about the field, 
that is, the importance of approaching the project as a logical entity. In the first data 
extract the interviewee (P1! 2AU2) spoke about aid-funded projects and drew on his 
experience with Project 1. 

OK, I guess from my point of view, it's got to be a balance between the 
design which was given by the Australian aid agency, which [inaudible 
word] develops some measure to, and how much you're able to adapt that, 

but it can only really be a skeleton of what you're meant to do in terms of 
relationships and longer term means changing that. For a project to work, I 
mean, there's all that stuff about, you know, sustainability and equity and 
the participation of minority groups. I think all of those are very important, 
although I have to say that, to be honest, I think some of the sustainability 
goals are sometimes overlooked. I think we do our best ... but sometimes 

there isn't ... either the momentum or the cash to sustain the work, you 
know, it's a very poor country. P1!2AU2 

The interviewee reflected on his experience with Project 1 and noted where the 
project had not fulfilled part of the original design, that is, the sustainability goals. 
The above comments alluded to the importance of a deep macro-level 
understanding of the local context, that is, the social and material conditions of the 
host country. In this extract the project design document is put forward as one 
which adequately outlined the parameters of the project and then it is up to the 
project managers and team to establish the practices of work and to develop ways to 
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meet the broad goals, for example, sustainability. The latter goal was a vexed point, 
as the interviewee noted the host country was very poor, aid funding comprised 70 
percent of its national budget and the goals of sustainability were often predicated 
(as in Project 1) on the project establishing an entrepreneurial arm in the context of a 

public service. 

The following extract was from an interview with a key stakeholder on Project 2. 
The interviewee addressed the question of what makes a successful project: 

OK make sure you've got the resources across all of those broad sectors 
[the interviewee had outlined these areas previously] ... one should never 
make a decision about whether one's going to proceed or even run the 
proposal stage unless one is confident that one can marshal the resources 
that are necessary. The second is your ability to engage the target audience 
and to establish support structures within that target audience. The third 
critical factor in any sort of assessment needs to be urn what levels of 
sustainability you are looking for and in a crude way that means well what 
contributions are going to come from the other side but those contributions 
could be in any one range of different areas. P2AM1 

The above extract outlined the necessary conditions to implement a 'successful' 
project and even though the way of talking about projects was very different to the 
previous extract the procedures and underlying concepts were very similar. In the 
above extract the interviewee talked about 'engaging the target audience'. While 
entrepreneurial in an outcomes sense, it spoke of the importance of building 
relationships in the field which interviewee P1/ 2AU2 mentioned. There was also of 
course congruence around the concept of sustainability. This interviewee further on 
in his interview emphasised how the Australian universities must understand the 
context of this particular environment (Project 2); he echoed the previous extract 
where the interviewee from Project 1 was concerned that inappropriate behaviour 
could effect the outcomes of a project. The interviewee (P2 AM1) identified timing 
and quality as two significant factors in the success or not of a project in host 
country Project 2. He typified the people of this country as ones who do not want to 
be rushed. The Australian project partners had to be patient and observe the correct 
time to introduce or launch the project. Also he stressed that this particular market 
was highly sensitive to 'quality' and he gave examples of commercial products that 

failed due to not correctly understanding the social conditions of the country. 

A host-country interviewee (P1LM3) from Project 1 discussed what he saw as the 
essential elements for a successful project. He worked with the national university 
and helped to administer international projects. He considered that communication 

222 



Chapter 7 Interests in the field 

was at the core of a successful project and it was crucial that the project director 
should be able to contact the donor agency staff whenever he or she needed. Often 
the foreign project staff would be dealing with another project half-way around the 
world. 

The interviewee from Project 2 (P2AM1) in another section of the interview 
described what are the potentially wirming features of the project and how he 
would ascertain whether the project was a success in the universities' terms: 

The benefit of a consortium approach is that urn, A it provides a national 
face and a national unity to a particular product, B it provides all of the 
academic infrastructure that's likely to be necessary if this particular project 
is a major ... I will define this particular as a major success if it involves 
more than 200 students a year in the medium term. I think Australia would 
have difficult in dealing with more 200 students a year. P2AM1 

In the extract below a host-country stakeholder with Project 2, from his position as a 
member of the MOE committee which oversaw the development of this project, 
identified the relationships between in the field as the component which a 
successful project rests on. 

They [the project providers] need to know the course of study and the 
national guidelines for education especially foreign language education. 
They are now doing the translation work in this course of study and it will 
come out some time maybe after the summer vacation. [and] I would like 
overseas institutions to read the English language course of study and also 
if you have the opportunity I would like you to visit schools in this 
country. [and] How about developing network with former participants 
of your programs and regularly contact with them and get feedback from 
them on a regular basis about what sort of developments they have made 
after they have returned home. [and] Have some, you know, bulletin kind 
of thing newsletter or something and exchange information even among 
the ex participants would be good. So things can change all of a sudden but 
you have to have a regular kind of network amount of participants and the 
institutions. P2LU2 

He was very specific about the type of local knowledge the project providers should 
hold and how they might proceed to embed enduring relationships between all the 
stakeholders in the project field. It is interesting to note in this extract that the host-
country official focused on the practices in the field, that is what teachers actually 
do in his country. He was concerned that project implementers have information 
about the material conditions of the teachers, the course books, board of study 
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information and so on. He also suggested how to further relationships in the field. 
He did not mention the term 'internationalisation' but described the type of 
international relationships that Australian universities strive to develop through 
such things as alumni. These he saw as two-way processes, in the first instance that 
the Australian project team learn about the host country educational context and 
that the project providers should establish networks (enabling teachers to 
accumulate social capital in the field) amongst the host-country teachers and 
between the Australian lecturers and the host-country teachers. The interviewee 
perceived these networks to be of benefit to the host-country teachers and a strategy 
to promote sustainability of the project. The interviewee, in the extract below, then 
discussed the issue of why projects fail. From his point of view the international 
projects have not met 'our need'. He talked specifically about not addressing the 
classroom practices in which his country's teachers are engaged. The interviewee 
claimed that in the host country of Project 2 the English language teachers must use 
a MOE-authorised text book and this interviewee believed that any professional 
development program must use the authorised textbook as a basis for their courses. 

One of the biggest reasons that the international project has failed is that I 
think their project... did not meet our need and that is to say that they gave 
us a chance to speak out or to brush up whatever it is [English language 
proficiency] but they have not yet given them [ELT teachers] the chance to 
use their skills in our context in our high school context. That is what I told 
you, I mean for example, they [ELT teachers] have to use the education 
ministry's authorised version of text books and although they have some 
ability or they have brushed up their speaking of English and listening 
abilities but they cannot utiuise those abilities in their real context. P2LU2 

The interviewee continued to talk about the necessity for the project to understand 
the teaching conditions and he mentions in particular class size (as mentioned by 
other Project 2 teachers in Section 7.1.4). He was concerned that the project will 
perhaps offer an excellent methodology to teach classes of 8 or 10 students who are 
grouped around tables in communicative situations but for the majority of teachers 
they will have 40 or more students in a class of students of mixed ability and the 
project will not offer the teachers ways of using more spoken language in this latter 
type of class. He raised the point in the above extract that the teachers may well 
improve their English language proficiency in an Australian university project but 
this will not necessarily make it better or easier for them to teach English in their 
classes. He also brought up the issue of the limited number of English language 
classes/periods per week: 'only three hours; especially from next, from 2002 on the 
junior high schools have only three hours a week at the most' he saw this as a very 
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real constraint for the teachers and students. This interviewee's comments were 
interesting on many levels, particularly in the way they resonated with the 
Australian secondary school foreign language learning class. This similarity was 
raised by an interviewee in Section 6.4. 

Another interviewee from Project 2 offered his opinion of how the project could 
succeed and again this focused on understanding the needs of the local teachers. We 
discussed the issue of why teachers would apply for the programs under the project 
and he raised a point that is discussed at length in Chapter 8; that is, the types of 
qualification that is offered by the project. The host-country interviewees were not 
familiar with the name of the degree offered within the project and this interviewee 
stressed that we needed to make the pathways very clear to the teachers: 

So I think the main reason that they would apply for the program would be 
to improve their qualifications so in order to satisfy their interest needs. 
You have make clear what sort of process you have for them to go to the 
MA degree. If it is clearly defined in the program then they will show 
interest in your program and you won't have so much problem in training 
those teachers any more. Because this is what I've sensed over the last 8 
years while I was working with the Ministry. Their English has improved a 
lot yes, and there are some very fluent teachers at the course where you 
taught them. P2LU1 

7.2.3 Failing to succeed 

How can we know if a project fails? The criteria for measuring success and failure as 
mentioned elsewhere in this chapter change according to who is speaking about the 
project. The normally short cycles of projects (see Section 2.3) make it easy for 
project advisers to move on without repercussions from work that made little 
impact or did not meet the contract goals. 

The stakeholders who do not appear to 'profit' from 'failed' projects are the regular 
English language teachers and their students. An interviewee (P1AU1) from Project 
1 talked about this point at length. In her position as lecturer she worked intensively 
with English language teachers in the provinces and the cities. Her work involved 
field trips where she went to observe English language lessons. She gave evidence 
of the dominant and subordinate positions within the English language teaching 
field. In this extract she began by talking about the needs of teachers. This 
ultimately involved a collaborative approach to developing more teaching resources 
and the project giving more time to teacher training. 

What they needed was support, collegial support to actually develop, I 
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mean, what they needed comes down to finances, I think. They needed 
collegial support to be able to develop their lessons and programs and 
units that really would help their learners want to learn the language. 

P1AU1 

Her views echoed the earlier views of the local ministry officials where they 
questioned the project's lack of support for the training of teachers in using the new 
curriculum. In the extract below the interviewee brought the English language 
students into the teaching and learning process and called for more thought and 
time to go into the professional development of teachers to enable them to respond 
to the needs of their students. She also made a subtle reference to the role of English 
language teaching in the host country and implied that it is only relevant for a small 

group of people. 

Not just here's a million dollars, but they needed more ongoing looking at 
ways to teach EFL ... because I suspect that a lot of the time and energy 
and money that goes into English teaching in this country is wasted, 
literally wasted because so many of the learners don't really want or need 
the language. It seems as though it's more for the elite, the elite in business 
or government who want to get on with the global world. You know, a lot 
of their learners were going through the paces. 

She continued to discuss the context of teaching English and questioned further the 
ways in which the benefits of English are distributed in the field. This was 
particularly so in reference to the distribution of resources within the host country 
of Project 1. Resource distribution is concentrated in the capital city and was filtered 
out to the provincial organisations. The country is ethnically and linguistically 
diverse, with the minority ethnic populations concentrated in the provinces. The 
provincial teachers and students had much less access to resources than their capital 
city counterparts and in the particular case of English language teaching, far, far less 
access to English in use as an international language. 

But really and truly, out in the provinces, it's not, is it? It is for some people 
perhaps, to gain access to privileged knowledge or you know, strategies for 
how to, you know, get money. But really and truly, in terms of organic 
development of the local economy, no. And I am just reminded of, ... one 
of those global English texts, you know, we know the endless debate about 
global English, but really taking the bull by the horns and you know, 
looking at what really is needed in the local cultures and it's not English. 
And I reckon, you know, I saw a lot of wasted time and energy out in all 
those classrooms, and boring dassrooms, the kids bored witless. The 
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Government doing what they think they should, because it's going to better 
the country's economy. Well, it might, marginally too. But... P1AU1 

The impact of dominant interests in ELT projects is keenly felt in scenarios such as 
described above. The interviewee's comments resonated with a description of the 
recent provision of ELT in East Timor. A teacher on that project wrote about the 
impact of the Australian government's decision to prioritise the provision of ELT for 
aid funding to East Timor. The decision was not a neutral one in terms of the 
infrastructure of the education services in a very poor country. According to 
Appleby (2002) the Australian government had major role in the future construction 
of education priorities in East Timor and the consequential effect on other areas of 
study. The decision to fund a major ELT project satisfied the interests of the elite. 
The resulting funding of ELT meant that other important areas of education are 
bereft of financial support (Appleby et al 2002). The interviewee (P1AU1) for the 
present study implied that the funding could have been better spent elsewhere and 
in the following extract identified the giving of collaborative, co-operative support 
as a key factor that would benefit the host teachers: 

what are the professional development needs of those teachers? If they 
must keep teaching, and so I guess I'm really talking about a bigger 
political question there, but, but if they must keep teaching, they need 
collegial support for how to actually go about it. You know, methods, using 
English, how to do it, in a context where the target language doesn't really 
have any great purpose. P1ATJ1 

The sentiments expressed in the above extracts indicate a discontent with the ways 
in which the project worked with the teachers and its priorities as manifested in 
curriculum production and post-graduate teacher training. The interviewee 
intimated that the project has 'failed' the host-country teachers and students of ELT. 
These groups did not 'profit' from work of international education projects. Looking 
at this scenario in terms of the concepts 'success' and 'failure' and the closely related 
notions of 'winner' and 'loser' we can identify that the loser in this 'aid partnership' 
are the owners and producers of indigenous forms of knowledge; that is, contextual 
practices, traditions of education and organisation of work. Knowledge, skills and 
belief systems which have sustained local societies and contributed to global bio-
diversity are often 'reduced' to inferior perspectives by the ways of carrying out 
learning and teaching processes and work practices offered by Western 
development experts (Morris 1996:156). 

This same interviewee addressed what she identified as the major goals of the 
teacher training component: 'to train teachers and to train the trainer.' In assessing 
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the success or not of the project she referred to the 'impressive numbers of teachers 
that have been trained'. This reference to numbers of course participants resonates 
with the how interviewee P2AM1 would assess the success of Project 2 earlier in this 
section. The interviewee's (P1AU1) assessment of Project 1 was not purely a cost-
benefit analysis as it is a significantly different context from Project 2 and teacher 
training provision is limited. But in reference to the goal of training the trainer she 

was much more cautious: 

perhaps the jury's still out on that one. I mean, there's obviously a lot of 
teacher training going on. How much of that's related to the input from our 
years... Obviously there must be a fair bit. But I guess in a way, it's hard to 
evaluate that, without really looking at the teacher training program on the 
ground over there. That's a really core question, I think, that, that goes to 
the very heart of outsiders coming in and doing something, and planning 

the way it should be taken over. P1AU1 

An interviewee from the aid-funded project, P1LM2 discussed the strengths and 
weaknesses of the teacher-training component of the project. She referred to ways in 
which the project was successful; that is, the way the course focused on up-grading 
knowledge of teachers from all sectors. Her discussion focused on how the courses 
brought teachers together from all regions and institutions in her country. She 
thought that the successful aspect of this was the way that teachers with different 
levels of English proficiency, teaching skills and experience worked together. In her 
opinion this cooperative and collaborative work between the teachers helped to 
motivate them to study and 'really improve the knowledge of how to teach English 

here'. 

This aspect of the project was raised by many of the interviewees (P1LM2, P1LM3, 
P1LU1, P1LU2, P1LU3) and addressed how the participants amassed some of the 
social capital of the field, how they built connections with other agents/players 
within the field. One of the questions this research has pursued is the relative value 
of capital within the field and how the accumulation of various types of capital 
position the agents in the field. Does, for example, stronger connections between 
local English language teachers in this country strengthen the position of these 
project participants? Are they more likely to have their interests recognised and 
negotiated within the project? The significant point for me in what the above 
interviewee described is to try to identify what motivates participants to take part in 
the project. Is their interest in the accumulation of a particular sort of cultural 
capital, gaining a foreign university qualification in TESOL (from an English-

speaking country) and the hope that this would give them the opportunity for a 
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better standard of living. The interviewee gave this a national perspective when she 
says that it is in the country's interests to facilitate teachers gaining TESOL 
qualifications and that the accumulation of this particular cultural capital will help a 
developing country. 

On a slightly different note a host-country teacher (P2LT1) from Project 2 described 
how some foreign projects failed to meet the needs of local teachers. These projects 
were ones that included short-term visits to English-speaking countries. The 
interviewee gave three reasons as to why teachers might not be interested in these 
courses: 

first of all we have to take a long vacation and second thing we have to pay 
a lot and third thing the program is not so highly programmed that's why 
many of this country's teachers don't go overseas for short-term courses. 
P2LT1 

She was quite critical of those courses that included a lot of tourist-like activities: 

how shall I say it is OK. But there are a lot of sight seeing in the course so if 
we really want to study something its too short to study its not so serious. 
P2LT1 

7.3 Complexity of beneficiary /complexity of interest 

This issue of whose interests are represented and how is clearly one of my major 
areas of concern. The positioning of teachers and students is similar in aid-funded 
and fee-based projects. In the latter (Project 2) the project products are designed for 
secondary EL teachers, focussing on methodology, improving the skills of the 
teacher. My discussions with interviewees revealed a complexity that is not really 
addressed by the project design documents, project proposals and implementation 
documents. From the interview accounts the Ministry of Education in the country of 
Project 2 desires that teachers introduce more oral language into the classroom to 
improve the students' speaking skills. To do this the ministry wants teachers to use 
more 'communicative language teaching' methods. The university entrance exams 
that students must take for entry to university on the whole test reading and 
writing; a limited listening component is included by some private universities. The 
students want the English language skills to pass the exams, but there is variable 
interest in studying English amongst the students; the motivation to study English 
appears to be influenced by the educational, economic and social class of the 
students. Students in high status secondary schools have a better chance of 
succeeding in the university entrance exams and are therefore more motivated to 
study English (P2LT1, P2LT2, P2LT4). 
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An interesting revelation of this research is that these high status schools have less 
interest in changing their teaching approach/methodology as their focus in on 
teaching to the university entrance exams (P2LT2, P2LT4). From my own 
observations and the interview accounts from Project 2 the lower status schools are 
more open to adopting a communicative approach with a focus on spoken 
language. However, the students' motivation to study English is lower than in the 

higher status schools and the teachers, while they are very interested in innovations 
in teaching methods, are less confident about their English proficiency (P2LT1, 

P2LT4, P2LU1). 

A general response from the interviews with Project 2 teachers of English was that 
the teachers' skills in EL teaching are sufficient; they were well trained to do what 
they had to do. The skill that needed to be addressed by the project was that of 
English language proficiency. This presents an inherent difficulty for the project, 
one of the components was focused on English language development but as 

mentioned earlier in this chapter (by interviewees P2AU3, P2LU1, P2LU2) most 
teachers would probably seek language proficiency courses in-country. These are 
probably less expensive and more accessible (amongst other benefits). Yet this area 
of professional development is of immense importance to foreign language teachers 
and I suspect, the project is trying to reflect its awareness of the needs of EFL 
teachers by including this component. Improving and maintaining proficiency in 
the target language is identified as one of the major professional development needs 
of foreign language teachers in Australia and I would suggest that this need is 

similar for foreign language teachers everywhere. 

The Ministry of Education (in Project 2) did see the students as one of the ultimate 
beneficiaries, in terms of improved language skills, and therefore had the students' 
interests at heart. The teachers interviewed were much more aware of what benefits 
may be available to teachers. Currently most teachers feel that they are more than 
competent in preparing students for their future needs, which for the majority of 

students is to pass the university entrance exam. 

One of the interviewees (P2LT4) spoke at length about this issue. She stressed that 
this country's teachers know how to teach English, the English that they know their 
students need. She talked about how her society has a long tradition of teaching 
English in a specific way, that is, using grammar translation. She also emphasised a 
point that many of the Project 2 interviewees made which was that students do not 
need to use English outside of the classroom and because it is not necessary to use it 
socially, they did not understand how to use it as a means of communication. 

Students and parents want to study the type of English that will be tested in the 
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university entrance exams. The interviewee below discussed what Australian 

lecturers needed to know about the country's education system to make the course 
relevant: 

They have to know about the country's education system. ... Most of the 

high school students will take entrance examinations to the universities 
and in the entrance examinations universities ask their students a lot of 

grammatical questions, compositions and reading comprehension... I want 
Australian lecturers to understand the system and let us know how to 

teach the students to use English as a tool. Language has two aspects one is 

as a tool and the other is as an object of study. P2LT1 

This quote echoed similar statements by other interviewees from Project 2 (P2LT2, 

P2LT3, P2 LT 4, P2LU1, P2LU2). This of course is a complex situation and I am only 

representing what these interviewees have said about this issue and my own 

observations and discussions with teachers in schools in this country. Schools must 

of course be responsive to the MOE, and from my observations and data it appears 

that there was a lot of pressure for schools to perform better in preparing students 

for examinations. At the same time various universities kept talking about revising 

their examinations to involve more communicative skills, and it looks like this was 

to happen. Along with these purported changes are the reported experiences that 

teachers have in schools and the types of professional development courses that 

may have interested them. Clearly what the interviewees were saying to me was 

that many of the courses offered by foreign universities did not take their teaching 

context into account, specifically the issue of why many of their country's students 

are studying English. 

Yet the Australian focus was on selling their product. As the Director of the AGA, 

Project 2 said, 'we have this product - this is what we will promote - we will do this 

in spite of what the teachers say they need' (P2 AM 1). The universities had 

undertaken minimal study of the needs of teachers and we can see by the comments 

of the auspicing body (AGA) (see Section 6.1) that they really have no role in 
pushing the universities to find out more for as far as the auspicing body is 

concerned it has met its goal. 

English was a compulsory subject in secondary school and university and the 

Ministry of Education had plans to introduce English into the primary curriculum 

in the near future. The interviewees who were teachers in Project 2 felt that an 
upgrading in their qualifications would benefit them for their future positions as 

EFL teachers. These teachers, when they discussed their students' interest in 

English, depicted a diverse student body. There were students who were in the 
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position to travel to English-speaking countries but in general the teachers (P2LT2, 
P2LT3, P2LT4, P2LU1, P2LU2) felt that the majority of their students had little 
desire to study English other than for the university entrance exams. The 
interviewee below acknowledged that she had a group of students who were very 
interested in studying English but in other parts of her interview had stated that this 
was not a common situation: 

My students are interested in English, but I have the best students - a lot of 

them spend their holidays in English-speaking countries and will probably 

attend a language school in the US or England before they go to university. 
For students in the lower classes or the not so good schools, it is different, 
they do not see the need for English other than to pass the exams. They do 
not think it is important, it is a difficult subject and not too interesting for 

them. P2LT4 

The intriguing aspect of the above from the perspective of implementing a project is 
how the interests of the various stakeholders are represented and negotiated. The 
interests of the in-country Australian government body did not align themselves 
with the interests of the Australian universities who are providing the product. 
What was particularly outstanding about the Government organisation's position 
was its almost cynical attitude towards the universities and their field of 'expertise'. 
The government body had the in-country expertise, the Director was bilingual and 
had extensive networks in a range of fields both private and public sector. The 
universities, or at least at the level of the project staff, seemed unaware of the 

interests of this organisation. 

The Australian government Agency (P2AM1) located in the host country of Project 2 
identified the Australian government as beneficiary. The interviewee, P2AM1, 
surmised that the success of the project would be determined by the degree to 
which it was able to raise the perceived quality of higher education in Australia and 

generate economic capital for Australia: 

as I was explaining to you earlier um, the foundation's objective in this 
particular activity is not to improve the standard of English Language 
teachers in this country. Our objective is to demonstrate the excellence of 
the Australian Higher Education sector and we believe that the mechanism 
best suited to do that is the mechanism of high demand in this country and 
relatively high quality supply in Australia. [And] when you do those sums 
urn, you either come down to medicine, particularly some of the 

specialities of medicine, or English language. Not to say that we're not 
good at all the rest and we don't have sufficient infrastructure distributed 

232 



Chapter 7 Interests in the field 

throughout Australia to be able to handle the scale... 

I mean we could deliver medical specialities here pretty easily but, you're 
competing with UCLA Oaks. And that's not the case in the English 
language particularly English language methodology. So, we did some 
very careful market analysis before we made the decision about where we 
would launch the project. We commissioned research beforehand, urn, 
about Australia's ability to provide, urn and, then we put the two things 
together and went to the ministry of education unofficially and said hey 
guys why don't we dance and what we see before us now arises out of that. 
P2AM1 

The Australian government wished to construct the Australian higher education 
sector as a source of cultural capital for this country's students. It wanted to attract 
more of their students to the higher education market and could only do this if the 
quality of the institutions is seen to be equal to those in the USA and UK. The 
interviews with the country's ministry officials revealed their interest in the content 
of what the universities had to offer teachers. It was interesting at this point to 
recognise that very little discussion had occurred between the providers, the 
Australian universities and the country's Ministry of Education. 

I am unsure of exactly what the programs will be... there is now a lot of 
pressure for this country's teachers to upgrade their qualifications. In this 
society, experience is highly regarded, even with high academic 
qualifications a person may not be employed. But now things are changing 
and teachers are interested in improving qualifications and most want to 
study for an MA. P2LU1 

There was some initial discussion of the project content with a group of Australian 
universities early in the project process but this group did not win the tender; the 
winners of the tender did not receive the content or results of the feasibility study. 

The ministry officials' interviews produced a complex picture of the beneficiary; the 
Ministry of Education was undertaking a process of immense curriculum change. In 
particular, the English language curriculum was being rewritten to reflect current 
policies of 'internationalisation' which had been interpreted as the increase of 
English language skills (Hashimoto 2000). In the host country of Project 2 the nature 
of the English language curriculum had largely been determined by the university 
entrance exams (Okada 1999; Gorsuch 1999) which focused on reading and 
writing/translation skills. This in turn influenced the type of teaching in EFL 
classrooms. The ministry was driving the universities to change their exams to 
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include oral/ aural tests which will then necessitate the teaching of more oral 
communication skills. 

Yes, and the thing is that senior high teachers and university professors 
don't know the other way or alternative ways of making problems in 
exams for senior high teachers. Most of them don't know the alternative 
way of teaching. For example, most of them say they are interested in 
studying the communicative approach but they are not well versed with 
the new ideas. So, even though they criticise the university entrance 
examinations in terms of the qualities but they can't provide alternative 
exams. ... So, the main point is to for you to provide what is 
communicative approach and what is the ideal examination in terms of 
communicative approach. ... and think ... how we can improve the present 

university programs toward in the direction of more communicative 
problems. P2LU1 

This interviewee disagreed with a view put earlier by interviewees (P2LT1, P2LT3, 
P2LT4) from the same project. He did not depict teachers as being or believing that 
they are competent in the methodology and only need better English proficiency. 
He felt strongly that teachers needed to have a much better understanding of ways 
of teaching English and how to test students communicative proficiency. 

In terms of who will benefit from the Australian university project, the Ministry of 
Education perceived that the increase in English language teaching skills would 
ultimately assist in the development of this country's internationalisation process. 
The Ministry officials (P2LM 1, P2LM2, P2LU1, P2LU2) presented a demographic 
scenario which is similar to other industrialised countries: in general the population 
is aging, fewer students are entering schools, there are fewer younger teachers and 
for those aging teachers there is little motivation to change the content and method 
of teaching English. In the near future teachers will need to upgrade qualifications 
to meet the Ministry of Education requirements. The Ministry of Education was 

encouraged by the Australian donor to believe that the Australian universities 
project would provide appropriate training. 

7.4 Conclusion 

This chapter described the stakeholders in language education projects and the 
ways in which the different stakeholders were able to negotiate and represent their 
interests. The concepts of success and failure are interrelated with the interests of 
the stakeholders are most often determined by criteria outside of the goals of the 

projects. 
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The interview data exemplified the premise of this chapter: the notion of beneficiary 
is complex, the identification of the beneficiary is dependent upon the interests of 
the particular stakeholder. The striking feature about the project case studies is the 
unabashed way in which the interests of the implementers operate to dominate the 
procedures of the project. These interests are not necessarily related to the project 
goals or outcomes and have not necessarily a result of a rigorous appraisal process. 
Bourdieu in his book Practical Reason (1998) daims that a disinterested position is 
not possible, that the critical issue is the repartitions of power which are determined 
by the accumulation or not of various forms of capital. 

How would Bourdieu see the particular interests shown here operating in the field? 
My reading of the data reveals that the accumulation of symbolic capital by those in 
dominant or decision making positions express their interests in grand terms: the 
nation's interests are central; while those agents that accumulate little capital, 
symbolic or otherwise, in this case the teachers, are much more self -interested. The 
students' interests, which in the project rhetoric are positioned as the ultimate 
beneficiaries, are not represented. 

The above analysis exposes that the interests are not what they are said to be, that 
the benefits accrued through the project work may bear no relationship to what or 
who the beneficiaries are assumed in the project's goals. In the light of this analysis 
all stakeholders are beneficiaries to some extent. All stakeholders have interests; it 
just depends how well their interests are negotiated and represented. Benefits 
accrued through the work of the project may better position stakeholders in future 
international or national markets. 
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8.0 Introduction 

Language is a pivotal factor and a constant point of reference in both of the projects 
under study in this thesis. The projects exist to promote and support the teaching of 
English. Their goals are to train English language teachers and to offer a range of 
English language courses; for example, English for academic and teaching purposes 
and English for specific purposes. This chapter explores the role of English, 
linguistic practices and the Discourses in project work through the perceptions of 
the interviewees in this study. It also illustrates how the roles of languages and 
linguistic practices are used to delineate positions in the field. The linguistic 
practices of a project are sites of struggle and an analysis of the role of English and 
project talk offers significant implications for the running of the international 
language education projects. Additionally, this chapter explores the positioning of 
the national language of the projects' host countries and what is considered to be 
'normal' project talk. 

In this chapter I am looking at Discourses at work in projects from a number of 
different levels: at one level the talk that happens within project work; secondly, at 
those Discourses that inform the ways projects work; and lastly, those Discourses 
that emerge from the relations within the project. I aim to reveal what underlies the 
notions of bilateral aid, collaborative work practices, cooperation and significantly, 
'internationalisation'. My analysis will show further that everything is not as it 
seems; the Discourses of the aid project world assume a lack of pecuniary interest. 
Other Discourses which help to shape project work signal ways of operating and 

/ or working that appears on the surface as 'fair' or 'on behalf of others'. 

I seek to understand the way that, within the Discourses, positions are taken up or 
designated in English language projects. What are the Discourses that help to 
delineate the power relationships in the field? On an initial reading, the data I 
present here (which includes analyses of project documents that set up how the 
projects will be run and interview material) seems to add substance to the view that 
there is a binary relationship between the recipients and donors or providers of 
language education, that this relationship is the sole site of contesting and 
competing discourses. It is of course much more complex than this, as my analysis 
will show. Despite the fact that the project context is often considered and treated as 
a unitary entity, in fact it is a context in which many different Discourses operate. 
The analysis draws on the concepts of Discourse as discussed by Gee (1996, 1999), 
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Fairciough (1989, 2001) and Chiapello and Fairciough (2002), as described in Section 

3.3. 

I also draw on Bourdieu's notions of linguistic capital and legitimate voice, which 
are embedded within his relational concepts of field, habitus and capital. A 
significant question for this research is that of "who has the 'legitimate voice' and 
subsequently is able to best negotiate their interests?" Whose voice is heard in 

language education projects? 

In Section 8.1 the project documents reveal much about the power relations in the 
field and the ways in which project practices are conceptualised. Section 8.2 
examines the way that English is represented in the documents and by the 
interviewees. What is its role and importance in the host countries? Section 8.3 
addresses the contested areas of which language and which speakers are legitimised 
by the projects. The interviewees and other data give much insight into these 
processes. The next section, 8.4, continues in this vein and illustrates the previous 

section with an in-depth analysis of two examples where the power relations of the 
field are revealed in the experiences of project practices. These examples are based 
on the interviewees' experiences of differing understandings of the dynamics of the 
field. Section 8.5 gives an example of the way 'talking about the project' is perceived 
in terms of what voices are legitimised. Section 8.6 presents the chapter summary 

and conclusion. 

8.1 Talking up the project: project documents 

The project documents offer a fertile pooi of data for this study. The documents 
address some key issues that frame the way projects are constructed; these issues 
include donor (or provider) perspectives of the recipient country, perceptions of the 
recipient's education system, the relations in the field, goals of the project, inputs, 
the anticipated outcomes, staff profiles, ways of working (this is termed 
'methodology') and budgetary information. What is important also is what the 
documents do not address; for example, the role of the host-country language, the 
position or role of host-country technical experts and how the host-country project 
participants define the 'problem', that is, the gap the project will fill. 

In this particular study they are of a source of information through which I can 
make some comments about the two projects as whole entities. The document 
extracts discussed below are good examples of the types of texts which contribute to 
the construction of project work and inculcate project participants with the types of 
behaviour (linguistic and otherwise) that allow them to 'play the game' successfully. 
One question for this research is to investigate how accessible, both in terms of 
physical and linguistic access, these documents are to all of the project participants. 
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An impression that one can get from the project design documents is that they 
foreground communication and the fostering of soand working relationships 
between project partners. Participants in aid projects (and in the fee-based project) 

are typically described as 'partners' (P1D2p.12), 'stakeholders' (P1D2p.1) and 
'counterparts' (P1D2p.3; P1D1p.34; P1D2p.12). Notions such as 'partnership', 
'bilateral relations' and 'collaboration', for example, suggest equality. Partners are 
assumed to have equal rights in the decision-making process and access to the 
relevant institutions and individuals with whom decisions lay. What possibilities 
are there for the host country to have genuine partnerships? For example, in Project 
1, as 'partners' in the host country's language education what access might the host 
country's students or teachers of English have in the decision-making processes by 
which policy and project initiatives are prioritised? How can these 'partners' have a 
voice in negotiations and consultations with such monolithic systems as the foreign-
based donor agencies or their own ministry of education? 

The goals of the project are at first glance commendable and achievable. They aim to 
fulfil the oft repeated Discourses in the field, phrases such as the following 
represent the rhetoric of the field: the project will 'empower' the participants, the 
outcome will be a 'sustainable' language education service (P1D2p.1, 3, 10), the host 
partners will have 'ownership' of the endeavour, the activities of the project will 
build the country's 'capacity' and access will be improved (P1D1p.8). The processes 
by which these outcomes are supposed to be achieved are described as 'regular 
communication' (P1D2p.1; P1D2p.2), 'partnership development' (P1D2p.12), 
'participative approach' (P1D2p.1), and processes of 'collaboration' (P1D2p.2). 
These processes express the underlying dominant Discourses of aid, that is, the 
donors or organisations wish to convince the different audiences in development 

that their interests are in the public 'good'. 

The outcomes for Project 1 related to the development and production of an English 
language syllabus for secondary school students, English language teacher training, 
establishment of a network of resource centres for teachers and English language 
training for ministry officials. The project objectives were ambitious and the 
documents acknowledged this, 'achieving the major objectives of the project will be 
a challenge with the time frames nominated' (P1D1p.1). This was a worthy 
admission but what I found interesting in the document's discussion about the 
project's objectives is that it did not set in place any mechanisms to relate the 
outcomes to baseline data the project proposal team had collected. The objectives 
were dearly driven by what the funding body saw as the 'gap' in the host country's 

education system. 
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The documents for the fee-based project (Project 2) discussed outcomes in a slightly 
different way in that the Australian educational providers had the expectation that 
the project itself will become sustainable through its ability to generate sufficient 
income. The outcomes therefore were clothed in terms which described the way that 
the project's language teacher education programs would attract and retain English 
language teachers. This aspect of Project 2 differentiated it from Project 1 where in 
the former proposal document there was no mention of 'capacity building' and 
where the host country of Project 1 has to establish the wherewithal to pursue a 
'sustainable' outcome. In Project 2 the onus was on the Australian providers to be 
able to supply a desirable product to English language teachers in a country which 
abounded with similar courses. 

The project documents described the framework from which the projects would 

carry out their activities. In Project 1 the proposal document puts forward the ways 
in which it will operate; these are encapsulated in the 'Principles' section. The 

notions which underlay the operation of the project were: 'collaboration, liaison and 
exchange' (P1D2p.2). This paragraph went on further to describe how this would be 
carried out: in the description of collaboration 'this participatory approach offers 
rewards for all participants'... and at the micro level, that is amongst local and 
expatriate staff, this collaboration 'will be mutually enriching'. In the explanation of 

liaison, the document described how in the relations to be established with other 
donors and providers 'we will strive to foster personal relationships as vigorously 
as we promote institutional links' (P1D2p.4). 

The notion of 'flexibility' was foregrounded in both proposal documents. The issue 
of flexibility arose in interviewee discussions about project work practices and was 
explored in Section 6.7. Here I wish to focus on how the project documents 
represented their approach to the organisation of work and to relations between the 
project participants. 'Flexibility' was a word which was used to 'naturally' collocate 

with the methodology of the projects' organisational and educational work 
(specifically the one that is being exported from Australia). For example, in Project 1 
the management of the project would 'remain flexible in approach' (P1D2p.2) and in 
its education work 'the project's flexibility will facilitate creative and speedy 
responses...' (P1D2p.1) to emerging training needs. In Project 2 the 'flexibility of the 
program' allows the students to choose the best option for their 'professional' needs 
(1`21)1p.10). The documents from Project 1 foregrounded flexibility as one of the key 
attributes of the approach of the 'consultant' (P1D1p.4). The documents raised the 
issue of flexibility as an attribute that was particularly appropriate for what seemed 
to be the 'overseas' context; for example, the 'degree of certainty' was less in those 
countries outside of Australia (P1PD2p. 2). While there may have been some social 
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or political upheaval and this was a realistic concern, the documents produced a 
picture of a country that was in need of much more than a simple ELT training 
program. Australia on the other hand was depicted as the supplier of stability. 
Whilst not overtly spoken about in this way, the genre of the proposal document 
was one which required the tenderer to be a dependable provider. The implication 
was that the recipient countries (both the aid-dependent and the economically 
independent) were prone to unpredictable and perhaps volatile changes. 

This section has pointed to ways the documents, through the Discourses prevalent 
in the international language education project field, create an understanding of the 
ways the projects work. In the beginning of this section I put forward the notion that 
the documents can build (inculcate) a 'project habitus'; this by adding that some of 
the project participants are more easily inculcated into the behaviours that ensure 
'fitting into' the project field than other participants. The following sections amplify 
this notion with examples from instances of project work. 

8.2 Role and position of English 

The role of English in the international language education field is a contested and 
complex issue, as discussed in Section 2.7. In this section I examine the way that the 
role and importance (or otherwise) of English is spoken about in the data and the 
implications this had for project work. The goals of both projects were primarily 
about improving teachers' proficiency in the teaching and use of English. The goals 
also implied that the types of professional development offered by the project were 
not available in the host countries. This was partially the case with Project 1, 
although there are programs available within the host country's region that may 
have been more accessible and more relevant. As for Project 2, the ELT marketplace 
was highly competitive. 

The goals of Project 1 were also to improve the regional provision of English and to 
organise English language courses for government officials. Underlying the goals 
for targeting the teachers' professional development was concern for the ministry 
staff (Project 1) and tertiary and school students' learning of English. Consequently 
the way the research participants represent 'English' is of great concern here. 

The interviewees were asked about the role of English in their country and its 
importance within the school curriculum. There was a great range of comments in 
the answers to these questions, not so much as a source of difference or sense of 
contest but rather, in the scope. Some interviewees gave answers which drew on 
issues of historical relevancy, for example, how English was introduced to or 
imposed on their nation. One interviewee (P2LT4) described how English was 
introduced to her country 200 years ago in response to an invasion and English was 
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viewed as a means by which the country could 'introduce the knowledge and 
information and technology from the outside world ... So English was a tool...'. 
Another interviewee (P1LU2) gave a trajectory of the roles of foreign languages in 
their country; he had studied a range of languages which besides English had 
included French and Russian. 

English is a compulsory subject in the secondary schools of both of the project host 
countries. In the country of Project 1, English is a recent introduction into the school 
curriculum and at the time of the project there was a dearth of teachers with English 
language skills. In Project 2 English had had a much longer presence in the school 
curriculum and it was essential for students to do well in English to pass the 
university entrance examination. There was a lot of ambivalence (in Project 2) 
amongst the teachers about position of English as a compulsory subject. In a 
discussion about this topic one interviewee (P2LT4) thought that many of the 
students in her country could not see a reason for studying English and for this 
reason some teachers thought it should not be compulsory: 

Mmm, a lot of English teachers say that English should be an elective. Not 
all students ... have to learn English so that the students who are really 
interested in or motivated in learning English should take English classes. 
P2LT4 

Another teacher from the same country agreed with the sentiments of the above 
quote. He saw English as an important subject of study but felt that students would 
take more responsibility for their learning if they elected to do it: 

I think an elective subject always requires students to have a kind of sense 
of responsibility. This is what I chose or this is what she chose so, ah 
teachers can be in a sense more strict. You know, you should take 
responsibility for your choice but if its compulsory then its kind of being 
forced to do something, be forced to learn and actually English is 
important. Of course everybody made that the major language all over the 
world in the modern age. But particularly in this country, in terms of the 
diplomatic relations, . . .business associations ...then students in a sense it's 
a big advantage for them to learn English but still I think to give them a 
choice is important. P2LT3. 

In spite of these views all of the host-country interviewees agreed that English 
language education was a high priority for their countries. There were many 
reasons given as to why English was important and interestingly almost all of the 
interviewees, both host-country and foreign project interviewees, expressed the 
importance in terms of the 'national interest' of the particular country. The 

242 



Chapter 8 Talking up the project: discourses of and talk about projects 

interviewee below talked about how English would improve her country's status 
within the region and identifies the (hoped for) linguistic capital that English brings: 

like the other countries nowadays English is very important especially ... in 
south east Asia. ... our government has opened up the country, you know, 

and we know that English is a key. That we can open our door to deal 
with everything as surely now we are going to become a member of an 
important regional organisation. 
P1LM2 

Whether English does bring this desired status or not is something for further 
investigation. The Discourses of English in the world (Pennycook 2000) and English 
as a 'key' to success are embedded in the interview data (and likewise underscore 
the project documents). 

8.2.1 English as an international language 

Host-country interviewees from both projects talked about the importance of 
English as a 'bridging' language, to speak with people from surrounding countries, 
and as one interviewee explained that it would not be possible (politic) to choose 
one of the languages of the surrounding countries as this would give dominance to 
that country (P2LM2). 

Another interviewee from Project 2 raised this aspect of the role of English as an 
international language in a slightly different way. He talked about a visit he made to 
Australia, and how English was an important tool for him to communicate with 
students from different Asian countries: 

My country's people live in Asia and we need to communicate with other 
Asian people ... and the language that we can communicate with them is 
mainly English. I think because when I was in Australia I can communicate 
with many students who came from many different Asian countries 
through English. It is necessary for us to understand their English and its 
hard for us people here to learn other Asian languages ... when we want to 
communicate English is already the international language or tool to 
communicate. P2LT2 

The interviewee (P1LU3) below postulated the view of English as an escape route 
out of an 'economically desperate' situation and that while she differentiated 
between the different motivations and desires between the 'ordinary person' and 
that of the 'national interest' it was still with the sense that the country would be 
able to 'better itself': 

I think it's important to some people more than others and the reason - to 
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people who want, who require contact with the outside world whether it's 
through academic channels or in business, and, English is an international 
language rather than a language that belongs to one particular group of 
people. It's quite meaningful to this country's people - there is only a small 
number of people in my country and they don't have much clout. 
Economically they're not anything much and they really are desperate. 
They are desperate to be able to find their way with the western world and 
they see English as part of it. I can agree with that too. P1LU3 

The above interviewee (from Project 1), in discussing her country's 'national 
interest' echoed the interviewee, P1LM2 (and also P1LU2), in talking about the 
country's need for English since the country had decentralised and had adopted a 
more market oriented economy. English was seen as a necessary accompaniment to 
more active involvement in international affairs and below the interviewee 
identified how English language was the dominant language of the communicative 
activities within the government arena: 

since the opening of our country to the outside world ... English is very 
important for every ministry and, you know, ...agencies or many 
organisations they need English and then all the documents we receive 
right now, mostly in English... also in the government position with any 
companies or organisations they also need people who can speak English. 
P1LU3 

It was intriguing that the interviewee constructed an equivalence between the 
experience of the individual and that of the nation state. Most of the population of 
the country of Project 1 are amongst the poorest people of the world and the 
government's gross domestic product was largely funded by aid monies. The hope 
that the development of English language skills would lead to accumulation of 
wealth (economic capital) clearly demonstrated how the Discourses of English 
language study as 'empowerment', and 'capacity building' were internalised in the 
hearts and minds of the individuals and institutions as represented by the host-
country interviewees above. The interviewee continued to talk about the dominance 
of English and how her university department (English) had double the number of 
students of any other department in the university. She saw this as indicative of the 
importance of English in her country. She also mentioned that each ministry office 
had a special English course. 

It was highly significant that in a country where there were inadequate health 
services and provision of elementary education, that the department with the most 
students was the English department. This spoke clearly of the linguistic capital that 
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English embodied and consequently aid and fee-based projects fed off the demand 
that was created by the role of English in an international context. 

The overall goal as expressed in the proposal for Project 1 was an excellent example 
of how successfully the notion of English as a key to economic success had 
embedded itself into the minds of those concerned with winning bids for aid 
projects. It confidently writes that the programs it proposed to employ will 'assist 
the country to build a critical mass of EL capabilities, leading to enhanced social and 
economic development' (P1D2p.1). One wonders how in a very poor country where 

access to basic Li education was severely limited, that a project constrained by its 
own internal mechanisms, would impact the economic development of the country. 
My musings on the misplaced optimism of the document brings to mind the work 
of Bruthiaux (2002; see Section 2.7 for further reference to his work) where he 
revealed English to have no influence in the lives of the very poor and in fact his 
work revealed that the influence of English in the world is not growing and the total 
users of English by Li speakers and those L2 highly proficient speakers comes to 
about 10 per cent of the world's population (approximately 600 million). 

The interviewee below, P1LU2, contested the notion that the population was 
concerned with other issues and stated very strongly that English was a means by 
which individuals could accumulate economic capital. As a teacher he was in high 
demand and could not meet the numerous requests for English lessons: 

According to my point of view I can say that the majority of students in the 
capital city and the provinces now they want to study English. You know 

why do they want to study English? ... if you can speak English, if you can 

write English you can find a job and I mean not good or bad, but you can 
find a job now, an important one. P1LU2 

The host-country interviewees from Project 2 expressed the importance of English in 
slightly different ways. The interviewees took their country's role in the 
international arena for granted, since their country was highly industrialised and 
economically successful and as mentioned by one interviewee in Chapter 6 it 
represents potentially one of the biggest English language consumer markets in the 
world. English was portrayed as the means by which the professional sector of this 
country could participate in international affairs; for example, '... for businessmen 

[sic] , for engineers and for researchers to give lectures at conventions. They have to 
write in English for publication in major journals. So especially in business and 
science they need English...' (P2LT4). An interviewee from Project 1 concurred with 
this view. He talked about this particular aspect of English as an international tool 
in the light of the national government's change in economic policy: 
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Since the government has you know, shifted the economic development 
from the nature based economy to the market economy or commodity 
production economy, we have, you know, a lot to do in terms of using 
English in communicating with the people who use English as their native 
language or the people use English in the international sense. You know, 
conferences, economic interaction, things like that. So, that is why it is very 

important for us. [And] then we need to develop our human resources and 
command in English high enough to communicate with foreign investors. 
[And] in terms of, you know, in the field of education it is of even more 
importance because we have to educate our people to get more knowledge 
or scientific knowledge in terms of, you know, technology development. 
P2LU1 

It was also seen as the tool for communication in a 'worldly' sense: '... and these 
days in this country the board of education says that students must communicate 
with others internationally in English... '(P2LT1). This view of English as a language 
of international communication is reflected in many of the other interviews (P1LM4, 
P2LM2, P2LU2) and it is also given a role as a provider of access and equity to 
arenas that were previously barred (P1LM2). The following are some other samples 
of what different interviewees said about the role of English as an international 
language. The interviewee from Project 2 below referred to the ambivalence about 
the study of English mentioned earlier in this chapter but believed that English 
would prove to be highly significant to school and university students in his 
country: 

As I said before teachers and students in this country do not actually feel 
the necessity of actually using English here. But at the same time the 

students who live in the 21"  century will have greater opportunities to be 
exposed to English as an international language and we have to prepare 
our students. So, even though we know that at the moment we don't have 

so many opportunities to use English outside the classrooms but sooner or 
later people in the 2? century will probably use English as a means of 
communication and we have to prepare for that. P2LU1 

Another teacher saw that the capital city is a linguistically diverse environment and 
it was important for the host country's people to use English as a communication 

tool: 

One of the reasons is that it's because it's a tool for communicating with 
people from different cultures and this capital city is not the town for this 
country's people only but there are many foreign language speaking 
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people in it. So it is necessary for this country's people to be able to use 
English as a tool for communicating. P2LT2 

As mentioned earlier in this section, English is a compulsory subject in the host 
country of Project 2 and it has a particular function in its prominence in the 
university entrance examinations. An interviewee, P2LT4, is a secondary school 
teacher and was quite candid about the role of English: 'these days for high school 
students it is a tool to get into university'. She felt that many students were not 
highly motivated to study English: 

I think basically they are interested in it ... but find it's quite difficult and 
very consuming and they need a lot of effort to learn English they lose their 
motivation and well, we don't need any English because we live in our 
country we don't go anywhere outside of our country. It will be OK not to 
learn English if I live in this country forever and don't do any business with 
foreigners. So, a lot of my students think that they don't need English after 
they start senior high school. P2LT4 

8.2.2 Varieties of English 

One of the issues that was raised by the interviewees in Project 2 was that of 
varieties of English and the status of those varieties vis-à-vis what was considered 
the 'true' native speaker varieties: 

in the revised course of study especially at senior high level we have 
included one sentence, a sentence that says that since English is used as a 
means of international communication teachers should be sensitive to 
different kinds of English sensitive to the fact that there are different kinds 
of English in the world, so this is very short sentence but the existence of 
this sentence in the course of studies is very significant. P2LU1 

The interviewee above, P2LU1, recounted an experience of a group of teachers who 
participated in an English language teacher training program in a Scottish city some 
years ago. This was part of a larger teacher training project. The teachers' feedback 
indicated that the type of English they were exposed to would not provide them 
with the 'good samples of English' that they would need when they returned to 
their country to teach. However, a recent group of teachers who trained in the same 
city did not raise the issue of varieties of English. The interviewee, a ministry official 
responsible for English language teacher training, used this example to explain how 
attitudes towards the notion of the 'true' native speaker had now shifted. He 
continued to discuss this 'opening up' of the MOE to English speakers from 
Kachru's (1986) 'the outer circle'. At the time of the interview the ministry of 
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education was actively seeking English language teachers from a broader range of 
countries where English was spoken as a first language and was hoping to indude 
teachers from the Philippines and Singapore in the near future: 

In this country nowadays, the Ministry of Education is not so worried 
about the different types of English, the Ministry of Education are thinking 
of including assistant language teachers from Singapore and Philippines. In 
the revised course of study at senior level, teachers should be sensitive to 
the fact that there are different kinds of English [this is in reference to 
English as a means of international communication]. P2 LU1 

It was interesting in this discussion that forms of English, such as Australian and 
New Zealand, were considered 'kinds of English' rather than 'proper English'. The 
interviewee quoted above (P2LU1) pointed out, in another part of his interview, that 
it was not too long ago that Australian English was considered an inferior form of 
English, a 'dirty accent', and it was not a popular choice for those wishing to study 
English. 

The view of Australian English, once seen as the poor cousin to US or British 
English, is changing as discussed by an interviewee from the ministry: 

OK honestly speaking you know there is a kind of image to us 'cause you 
know Australian English has some kind of dialects, such as especially in 
terms of colonisation so (i) sound for (a) right? So 'to die' for 'today' or 
something like that. So I, but you know things are changing so, ... because 
you know English is not the property of the United States obviously so it's 
a world wide international language. So naturally we should have a kind of 
our own style of English even the ah, we have some kind of dialect. ... . So, 
you know of course Australia is a native speaking country of English so I 
don't think Australia is inferior or worse than other English-speaking 
countries. P2LM1 

The above interviewee represented what has been perceived to be a particular 
dynamic of the ELT field and one that has been significant in helping to determine 
where teachers from the host country of Project 2 choose to study TESOL/TEFL. 

8.3 Language of the project 

One of the critical themes of work in international English language education 
projects is the respective roles of English and the local language! s. My data gave 
much information about the role of language in project work (my analysis is 
informed by Copley and Widin 2001). It appeared that English was used as the 
dominant language of project work; that is, all project documentation was in 
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English and English was the language of meetings, appraisal work and teacher 
training (with minimal bilingual input). The explicit role of English in this capacity 
was not addressed by the project proposals, but it was addressed by a number of 
interviewees. While some project team members saw the above role of English as its 
natural position, others contested this continuing dominance (P1! 2AU2, P1/ 2AU4, 
P2AU3). The language of the host country was not mentioned in the documentation 
except as an aid in teaching low-level English language learners. To give further 
detail on this, in the Project 1 documents, the host-country language was not 
mentioned except for one mention of a 'bilingual in-service' (P1D2p.2). This was in a 
country where English was a recently introduced foreign language and where the 
host-country project stakeholders (as described below) worked overtime to become 
adequately proficient in English so as to be able to participate in the project 
processes. 

The documents for Project 2 were written four years after those for Project 1 and 
they reflected a trend towards a slightly more inclusive attitude towards the host-
country language. This reflects a change in the TESOL field. The first language of 
the host country was included in the key features of the project (P2D1p.3) but 
relegated to 'bilingual support' for the lower level courses within the project. The 
host-country language was not mentioned in discussions about the management of 
the project in spite of the fact that there were Australian stakeholders fluent in the 

host-country language. 

The issue of which language was used in project work was a particular point of 
tension for three interviewees (P1/2AU2, P1/2AU4, P1AP2) in Project 1. One of 
these interviewees, an Australian project advisor (P1!2AU2) suggested to the 
Australian team that every second committee meeting be run in the host country's 
language. English was a relatively new foreign language in this particular context. 
The Australian advisor (P1 / 2AU2) recognised difficulties in carrying out any truly 
collaborative work when English was used as the sole language of communication 
and negotiation in project management. However, the other members of the 
Australian team thought that this was an absurd idea and the interviewee reported 
that the Australian project director laughed aloud when this was raised at a Project 
Coordinating Committee meeting. Yet members of the host country's team were 
obviously struggling in their use of English and this diminished their roles as 
project coordinating committee members. A number of the host team members were 
fluent speakers of other European languages but this did not give them any 
linguistic capital in this particular project field. The reaction to a possible 
rearranging of the subordinate and dominant positions by simply allocating space 
for the meetings to be run in the national language of the host country explicated 
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the power relations in the field. The expatriate advisers would be in the position of 
having to have the meetings interpreted and would lose ability to control the 
process as well as the content. 

This view of the 'naturalness' of the use of English as the language of the project 
was endorsed by an Australian official (P1AM1) who worked with the in-country 
office of the funding body. He dismissed the need for expatriate staff to develop 
local language skills. He did more than this really; from what he said he believed 
that it was not 'functional', it did not help the intended practices of the project 
because 'We're headed for English'. He relegated the local national language to a 
subordinate position in the field and advised expatriate staff to get assistance from 
one of the host-country staff if they needed to use the 'local language'. He had a 
particularly interesting attitude to the affective factors embedded in the language 
learning, 'Some of the Australian teachers have learnt a bit of the local language. 
I've heard a few words dropped around the place and that keeps everybody 

happy...' (P1AM1). 

The above interviewee expressed perhaps, from one point of view, what was 
realistic in terms of language learning. However, I do not think that the point about 
'which language?' in an international language education project is as simple as 
P1AM1 lays out. A number of issues emerged from a discussion of the above view 

about the respective roles of the local language and English in a project. An 
interviewee (P1/2AU2), in the first part of this extract below, encapsulated what I 
would call a central dynamic of the field of aid projects: 

I mean, when people from a rich country like the one we live in are 
working with people from a very poor country, and we're communicating 
almost only in the language of the rich country. Never in the language of 
the poor country. We have so much power. There's a power imbalance 
that's so enormous there, we can hardly conceive of it, and that gives us, 
that power gives us certain strengths and also certain limitations. P1/2AU2 

P1AM1 might be seen as representing the practicalities of the situation but in doing 
so he ignored particular dynamics and relations in the field as identified by 
P1/2AU2. Responsibility for the way the host language was positioned did lie of 
course with the project proposals but P1AM1 was involved with the aid agency and 
hence connected with the development of the proposal as was P1!2AU2. My 
analysis of these different views of the power of 'which language?' is not simply a 
matter of practicalities. Certainly the host-country teachers (Project 2 host-country 
teachers (P1LT1, P1LT2, P1LT3, P1LT4) and similarly in Project 1 (P1LU1, P1LU2, 
P1LU3, P1LU4, P1LM2)) and other host-country project participants in both projects 
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thought that Australian project team members should develop at least an 

elementary proficiency in the local language (see Sections 9.1.1 and 9.3 for a 
discussion about this in connection with knowledge about the local context). 

While the view expressed by P1AM1 of little need for learning the language of the 
country where one works is prevalent within the expatriate communities, the 
interviewee local teachers, teacher trainers and ministry officials did not concur 

with the 'English only' view. In terms of the process of 'internationalisation' as 
represented by the learning of English, the above examples, firstly of the role of 

English in Project 1 committee meetings and secondly the view of the Australian aid 
official, explicitly support what has been argued critically elsewhere in the thesis, 
that this process is one-way. The host-country ministry officials, teachers, teacher 
trainers and students are engaged in the process of learning English, and working in 
English, but there is very little engagement in the learning or use of the local 
language. The majority of project participants (including the 'counterpart' staff) are 
native speakers of the host-country languages. The positions of the local languages 
and native speakers of these languages is an interesting and I would say telling 
feature of the project field. Masaki Oda (1999) in his article about how the use of 
English can disenfranchise some parties in EFL organizations identifies a number of 
ways that native speakers of English marginalise the bilingual host-country 
teachers. He draws on his and other bilingual teachers experience in JALT, an 
organisation for language teachers in Japan. This organisation was originally 
formed by English language teachers but is now no longer exclusively for ELT. Oda 
points out that although there may be teachers of French, Thai and so on: 

[but] non-native speakers of English members, most of who are native 
speakers of Japanese, have had to be competent in English to fully 
participate in the organization's activities (Oda 1999:106-7). 

He also describes the power plays of English native speaking officers as against 
non-native speaking ones: 

English native speaking teachers, including those who are monolinguals, 
appear to be given a privileged status in the profession. Many TESOL 
affiliates are controlled by English native speaking professionals who are 
not necessarily more qualified as language teaching professionals than 
their non-native speaking counterparts (Oda 1999:119). 

The above brief descriptions of the relations in the field of an EFL organisation 
explicate the ways that (I contend) the general field of English language education 
plays itself out. The linguistic relations of power as previously stated by P1! 2AU2 
dominated in Project 1 and for Project 2, while in a completely different context, the 
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local language was relegated to the margins (quite literally in the course materials). 
The matter of learning a local language was not to necessarily expect that the 
expatriate staff would become proficient enough to engage in high level discussions, 
though this was expected of the host-country staff. The learning of the local 
language would simply have placed that language in a different position to that 
where it was, invisible. There are many examples of non-government organizations 
who give priority to the learning of host-country languages, for example, the 
volunteer community workers, educators and other smaller project-type ventures. 

These organisations arrange for staff to have language lessons as part of their 

induction to work in the new context and clearly see the learning of the host-
country language as a significant attribute of project work. 

One interviewee (P1LU2), a counterpart lecturer, expressed the thoughts of many of 
the other host-country interviewees in Project 1 (P1LU1, P1LU2, P1LU3, P1LU4, 
P1LM2), that although Australian presenters should use as much L2 (English) as 
possible there is an important role for Li in explanation. He also thought that the 
Australian presenters should learn the country's language and something of the 

country's culture: 

like if Australian teachers can speak our language, understand our 
language I think this would be easier to present lessons. More or less this 
can save the time and is also fun when foreigners speak - they understand 

now. P1LU2 

This view was echoed by interviewees in Project 2 (this is also discussed in Section 
9.3 where the interviewees discuss the importance of Australian project advisors 
learning the local context). One interviewee (P2LT3) calls for Australian lecturers to 
'have some knowledge of his country's language'. He believes that this will assist 
the lecturers in teaching the country's learners. Knowledge of the host country's 
language will give insight into the problems that the students have in learning 

English. 

The central issue of language and in particular, which language, is a critical one 
when examining the relations of power in these international language education 
projects. It is particularly interesting if one looks at the context in which these 

projects are conceived; that is, they are described in the project documents as being 
based in the current body of (Australian) language education theory and practice. 
Current literature in TESOL and TEFL (e.g. Pennycook 1999, 2000; Phillipson & 
Skutnabb-Kangas 1996) espouses the critical questions of the relationship of identity 
and language and is mindful of ways in which the home or first language must be 

given a rightful place. This framework for current practice is espoused and adopted 
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unless, I imagine, you are in an English language international education project (in 
saying this I am not expecting that these project be at the 'cutting edge', but the 
project designs should draw on innovations in the TESOL field). Here, the first 
language of the host country is rarely mentioned, project proposal documents 
carefully step around the issue and certainly in the language teaching approaches 
most common in English language projects, the first language is viewed (by the 
majority of Australian project staff and officials) as a barrier to English language 
development. Interviewee P1/2AU4 recounted how the team leader of Project 1 did 
not want to allow any of the counterpart teaching staff (host-country English 
teachers) to use their first language in the courses run by the project. She recalled 
him as saying: '... they (the students) will not learn anything if the teachers use their 
own language. They must only use English.' 

8.4 Talk in the project 

Competency in English is a sought-after skill, and one that is often a prerequisite to 
gaining work, secondment from government posts into projects, or inclusion in the 
management of language education projects. In practice, however, (as mentioned 
earlier) barriers often still prevent host-country project participants from 
participating fully and equally in the decision-making processes of the project, to 
have what Bourdieu would term a 'legitimate' voice in the project practices (Copley 

and Widin 2001). 

Two issues emerged from the data of interviewees from the host countries that 
spoke of the issue of 'legitimate voice'. One was the issue of the decision to change 
the study arrangements of the post-graduate course in Project 1 and the other issue 
was the type and name of the initial TESOL qualification that was offered in both 
Project 1 and Project 2. These issues were seen as worthy of comment by the host 
participants in both projects and ones where they perceived that their voice was not 
legitimate. The interviewees went on to offer stories of how their voices had been 

delegitimised in these two particular instances. 

8.4.1 Legitimated change 

The first issue, as described by P1LU3, P1LM2 and P1LU2, was the change of study 
arrangements for the masters program which had previously been undertaken 
wholly in Australia. The discussion of the change of study arrangements occurred 
in Project 1 before the third in-take of the students. The suggestion, to shorten the 
time candidates spent studying in Australia, came from the Australian manager of 
this particular project component. The previous in-takes of students spent 6 months 
full-time study in Australia. The new arrangements would see more students study 
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for less time in Australia and the Australian lecturers taught the remaining subjects 
in the students' country. This proposal went to the host-country MOE for approval 
and it generated a range of responses from the host country's stakeholders, mostly 
dismay at the shortening of the students' time in Australia. 

According to the interviewees mentioned above, the Australian manager, in 
correspondence with the in-country project manager, reported on a mini-survey on 
this issue conducted with host-country stakeholders. The host-country project 
participants were overwhelmingly in favour of maintaining the original 
arrangements; that is, of a smaller number of students staying for the full six months 
in Australia. The report which detailed the responses was circulated to the key 
stakeholders. 

As mentioned in Section 8.1, Project 1 was described in the project documents as 
employing a 'participatory approach' to project management, in theory at least. This 
suggested that the Australian project management team would openly encourage 
the contributions and the active participation of local project parthers. This did 
happen on occasions as reported in other parts of this thesis, but the way the 
opinion of the host-country interviewees was dealt with on this occasion suggested 
that in fact, at least in their perception and my perception, their contribution was 
given very little or no weight. They (and I) felt that their words were not being 
considered, and despite the rhetoric about participation and the centrality of local 
stakeholders' voices in the decision-making process in the project with which they 
worked, there was no space for the input of these local interviewees, their expertise 
and experience. 

The above interviewees, in their support of maintaining the original study 
arrangements, explained the value of spending the longer time in Australia. 

Firstly, there is obviously more opportunities for English language development, as 
the students (as teachers) in their home environment very rarely interacted with 
speakers of English or had access to English in the media. Secondly, there is the 
concurrent incidental learning which occurs when living in another cultural context 
and thirdly, is the opportunity to have extended study time where the students do 
not have to contend with their domestic demands. Other reasons cited in the report 
were, 'the creation of a post-graduate study path, incentive factor, and the special 
value of overseas study' (P1D3p.2). 

The initial reactions of the local interviewees in giving their opinions were based on 
the assumption that participants in international language education projects did 
communicate, listen, and were open to being influenced by one another. The 
interviewees recounted how they questioned the decision making process and 
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underlying relations of power of the purportedly collaborative practices. Instances 
such as these give lie to notions of trust which are often assumed or stated by the 
donor. In a later section (8.5) an instance of project talk is examined where the 
project manager demands that the host stakeholders must 'trust' the expatriate 
management. In the decision about the study arrangements, the host interviewees 
explained that they were not able to 'trust' that their interests would be looked after. 
The Australian manager believed that the value of giving more students access to 
further post-graduate study was of the greater good and went ahead with planning 
for the new arrangements (P1/2AU4). What was unstated but certainly visible to 
the university side was that an increase in enrolment was an increase in fees and 
this pecuniary interest prevailed. 

The above interviewee (P1/2AU4) recounted the reactions of the students when 
they returned from the short study tour in Australia and they were to pick up the 
other masters subjects in the host country. She thought that when the students 
returned to their country they were at first generally rather dispirited. She 
remembered that one woman said: 'We have touched our dream...'. That is, the high 
point of study abroad had been reached, after which further study in their country 
seemed anticlimactic. She felt that the students lacked motivation to recommence 
study. 

This instance of project 'talk' is illuminating, because it foregrounds the frustration 
that is felt by many host-country participants on aid-funded projects (and I would 
contend fee-based projects) about the amount of regard paid to the opinions of the 
host-country partners. In their recounts the interviewees felt that even though they 
made several seemingly valid points in their support of the original option, their 
comments, while based on their experience and expertise as teachers, teacher 
trainers and having studied in another country, were not authoritative enough to 
affect the decision. In addition the above example revealed the limitations that local 
participants worked within in terms of how far they could actually influence the 
direction the project took. 

The above example raised issues both of language and Discourses: the importance 
of language in the bilateral project process, how it is used as a tool to gain and 
consolidate positions of advantage within the international language education 
project field and the way the projects work for the 'good' of the recipients. Within 
the context of the aid-funded project (Project 1), the competing Discourses of aid 
and development could be identified according to the groups and individuals 
participating in them: local stakeholders, project implementation personnel, project 
implementation administration and management staff and donor personnel. These 
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Discourses reflected the relations in the field; that is, the way that the field is 
delineated by uneven positions of power constructed by the relative distribution of 
the valued resources. In this context, the dominant Discourses are generally those 
within which the donor and provider groups operate. These depict particular views 
of the world which demand economic accountability and transparency, supported 
by empirically identifiable evidence and rational investigation. 

The Discourses of the local stakeholders, informed by the rhetoric of collaboration, 
access and equity as espoused by the documents, often seemed to be considered less 

objective and more untenable, and are relegated to a subordinate position in the 
field. The host-country interviewees in the language education projects held 
professional positions within their areas of work and in these positions there was 
often a requirement that people are competent English speakers. These project 

participants were highly skilled in their profession. They were articulate in their 
ability to express themselves in English and they presented as confident and 
authoritative. Yet, their comments on the study arrangements were discounted and 
they failed in their endeavours for the project to provide what they view as the best 
option for the English language teachers (P1LM2, P1LM4, P1LU2, P1LU3, P1LU4). 
Thus, while English was seen as a skill which enabled the active participation of 
local participants, and indeed can be seen as a gatekeeper into the international 
language education project workplace, in fact competency in English (in addition to 
the professional skills in their field) may have not been enough to guarantee that 
local stakeholders' contributions were considered to carry any authority. 

In exploring this example further, Bourdieu's (1991) work on the dynamics of 
participant relations is useful. The context of instances such as discussions over 
arrangements of study plans would, on first glance, seem to be one where the 

relations of agents in the field are made explicit and the views of the host 
participants would be given significant weight. While in the end, the relations of the 

agents were made explicit in terms of dominance and subordination, further 
investigation of the question of what it takes for an utterance to be effective reveals 
deeper information about the dynamics of the field. Of interest here is Bourdieu's 

argument that authority does not stem from words alone, but that 'the authority 
that utterances have is an authority bestowed upon language by factors external to 
it' (Bourdieu 1989:9). This may seem obvious, particularly if one draws on an 

example of institutional authority such as a judge's verdict, but what I am talking 
about here is a project which is purportedly based on 'partnership' and 
'collaboration' and one where the host-country participants could be assumed to 

hold 'insider' information. 
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The linguistic practices within the project reflect and reinforce the habitus of the 
agents in the field. The practices highlight the differences and/or equivalences 
between the social groups in the field. The host-country interviewees spoke of how 
the original study arrangements were of benefit to the post-graduate students, and 
this would be the expected procedure for the project to maintain. However, the 
host-country interviewees are not fully cognizant of the 'characteristics of the game', 
and while their linguistic performance is evidence that they have seemingly 
appropriated what the discursive field offered, they have not accumulated the 
linguistic (and other) capital to speak with authority. 

The international language education project field of Project 1 was discursively 
constructed by Discourses of aid and development, language, education and 
international relations to name the most obvious(similar to how the field is 
described in Copley 1997). The things which denote legitimacy (and consequently 
authority) in this field might be status or position within the project management or 
the host-country MOE, educational qualifications, nationality, ethnicity and 
language background. The power relations within the project may not be quite so 
obvious and may be masked by the rhetoric of collaboration and partnership. But at 
the bottom line the funding power lies with the donor, the Australian aid agency 
and an underlying fear or threat for the host stakeholders is that funding may be 
withdrawn if there are any serious problems. There is no doubt about the ultimate 
power relations in the field. The project management team (comprising the project 
management company and the university) holds the greatest amount of economic 
capital in the field and in terms of the objectives of the project, holds the cultural 

capital; that is, the desired professional qualifications. 

In this interaction, the project participants may have been disadvantaged by a 
limited understanding of the Discourses in operation within this field. The implicit 
markers of the power relations are implanted in the Discourses at work in the field 
and are realised by language. Thus, not only may they be disadvantaged by non-
native speaker status English, they might be further disadvantaged by their lack of 
familiarity with the legitimate instruments of expression of the Discourses which 
operate within the world of international language education projects (these 
Discourses have been referred to in previous sections of this chapter) and therefore 
they may be blocked from participation in the authority of the institution. 

8.4.2 Legitimated names 

The second example further illuminates the question of legitimate and authoritative 
speakers in the work of the projects. Host-country interviewees (and one Australian 
interviewee from Project 2) from both the aid-funded and fee-based project raised 
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the graduate certificate course as an issue. The interviewees (P1LU1, P1LU2, P1LU3, 
P1LU4, P1LM2) and similarly in Project 2 (P2LT1, P2LT2, P2LT3, P2LT4, P2LM1, 
P2LM2, P2LU1, P2LU2) expressed confusion about the name and meaning of degree 

programs and articulated pathways. The interviewees (P1LM2, P1LU3, P2LM1, 
P2LT2, P2LU1, P2LU2) felt that they had brought up this issue with the respective 

project management but had no response. A host-country interviewee from Project 

1 (P1LM2), a teacher training official who had worked with the aid-funded project 
for two years, was still left unclear about the status of a particular course offered 
within the project: 

people don't understand about this certificate, you know,... They are not 
sure whether this certificate must come after a bachelor's degree or any 
people can attend. P1LM2 

This interviewee was concerned that this qualification would not be recognised by 
institutions in other countries: 'I mean if these people go to the other part of 
Australia ... so if these people are sent to other institute, do the people accept this 
kind of course.' P1LM2. 

She expressed a concern that was echoed by other interviewees from both projects; 
that is, were the qualifications they received through completing the courses 
valuable? The question in both projects was about the status of a graduate 
certificate, a qualification that did not exist in the academic institutions of the two 

projects' countries. 

The interviewee expanded on this point by explaining that the course participants 
go to university and after four or five years of tertiary study they get awarded with 
a diploma. She then said that they come to study in the project courses years after 
getting the diploma and then they are awarded a graduate certificate. Her query 
was whether the project's qualification was lower than their first university award 
(P1LM2). 

As it happened, this same type of course was the core teacher education training 
program within Project 2. It now appears that there may have been a mismatch 
between what the Ministry of Education desired for the teachers and what the 
Australian university wanted to offer, which was a specific university program. 
Two interviewees (P2LU1, P2LT4) from Project 2 expressed concern about the 
naming and status of the course: 

I have raised this before with the director of the [Australian government 
agency], you should not have too much focus on the pre-masters 
qualification. This country's teachers will not understand about this course, 
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the most important aim is to get a masters qualification. P2LU1 

This view was echoed by the interviewee below, a host-country university 
professor, and the concern was with how the teachers would proceed into a 
master's degree. The general unfamiliarity with the graduate certificate level was 
causing the two interviewees some disquiet about the responsiveness of the project 
managers to the local context: 

And as I said, and this is what we have perceived during your visit to 
senior high schools. There are lots of teachers who need training at that 
level. Not all the participants are directly suitable for the MA degrees but 
since most of this country's teachers these days are interested in 
qualifications, so, you have to offer the way closest to MA that is what I 
expect you to do. P2LU1 

The Ministry of Education and other project participants were unsure about the 
particular university qualification on offer as it was not a qualification familiar to 
this country's students, but the Australian universities felt sure that this 
qualification was suitable for this country's teachers and wished to promote it. 

The universities had had advice from a member of staff (P2AU3 who had extensive 
experience of working in the education sector of the host country, is bilingual and 
was seconded to Project 2) that this qualification was not recognised in the host 
country of Project 2. In spite of this advice the project management went ahead with 
the development of the unfamiliar program. 

8.5 Talk about the project 

The project worlds as described by the data assumed that there was a sense of what 
was 'normal' project talk; one of the 'normal' things was that talk was conducted in 
English (see Section 2.7 for further discussion of this issue). Consequently, the 
proficiency and competency in English were paramount in measuring the ability of 
host-country staff and deciding whether or not a person was suitable for 
participation in the core of project work, that is, management level of project work. 
However, even when host-country staff were skilled in terms of English language 
and the management area of the project work they were still excluded from 
management decision making (P1LU3). So what was going on in these situations? 
What other skills were needed and what other interests were at stake? 

One interviewee (P1/2AU4) recalled a meeting that occurred mid-way through the 
life of the project. The meeting was a formal regular meeting between the key 
stakeholders and its purpose was to discuss the direction and activities of the 
project using the logical framework methodology. The logical frame (Iogframe) 
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process involved a methodology of analysis and participation: brainstorming of 
problems and group discussion. It is a system that was used because it aimed to 
ensure specific outcomes and indicators for outcomes that were quantifiable by the 

donor and thus the donor could be accountable. The difficulty with using such an 
approach was that, certainly in a MOE's meeting session, the host country's 
representatives typically have a different 'institutional practice' (Fairclough 
1989:33). An assumption underlying the use of such procedures to plan and 
implement project work is that the expatriate or the donor's 'institutional practice' 
in project work is democratic and it reflects the rhetoric and ideals held by the 
logframe approach. The expatriate participants may well begin to believe in the 
idealisation of their work practices and use this sense of more highly developed 

ways of operating to further dominate the field. 

The group was diverse: representatives of the host MOE, officials who had very 
different levels of experience with both this particular conceptualisation of project 
work and the ELT field; representatives from the participating local university; 
project staff, both local and expatriate and Australian project management staff. 
These broad categories of participants do not really reflect the diversity amongst the 
group in terms of beliefs and values about education, gender, age, professional 
experience, language skills (in a range of languages) and status. 

The view of the interviewee (P1 / 2AU4) was that the logical framework 
methodology of the workshop did not embrace the group's diversity. The 
Australian project management introduced this procedure as a 'normal' regular 
activity within 'bilateral, collaborative work' with which the project was 
(supposedly) engaged. The procedure relied on the participants being able to 
interact with each other on an equal basis and this was taken for granted and the 

management team assumed that the meeting would be conducted in English. The 
Australian project management team also seemed to assume that this 'collaborative, 
cooperative' organisational practice would sit equally well with the host-country 
and expatriate participants. All participating stakeholders work with institutions 
that are not particularly democratic. The donor / aid agency is a bureaucratic 

organisation that had a linear chain of command and outside of a few NGOs has a 
very traditional hierarchical structure. The Australian university partner also 
operates under a very traditional, hierarchical type of work organisation where 
input to discussion is filtered through status channels and line management. The 
institutional practices of the host-country MOE were predicated on strict hierarchies 
(similar to Australia's, in fact) which operated in overt ways, so that from the 
interviewee's perspective, project participants in the lower echelons of the MOE 
would be reluctant to offer an opinion in front of someone higher up in the ministry. 
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This would seem particularly so if the participant wanted to make an adverse 
comment. 

From the interviewee's account of this meeting, or rather workshop, it appeared that 
the production of a logical framework was introduced as a 'normal and natural' 
way of proceeding in the work of this project. It was not framed as a procedure that 
the donor/provider was familiar with and those from other institutions may not be. 
It was an integral part of how the project was set up to operate and the procedures 
that would be followed. It was in fact quite new and foreign to a range of 
participants in the workshop; the university representatives and the first time 
expatriate project workers were as unfamiliar with the intricacies of the procedure 
as were the host participants. But the seemingly major difference was that the 
expatriate staff were able to participate in the dominant discourse of the meeting; 
they were familiar enough with the terms to take them on 'as natural and legitimate 
because it is simply the way of conducting oneself' (Fairclough 1989:91). 

The interviewee (P1/2AU4) recalled that at one stage of the workshop the host-
country participants (on the project coordinating committee) requested that they 
receive the project's budgets, that is, how much funding the project receives, how 
much is allocated to each component etc. The request came, I imagine, as a result of 
assumptions that the project rhetoric about partnership, collaboration, cooperation 
applied at the management level. The response by the team leader to this request 
was 'this is a bilateral project, we have to operate on trust and they (the MOE) 
would not understand the movement of money...' (P1D3p.1). Before analysing this 
comment it is also worth noting a comment from P1/2AU4 that the project 
management had offered to run a management training workshop for the host 
country's 'counterpart' management staff. The management team had had 
experience in running one with another project in another country and seemed to 
think this a positive idea; however, the workshop never eventuated. 

The use of the phrase 'we have to operate on trust' indicated that the team leader 
asked the host-country stakeholders to believe that the Australian management 
team was working in their interests. His following comments alluded to the host-
country stakeholders' lack of knowledge about project management. In looking at 
the comments more closely the idea that the host-country stakeholders 'would not 
understand about the movement of money' said that the project budgets did not 
reveal the money that was truly available for the projects' activity. The money must 
have been in some fluid state that did not faithfully indicate what was available for 
use in the host country. It was enlightening to understand that the donor's funding 
was used creatively by the project management and obviously it was the team 
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leader's role to not disclose the 'books' to those who may question the way that 
money was perhaps falsely represented. 

In a conversation about international language education projects in Hungry 
(Bolitho and Medgyes 2000), Medgyes refers to the opaqueness of the terminology 
of project work. The opaqueness can function in favour of certain individuals and 
organisations in the way that some of these can claim ownership of the project 
jargon without having to explain it. But for the power relations to function 
effectively the group that claims ownership must conform to those behaviours 
inculcated by the project documents and those expected by the top-level 
management. The Australian teams must conform to the demands of the 
management companies in order to retain their positions in the project. 

Talk about the project also raises complex issues around how to work out shared 
understandings. This does not mean that the expatriate stakeholders hold 
knowledge about how best to manage the meanings behind the terms but they 
clearly own them; in Bourdieu's framework, they are the legitimate speakers about 
project work. What is extraordinary about the positioning of agents in the project 
field is that one can know so little and yet be elevated to a dominant position in the 
field. It is not only English language skills that positions the agents in this way as 
we've seen - many host-country project team members are sophisticated speakers of 
English and have higher educational qualifications than the expatriate staff - so 
what is going on? What discourses are in play to bring about this positioning? How 
can host-country project team members become a legitimate voice in project work? 
These questions are discussed further in Section 10.2.3. 

8.6 Conclusion 

This chapter has demonstrated that an analysis of project talk I discourse from a 
CDA and Bourdieuian perspective offers significant implications for the running of 
international education projects, especially for those English language ones that 
proffer goals and objectives of access and equity. The design and proposal 
documents set the projects up as entities which embrace the goals of bilateral 
partnerships which will form truly collaborative endeavours. However if we look 
beneath the surface to investigate how these goals will be achieved we will hear 
some stories about lack of communication and competing interests. We also heard 
that the projects were not established on mutual understandings of how 'the game 
is played'; there was not consensus about the process and content of the project 
activities. The influential Discourses in the field were the dominant ones about the 
role of English and the 'native' speaker, about work practices and power relations. 
Bourdieu's concepts of linguistic capital and legitimate voice have allowed us to 
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identify the ways in which some agents have dominant positions in the field of 
project work and how the accumulation of capital in terms of language and 
speaking rights perpetuate a particular set of power relations in whose interests 
they work. 

The role of English is a key factor in the work of the projects and hence an area that 
project managers need to resolve in regards to the power relations within a project. 
This is a very complex issue as English is the language of international 
communication, but it does seem that those that advocate the programmatic value 
of English as an international language tend not to problematise the ideological 
power of English. These two accounts of English (as a benign communication tool 
and as a means of domination) as Kubota (1998) suggests do not have to be 
mutually exclusive. In developing a critical pedagogy of ELT, as is essential for 
work in international language education projects, one needs to take account of how 
to develop students' communicative skills and awareness of the ideological role of 
English as a language of power, how it oppresses other languages, cultures and 
societies and how these roles can further increase global inequality and a 'biased 
view of language, culture and race' (Kubota 1998:304). 

This chapter suggests the need for an investigation into what constitutes relevant 
and meaningful language use in local contexts and the development of more 
productive and equitable relationships between stakeholders. 
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Cultural practices: the project habitus 

9.0 Introduction 

This chapter attempts to understand the complex concept of culture in the context of 

international English language education projects. In general, international 

language education project goals are rarely explicit about the project's view of 
culture and the assumed cultural values inherent in its language education practice. 

This is evident in the two projects under investigation. This chapter explores 

competing notions of culture (as represented by the interviewees) present in the 
projects and poses the questions of how the diversity of the constructions of culture 

and the relationship of language and culture impact on the work of the projects. In 

this study I view culture as a dynamic, contested notion which is constructed by 
external forces of history and social conditions as well as from the internal actions of 

those members of the particular cultures. We can see throughout this chapter the 
range of views of the concept of culture discussed in the literature surveyed in 

Section 2.6. 

I have worked with Bourdieu's notion of habitus as introduced in Section 3.1.5 to 

analyse what has often been termed as 'culture'. The explanatory tool of habitus has 

brought to light a dimension of the field that is not recognised by the literature on 

intercultural or cross-cultural relations in ELT practice. With this concept Bourdieu 
seeks through his social research to illuminate empirically why people act as they 

do and what potential space exists for transformation. The resulting action of the 

relationship between field, habitus and capital, the practice of project work, is 

investigated to reveal the diverse constructions of culture and its relationship to 

language. The data and literature reveal that the projects are not what they present 
themselves as; even if a project product is put up as a real 'commodity' the 

dominant stakeholders do not necessarily take project goals seriously. 

In this research the interviewees spoke of their practice in ways that exemplified 

habitus. Their data encapsulated the ways in which a person's dispositions are 

partly individually subjective but also influenced by the objective positions and 

social, material and historical traditions in which that person lives. 

Another purpose of this chapter is to critique the notion of the international 
language education project as a small site of culture which is different from the 
culture outside of the project and different to the culture of the expatriate staff. The 

chapter contends that the projects are not unique entities of culturally appropriate 

practice, rather they embody symbolic violence in their constructions of culture and 
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national characteristics (Murphy 1999, Morris 1991, Swales 1980). The issues of 

culture and language are paramount in the work of international language 
education projects but as revealed in this chapter there are many dynamics at work 

in the 'complex and unpredictable' (Coleman 1995) life of projects. 

In the first section of this chapter project documents reveal the ways in which 
'culture' is constructed in the design and implementation of the projects. Section 9.2 

turns to the interview data and examines the way that the interviewees spoke of 
culture and the understandings that are attributed to the way 'culture' positions 

agents in the field. The next section, 9.3, investigates the relevance of knowledge of 

the host countries' local context. This emerged in terms of what expatriate project 
staff need to know about the local context. Section 9.4 follows one aspect of this 
theme, that is, the perceived impact of lack of knowledge about the local context of 
the project. The next sections, 9.4 and 9.5, discuss firstly the notion of 'cultures of 
teaching and learning'. The projects are predicated on difference in terms of 
teaching and learning and this section investigates how this difference emerges in 
the data. Secondly I discuss the relationship perceived to be between culture and 

work. Section 9.6 summarises and concludes the chapter. 

9.1 Constructions of culture 

I would like to start this chapter with a personal (short) story about work in an 
international language education project. I was working with a university English 

language teacher training project in North Vietnam about ten years ago. At the end 
of my first workshop session I asked my Vietnamese counterpart, Ha (not her real 

name) for her comments about the success of the session. She responded, "Jacquie, it 
was a shame to see you work so hard for nothing...". This comment unfortunately 
revealed the lack of engagement my paper had with the conditions and needs of the 
teachers in the workshop. While I was rather taken aback, further discussions with 
Ha allowed us to jointly develop more relevant and useful training workshops. 

I tell this story to draw attention to the significance of understanding the local 
context in which one works. I believed that I had prepared for this particular task 
both in an academic and cultural sense but my preparation was obviously 
inadequate. The vignette above sheds light on one understanding that I had had of 
'culture'; however, this understanding was based on the unequal power relations 
between the ELT field in Vietnam and the one in Australia. The Australian 
university staff were exporting their knowledge products to the English language 
teachers in Vietnam, who in the words of a Vietnamese Ministry of Education was 
'chasing English'. He was referring to Vietnam's position in relation to the dominant 
'international' languages. He made the comment that Vietnam is 'always running 
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after languages: in this last century we have run after French, then we ran after 
Russian and now English'. I had assumed that as native speakers of the desired 
product whatever we had to offer would be appropriate. 

The term 'culture', a contested and complicated concept, necessarily demands an in-
depth examination of the ways in which it emerges in the data. An exploration of 
this concept appeared earlier, in Section 2.6, and to give a brief definition or 
summary of the term here is almost impossible. I concur with Raymond Williams 
(1983) in Keywords that the word 'culture' is one of the two or three most 
complicated words in the English language. Yet it is used broadly and with great 
abandon to encapsulate many instances of social life. The data yielded rich material 
about the differing ways that culture was referred to and the many meanings it 
carried in the broad field of project work and the social relations within the project. 
Notions of 'culture' were revealed in the both the ways in which the projects were 
constructed through project documentation and the official institutions of both the 
donor/provider country and the host countries. Concepts of culture were a 
recurrent theme in the empirical data, voiced by interviewees, researcher 
observations and anecdotal evidence. 

The stories about culture and habitus in project life are necessarily partial; the data 
speaks of the individual's experience and views and can only offer glimpses into the 
way that the constructions of meanings to these concepts shaped the practices of the 
international language education projects. From my perspective the notions held by 
the interviewees and those reflected in the practices of the project shed light on the 
ways that enduring relations of power established under the rubric of colonial rule 
are sustained under different guises. 

9.1.1 Constructions of culture in the project documents 

It is instructive to first look at the way the projects themselves construct and 
position 'culture'. An examination of project documentation, that is, tender 
documents, proposals, reports, project evaluations and so on, discloses that the 
notion 'culture' is foregrounded in the work of the project. The work we are doing is 
written about as being either 'intercultural' (P1D1p.3), 'cross cultural', 'culturally 
sensitive' (P1D2p.4; P2D1p.3), 'working with cultural difference' (P1D1p.2), 
'working in a different cultural context' (P1D1p.2), 'working with people from 
another culture' and so. The project proposals/ submissions/tender documents all 
prioritise the 'culture' aspect of our work. It is interesting to note that the project 
documents for both projects describe the host countries as having a 'culture' that we 
must take notice of, to account for in our work. This occurs in different ways in 
different documents, implicit in some instances and explicit in others; for example, 
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the host country's 'culture of work' in Project 1 is described as 'hierarchical, 
conservative' (P1D2p.3), implying that the practices of work stem from a society 
governed by outdated traditions. 

The documents did not correspondingly attempt to describe or have a role for 
'Australian culture'; it is invisible. In this act the project documents are taking the 
stance that the Australian "why and how we do what we do" is the norm. The 
project documents writers evidently felt there was no need to be explicit about what 
informs the expectations of how the practices of the international language 

education project will be carried out, even at the level of classroom teaching. The 

rationale apparently was that the practices developed in one context will be relevant 
to another. 

The host countries were perceived to be almost burdened by their 'problem of 
culture' (P1D2p.2). That is, that the ways people go about doing what they do, were 
to a greater or lesser degree the root causes of the problems in the teaching of 
English and so on. For example, the local approaches to teaching are talked about as 
being rooted in the traditions/ cultures of the country (P1PD1p.2, P1AP1, P1AM1). 
These references were to the teaching practices based on the grammar-translation 
approach to foreign language teaching. The traditions of the country give rise to the 
teaching and learning processes that seem to be characteristic of the project host 

countries. 

The proposal documents for both projects emphasised their respective institutional 
and personal connections and familiarity with the host context. An interesting 
aspect of the project proposal documents for both projects is how the tender 
documents put forward the ways they are familiar with the host countries and, 
implicitly, the cultures of these countries. For Project 1, the familiarity is represented 
by professional links; at the time of writing the proposal, the current ELT adviser in-
country would become a technical adviser for the team. The Australian university 
partner for the bid had staff who worked on short in-country courses in the host 

country. For Project 2, the familiarity was represented by a vast number of 
professional links the consortium members had with universities in the host 
country. The links ranged from individual to faculty or university based. They also 

ranged in terms of the sites of international experience: along with listing experience 
in the country in which the project is to be carried out, the universities and project 
management companies listed experience in what they may have perceived as 
similar. The Australian universities also listed a range of courses they had 
previously provided for groups of students in the host country, either academic or 

English language courses. The links and familiarity emphasised in the proposals 
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were one way that the bidders highlighted the greater or lesser amount of social 
capital they had accumulated in this field. The greater number of connections gave 
them dominance in a bidding arena where this form of capital was recognised. The 
academic field put great store in the connections between 'significant' individual 
and institutions and this capital while varyingly important in the entrepreneurial 
arena was of great significance inside the academic institutions. 

A related point of interest in the documents is the monolithic way that the 'cultures' 
of the countries are represented. The project documents for Project 1(P1PD1p.2) 
recognise gender differences and inequities between urban and regional 
communities but there was no recognition of ethnic and linguistic diversity in the 
host country of Project 1. The representation of a single cultural entity would be 
much simpler for the project tenderers to deal with; it would be more possible to 
'know' the 'culture' of the country. The listing of links and other ways that 
familiarity is expressed assumes that the institutions have accumulated a body of 
knowledge about and experience in the host countries. The host countries are not 
represented as countries which contain social, material and linguistic diversity 
(other than noting the differences between city and country in Project 1 (P1D1p.2)), 
rather they are depicted as unitary geopolitical formations. This is particularly so in 
the sections referring to teaching and learning (P1PD1p.2); the documents explicitly 
address the ways in which these practices occur as an expression of 'culture'. 

A noted absence was that of 'host-country technical experts' on either project team. 
In the project world the advisers or other key staff are often referred to as 'technical 
experts' and most often these positions are filled by expatriate staff. The writers 
foregrounded their accumulation of significant social capital represented by 
professional links, but evidently the inclusion of 'host-country technical experts' as 
key team members does not increase the cultural capital of the proposal. The 
professional links can be viewed as the proposal writers' way of verifying 
knowledge of the host culture. It is not a true engagement with diversity of the local 

context or the concept of the host-country culture as a dynamic, 'becoming' notion. 

The notions of culture held in the documents gave a sense that there was something 
whole and definable about the social relations in the countries of the projects. The 
documents typified the countries as whole entities and not ones with great linguistic 
and ethnic diversity. These statements of belief and! or commitment did not 
explicate what the institutions meant by 'culture'; the meanings attached in the 
documents (P1PDp.2-4; P2PDp.2) reflected those 'essentialist' understandings 
described in Section 2.6. For example, there appeared statements which typified the 

country of Project 1 as 'traditional' and 'hierarchical' (P1PD1p.3). 

269 



Chapter 9 Cultural practice: the project habitus 

The meanings given to culture in these initial stages of the projects impact on the 
implementation and running of an education project and may determine the 
subsequent work of the project. 

9.1.2 Constructions of culture in project work 

The theme of 'culture' emerged strongly from the interviewees' data as a way of 
defining agents' behaviour, knowledge and social norms. There was implicit 
reference to the notion of habitus in the sense that some agents were acculturated in 
the dispositions that were 'required' of project work while others were not. There 
was of course variance in the way that the notions were spoken of within the 
practices of project work and difference in how the describing of the above was 
predicated on strategies of domination and subordination. 

In the interviewee data 'culture' was sometimes spoken about as though only those 
different from the dominant group, that is, those who hold lesser amounts of the 
significant capital in the project have this 'burden of culture' (see 9.1.1). It seems that 
there is an assumption by some of the interviewees that the project staff who occupy 
the dominant positions behave in a completely normal way that does not have to be 

investigated. 

An Australian project adviser (P1AP1) from the aid-funded project embodied this 
sense of being 'normal' and draws on the belief that other expatriate project advisers 
share her view of what is a normal way to behave in project life. Her interview was 
significant because the interviewee said that the host-country people 'do or don't 
do' things in the way that she thought they should be done. For example the 
interviewee described how people 'don't share information' and the reason she 
thought the host-country participants 'keep information to themselves' was because 

'information is power'. She said that this behaviour is a 'thing of the system ... I 

think that's a cultural or political thing'. Interestingly she substantiated her view by 
saying it was the reality of the situation and called on other project staff like herself: 
'I certainly believe it to be real. It's the opinion of a lot of people on a lot of other 
projects.' In saying this she did not explicitly say that other expatriate staff thought 
like herself but my assumption is that this is what she meant. One of the critical 
points of her interview was that she described the host-country staff as 'linear 
thinkers' and repeated this description by saying 'I think it's true that this country's 
people are linear thinkers'. To explain this notion she used an example of a 
workshop where the participants were discussing the writing of a curriculum and 
looking at the organisation of the document; the participants apparently focussed 
on the structure of the book and the sequence of activities and so on. The 
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interviewee (P1AP1) saw this focus on structure and numbering of activities as a 

demonstration of linear thinking. 

This view of the host-country teachers in Project 1 is not isolated to this interviewee. 
A description of someone as a 'linear thinker' can be interpreted in a number of 
ways: it could be to define just another way of thinking or it may mean that this was 
an isolated simplistic response, but in this case I contend that the interviewee 
perceived local teachers in Project 1 as 'deficit' (see further extracts from interviewee 
P1AP1 in this section). The local teachers were spoken of as 'only capable of 
handling small bits of information at a time', 'needing very concrete examples' and 
repeatedly as not having any 'interpretive' or 'investigative powers' (P1AP1, 
P1AP2). While the above quotation is perhaps the more extreme expression of 
notion of 'a culture' as having certain essential features, in this particular instance it 
is commensurate with a very conventional notion of culture as described by Putnis 
(1993:39). This description draws on the notion of 'personality traits' that gives rise 
to the idea of 'personality types'; that is, categories of people with similar patterns of 
personality traits. The categories become 'cultural types' via the idea that 'culture' 
moulds personality. This leads by extension to the idea of cultures having a 
'personality'. This particular variation on the theme of the monolithic, essentialist 
view of culture is found in many texts on the 'role of culture' and 'intercultural 
communication' (Puthis 1993; Dodd 1987; Asante and Gundykunst 1989) 

The interpretation of the above data may seem harsh in the light of the small sample 
of data, but the sentiments expressed are powerful directives in the ways that then 
teaching and learning relationships were constructed within the project. The local 
teachers, constructed as 'linear thinkers' as implicitly opposed to the creative, 
analytical thinking expatriate staff, subsequently are put in a subordinate position in 

the field. The local teachers are at best the 'counterparts', not the experts (see Section 
6.5 for further discussion on this issue), and the notion of culture transposed to a 

personality type allows the conservation of the power relations in the field. The 
comments from the expatriate advisers and other staff revealed that in their minds 
the ways of being of the local staff, referred to as 'a cultural trait', was enduring, 
undifferentiated and had essential features. This view of culture and habitus, the 
acquired dispositions that interact with the objective structures of the field was 
extended to a large category of peoples by some interviewees. The categories of 
'Asian' and 'European' were frequently called on and attributed various 
characteristics that reflect widely held and perhaps idealised stereotypes. 

The references to the regularised dispositions of large categories of peoples was not 
restricted to the expatriate interviewees; in the section on teaching and learning (9.4) 
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I reveal how the host-country interviewees called on these categories to describe 
ways of behaving in the classroom. However, here I continue to look at the 
meanings attributed to a conceptualisation of 'culture' and the possible implications. 

Constructions of the notion of the 'host culture' emerged repeatedly in Project 1 in 
the context of the teaching and learning components; that is, the writing of 
curriculum and the teacher education components. The notion that particular 
groups of people were attributed fixed and enduring characteristics may seem 
surprising in this era of rapid internationalisation, but the data did reveal that a 
majority of the interviewees talked about groups of people in such ways. It is not 
possible in this thesis to fully extrapolate the interviewees' practice of applying 
these views to all situations. A depiction of the teaching and learning processes 
emerged which clearly delineated the project field. One of the interviewees (P1AP1) 
discussed a recent teacher training session where she worked with two counterparts 
who were lecturers with the local university and had been seconded to work on the 
project. She commented on the way that the counterparts ran the workshop and was 
particularly surprised at the seeming 'reliance on ... rote learning techniques [and] 
listing sequentially the teaching strategies in the textbook'. She talked about the 
counterparts approach as being 'superficial' and she spoke about it as being perhaps 
'very Asian' and if not a general Asian characteristic then it was certainly 'in the 
style of this country's people' (P1AP1). 

In the above comments the interviewee introduced a large category of peoples by 
using the term 'Asian' and attributed a number of characteristics to the term, a 
'reliance on rote learning', attention to 'superficial things'. The mention of the larger 
category of 'Asian' pointed to a popular conceptualisation of the 'Asian' learner in 
the ELT field and the stereotypical characteristics (as mentioned in the quote) that 
accompany this concept. The interviewee drew on a discourse strategy that Gee 
(1995) and Fairciough (1999) would refer to as 'intertextuality' where the speaker 
uses knowledge from similar texts, that is, commonly held stereotypes, and calls 
upon these to substantiate an opinion. 

An intriguing aspect of this extract and other similar interview samples in the data 
was that the interviewees did not discuss the context within which these events 
occurred; the workshop participants and in fact all participants in both projects 
were teachers and learners of English with varying levels of proficiency in English. 
The project host-country teacher trainers used English in the workshop to discuss 
aspects of curriculum development and teaching methodology. Many of the 
workshop participants would have had a very low proficiency in English and 
limited linguistic resources to discuss the complexity of new teaching resources. 
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This point becomes particularly pertinent as she continued to discuss this workshop 
and described the host-country participants' comments which she said focussed on 
the size of the book, that 'it's too big', and that they stayed on the 'surface'. She 
dismissed the idea that it may have been that the participants were reluctant for 
whatever reason to give any other comments but went on to say that it's 'how 
people see things which in our sort of cultural perspective is seen at a very surface 
level. People here do not have any analytical skill, it's the cultural perspective of the 
country' (P1AP1). 

The interviewee did not attribute any validity to the participants' comments about 
the size of the book. Interestingly, in Project 2 the director of the AGA thought that 
this was of major concern in the development of the teaching materials. He 
emphasised that the transportability of the course materials was of great importance 
as the teachers would not be able to carry around hefty documents in their daily 
travel. But in the above quote the interviewee trivialised the local teachers' 
comments and interpreted the comments about the book in a way that added depth 
to her argument that the local teachers and teacher educators did not go beyond the 
surface level of curriculum development. 

Comments such as the above by an Australian project advisor with Project 1 
reflected one way that the notion of culture may be constructed. The interviewee 
was one of four Australians working on the project. In the interview she was keen to 
get across the importance of what she saw as the national characteristics of the local 
staff; using expressions such as 'it's how people see things' and 'it's the cultural 
perspective of the country' intimates that these characteristics were fixed and shared 
by all fellow country people. These comments also imply that these national traits 
are static; that is, that there is no possibility that national or cultural identity or 
habitus will change or would be transformed or, as Hall (1990) writes, that culture is 
constantly 'becoming' (see Section 2.6 for further discussion). 

The same interviewee also was of the opinion that her host-country co-workers did 
not really know anything: that the teachers were of a very low educational standard, 
that they had very poor English skills, that they were probably forced into 
retraining to be English language teachers and also were a 'people who didn't 
understand their own system at all' (P1AP1). 

The differentiation enacted here, between the local staff's/participants' and the 
expatriates' 'cultures', which really speaks of knowledge, information, skills, 
resources and other material objects, evident in the above interview samples is a 
feature of both projects. The project's goals were built upon the differences between 
the worlds of the donor/provider and the recipient. The difference was written of in 
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terms of the stakes (or capital) in the field as well as the even more abstract notions 
of social and historical traditions. The donor/provider in differentiating between 
the worlds was able to position itself more favourably, and this was particularly so 

in the area of teaching and learning skills. 

In a Bourdieuian sense the act of talking about and enacting social relations and 
educational processes is predicated on symbolic violence. From this standpoint 
symbolic violence may seem to be an inevitable part of the educational process and 
imderlies the relations in the field of education. However, in situations like the 
above where certain learning and teaching processes are so explicitly delegitimised, 
the act of symbolic violence must be addressed. Bourdieu and Passerson (1977) 

defined symbolic violence in the following way: 

[the] power to exert symbolic violence, that is, every power which manages 
to impose meanings and to impose them as legitimate by concealing the 
power relations which are the basis of its force, adds its own specifically 
symbolic force to those power relations (Bourdieu and Passeron 1977 :4). 

The way in which this project adviser used the notion of culture to separate and 
diminish certain practices within the project echoed Raymond Williams' (1983) 
caution about the potential symbolic violence of the term 'culture'. By this, Williams 
meant the extraordinary power of the word to define one's humanity at the expense 
of another's. The act of defining a culture in a certain way, as not as human as 
another, is an act of violence: 'cultural definitions are instruments of the political 
power of identity exclusion' (Bhabha 1994). An interesting trend emerged in the 
data where particular interviewees were more than willing to define how project 
work is carried out and that the successful way of working in a project was to be 
'analytical, and a complex and lateral thinker' which in their opinions characterised 

the Australian project worker (P1AP1). The act of defining what behaviour was 
acceptable in project work allowed these stakeholders to take up a dominant 
position in the field and to maintain control over how project work was carried out. 
The habitus that these project advisors brought to the field was one that was at ease 
with the practices of the project; Bourdieu encapsulated this ease in his description 

of his concept in Section 3.1.5. 

9.1.3 Project habitus 

Bourdieu's concept of field (as introduced in Section 3.1.2) describes the social space 
where actors engage in relationships according to capital and habitus. The data 
provided by interviewees led me to investigate project practices, things that we 
might think of as 'culture' in terms of the notion of habitus. One is not necessarily 

aware of one's habitus, a point Bourdieu makes; in a familiar and comfortable 
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context or one that someone has been trained for, one can feel 'meant to be there' 
until there is some sort of rupture in one's experience of social life. For many of the 
interviewees an awareness of habitus came through an external experience; for 
example, for interviewee P1AU1 this was the experience of teaching in an 

unfamiliar context; she then became more aware of her habitus as a teacher. I 
personally have experienced this and have become much more aware of the relation 
of my educational habitus to that of my students. 

In my experience there are a range of learning habitus, which one gradually over 
time becomes more aware of. As an Australian state school and university educated 
person I immediately recognise the educational habitus similar to mine, whereas 
there are other educational habitus that I am not so likely to immediately recognise. 
In recognising a familiar educational habitus we are able to engage in processes 
which are mutually understood and seem 'natural' to the educational context. The 
habitus of those agents situated near to each other in a field may be more similar, 
which means that what they see in the world, and what they think is important, is 
possibly more similar. This conceptual framework is complex and extremely 
delicate and requires teachers adopt a reflexive stance in a pedagogical work to try 
to make the issue of habitus more visible. This type of thinking is particularly 
relevant to educational contexts that are unfamiliar to us; the differences may not be 
what we perceive them to be. Habitus can transform; that is, agents are affected by 
the field and other conscious and unconscious processes. In the extract below an 
interviewee quoted earlier in this chapter described the transformation and 

recognition of her habitus: 

You know, once I got aware of the big picture and all the complexities and 
the big politics and the petty politics, but it was, did it actually change the 
way I operated? I think it probably did, because I think my interaction, I 
might have still been delivering the same kind of methodology, but there 
was more acknowledgment and recognition of me being an insider or an 

outsider. P1AU1 

Bourdieu, in explaining the notions of capital and field, uses the analogy of a poker 
game to elaborate on the concept of field that people act in certain ways according 
to how well they can play the game and how much money they accumulate. 
However, he does alert us to the dangers of this analogy as it can suggest that there 

is an architect of the game who drew up the rules and that there exists explicit 
norms; social life is much more complicated than this (Bourdieu in Lamainson 
1986). The characteristics of field suggest that people act according to certain 
regularities, and also that some people play the game better than others; this 

PAN 



Chapter 9 Cultural practice: the project habitus 

depends on the capital they have accumulated and the strategies they employ 
(Foster 1986). 

The game was played differently by different players. There was diversity in the 
opinions of the groups; that is, not all the expatriate project stakeholders felt the 
same way and not all host stakeholders spoke similarly about understandings of 
culture. The interviewee below, P1/ 2AU2, gave expression to a positive view of the 
professional development, relationships and cultural learning in the Project 1 field. 
He talked of the positive learning for the Australian university staff and felt that he 
was in a position to judge the experience of the local teachers. 

I think the Australian teachers who went over, their relationship with the 
country's teachers was truly fantastic. One of the best projects I've ever 
seen. And they're enduring relationships. They're valued very much on 
both sides. It was for a number of university staff, it was, one of the best 
professional experiences they'd ever had. And I think I can judge fairly 

well ... from the local country's people comments about what they valued 
too about our attempts to understand their culture, and to bring out the 
best in both cultures, so at that level, those stakeholders, at the grassroots 
level, it was great. It was the next level up, the management level, that it all 
went wrong, and that of course had direct implications on what we could 
do at the grassroots level. P1/ 2AU2 

It was interesting how he described the delineations in the field. He saw that the 
relationships between the Australian university staff and the course participants 

were strong and positive. He gave as a reason the way the Australians were 
interested in the host country's 'culture'. He talked about the project management in 
a completely different way, at this level 'it all went wrong'. He referred later in the 
interview to the management more explicitly and pointed to the particular problems 
within the Australian project management team (Section 6.6). The positive 
professional experience he spoke of here, that is the relationship between the host-
country teachers and the expatriate staff is echoed by many of the other 
interviewees from both projects. Even when the expatriate staff have evaluated the 

skills and other professional qualities of the host teachers poorly, they have all 
commented on the fruitful learning experience of working closely with the host 
teachers. This experience was more limited by the nature of the course structure in 
Project 2 and the limited exposure was commented on by the Australian staff in a 
later section in this chapter. 
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9.2 Knowledge of the local context 

The local context of an international activity, such as an international language 
education project, is often talked about as the 'cultural context'. The broad term is 
one that purportedly covers the social, material and historical conditions of where 
the activity takes place and one too that should not be restricted by physical or 
rather geographical boundaries. It was with great interest that I turned to this sub-
theme in the data which spoke of the importance of knowledge of the local context: 

the knowledge of the context, the social context, when we throw that word 
around, that question just in sharp relief makes me appreciate that here I 
can read, ... I know what's going on at every level and therefore that 
knowledge puts me in a, well, it puts me in a more powerful position in a 
sense, but it also puts me in a position I can more sensitively operate in it. 
Over there,..., I didn't. I couldn't read the culture and therefore, ... even 
what I was doing at the classroom level wasn't, I'm sure it wasn't, it wasn't 
as relevant or localised and all those things that you talk about, even at the 
methodology level, you know. P1AU1 

The theme of knowledge of the local context was spoken about in different ways by 
different interviewees. The interviewees from the host countries of the projects 
spoke about the knowledge in terms of the specific pedagogic practices and 
material/social /historical conditions of the local teachers. They did not identify 
knowledge of essential features of the 'culture', for example, what is polite in the 
particular country as comprising of knowledge of the local context, whereas the 
interviewees from Australian universities did look more towards these details of 
'cultural difference'. 

Many of the host-country interviewees talked about what the Australian staff 
needed to know about the host countries before the expatriates started work on the 
projects. Below, an interviewee from Project 1 gave her views on what Australian 
project staff needed to know about her country's education system, language, 
culture to make projects successful: 

my country's education, maybe before designing the program someone 
should survey first what the real situation is ... yeah, because the people 
that are going to train ... from that situation. They can see the real situation 
of those people before designing the course. P1LM2 

The local context in both projects was not a straightforward entity; there were great 
differences in the educational environment, resources and provision between city 
and country (provincial) schools, and there were also differences between the 
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perceived status of different schools. The human resource area was also not easily 

contextualised as the teachers had varying degrees of experience, educational 
background and English language proficiency. The importance of understanding 
the complexities of the ELT landscape in each country was echoed by a range of 
interviewees from both projects. 

Interviewee FiLM 1 reiterated that there needed to be more talk between both sides 
about the project management. The comment from this interviewee (below) is 
important in as much as what it does not say as what it does say. The ministry 
official was asking that the expatriate team members should understand the 

organisational systems and the work practices in her country. The 'institutional 
practices' (Fairdough 1989) as referred to in Chapter 8 are the specifidties that she 
wished the expatriate team members to understand. 

They should understand our need and ... so the team leader should 
understand the MOE policy and understand our need and try to 
understand the way of working here for the success of the project. P1LM1 

In talking about what the team 'should' know implied that the team did not have 
this information and that learning about the relevant procedures in the host was a 
precursor to an effective project. One interviewee from Project 2 (P2LM1) was keen 
that the project find out the specific professional development needs of the host-
country teachers and to do this the Australian universities should assess the abilities 
of these teachers: 

so the universities should know the ability, especially the communicative, 
the communication abilities, of those host-country teachers. But also not 
only the communicative abilities but also the writing and reading abilities 
of those teachers. P2LM1 

The interview data with the expatriate staff from both projects revealed interesting 
macro depictions of the local context in which English language teaching takes 
place. These descriptions were time honoured ways of thinking about teaching and 
learning practices in south east and east Asia and while there are material bases to 
some of these assumed realities about these practices the speaking of such 
assumptions is another way of differentiating between Australia and the 'other'. 
The dominant view in the data and one that informs the design and development of 
the teacher training materials was that there were specific teaching and learning 
practices in each country and these were somehow different to Australian ones. 
Comments about the teaching of English language, such as those below, in both of 
the host countries were found throughout the interviews with Australian 

stakeholders: 
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- classes are large 

- students are passive 

- students are used to learning in teacher-centred classrooms 

- students are well behaved 

- teachers have a revered role in society 

- the lessons reflect the fundamental philosophies of the society 

- there is a reliance on rote learning and memorisation. 

As mentioned above, there were instances and perhaps regularities in the field 
where there were large dasses and teachers did use a teacher centred approach to 
teaching English in the host countries but the assumptions play a more significant 
role than objectively describing a context. A short comment such as 'students are 
passive' delivered a powerful statement about the teaching context which may belie 
the reality of the necessary diversity of the local context. This stereotyping of 
education in any given context, regardless of national groups, has been unmasked 
time and time again (Kubota 1998, 1999, 2001a; Pennycook 1998, 1999, 2000), yet the 
classic stereotyping of the behaviour of students and teachers continues to hold 
academic creditability. 

The curriculum writers (and many team members) on Project 2 had very little 
experience of the host country's education system and according to interviewee 
P1/ 2AU4 the project manager was keen for the writers and other members of the 
team to visit schools in this country to assist in the development of high quality 
course materials. The gathering of some ethnographic data to inform the project did 
occur some time after the project started. A small group of academics, including one 
of the curriculum writers, visited a number of the country's high schools to observe 
English language classrooms. One interviewee (P1/2AU4) was a member of this 
team and commented on the extraordinary diversity of teaching contexts, 
behaviours of students and teachers and content of lessons in the Project 2 country. 
This interviewee was astounded by the differences and similarities to the Australian 
context in the sense that the classrooms varied as significantly as classrooms do in 
Australia, reflecting the social and material conditions of the schools and students. 
The interviewee recounted how the visit had a dramatic effect on the team, the 
discussions with students, teachers, teacher educators and ministry officials 
revealing a complexity of the context that had not been apparent to the team 

members prior to the visit. 
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The interviewee recalled how she arrived back to Australia inspired by the field 
work and by the challenges of creating course materials which combine the best of 
language teaching materials in Australia and meeting the needs of the country's 
teachers. The course development would need further funding to give the writers 
more time to develop materials with new input. The response to this challenge was 
at best disappointing for this interviewee and at worst demonstrated the dynamics 
of the field of the international language education project. In respect to the latter, 
the faculty was very reluctant to provide more funds for any further development; 
this highlighted the struggle between the accumulation of economic and cultural 
capital. Another issue was the reaction of the curriculum writers. The interviewee 
relayed an intriguing response from the curriculum writers to the opening up 
debate on the content and focus of the course materials. In her opinion the current 
state of the materials reflected a very ordinary ESL type course with very little 
evidence of recent thinking about language teaching let alone one influenced by 
information gathered from the students and teachers who will use the course. She 
commented on the writers' reaction: 

We came back very excited by the visit to the country's schools. ... one of 
the writers, he seemed to acknowledge the need for the course to be more 
appropriately focussed on the teachers' needs, but when we came back he 
and the other writer didn't change their materials and continued to use the 
classic type of approach to ESL. It didn't seem to matter what anybody 
said. P1/2AU4 

There seemed to be a number of things happening here. One was that the visit to the 
host country and brief encounter with the students and teachers and the physical 
sites of language teaching sparked interest in producing some exciting new 
materials and ones that would show some expertise in international language 
education. The response from the curriculum writers did not encourage further 
exploration of how the materials might better meet the needs of the students and 
teachers. Also the funding restrictions had an impact on the way the project could 
extend itself. The project's development is constrained by funding and institutional 
restrictions. So there was this split in terms of the way 'culture' was thought and 
talked about in international projects; there was an imperative to be seen to work 
with the specificities of the project's context and to inspire the project teams to 
respond to this context but also work within the institutional constraints and to 
maintain a dominant position in the field. 

Another characteristic of the field is that it is a dynamic social space: the boundaries 
are constantly shifting and the dominant agents are challenged by potential 
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successors who may possess more valuable forms of capital and engage in struggles 
around the legitimation of ideas and academic creditability. However, the 
successful contender will most likely conserve the values and behaviour of the 
previous dominant agent. An interviewee (P1AM1) in Section 9.1.1 raised the issue 
of bilingual skills in international project work. He spoke of these as skills that 
would be desirable in an Australian team. The desirability of Australian project 
team members having bilingual skills was also talked about by other interviewees in 
both the fee-based project and the aid project. The Project 2 host-country teachers 
(P1LT1, P1LT2, P1LT3, P1LT4) and similarly in Project 1 (P1LU1, P1LU2, P1LU3) all 
expressed the view that bilingual skills were integral to the 'success' of the project. 
For example, the interviewee below acknowledges how this is difficult but it still is 
important for the lecturers: 

I think to have some knowledge about this country's language I think it's 
important. I can request of course, you don't have to master this country's 
language as I know the structure is completely different ... So for the 
students, ...I'd like the English teachers to know, to have, some knowledge 
of the, this country's language. P2LT3 

Some of the above interviewees from Project 2 gave examples of a number of 
successful foreign university programs running in their country and thought that 
their skill in their country's language and knowledge of the context contributed 
greatly to their success; that is, the number of project participants they attracted. On 
the other hand, when this issue was raised with the Australian stakeholders, most 
expressed the view that generic experience of work in off-shore projects (and 
perhaps another language skill) was adequate. I must point out that this was not the 
view of all Australian stakeholders, but what is interesting is the absence of the host 
country's language speakers either native or non-native as key stakeholders in the 
project in Project 2. In Bourdieu's terms this absence would be seen as conserving 
the dominant positions in the field, a characteristic of the teaching and academic 
world. 

An additional issue raised by interviewees from Project 2 (P2LT1, P2LT2, P2LT3, 
P2LT4) was the differences they saw between EFL and ESL. English as a foreign 
language (EFL) was a subject in the school curriculum constructed in similar ways 
to other subjects such as, science or mathematics. This is very different from 
teaching English in an English-speaking country where the target language is 
readily available outside of the classroom. These interviewees felt strongly that the 
Australian project team should be aware of these differences and develop materials 
accordingly. 
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Acknowledgement of the differences between teaching EFL and ESL was seemingly 
a strong source of tension within both projects. Project team members such as 
P1/2AU2, P1AU1, P2AU3, P1AM1, P1/2AU4 all felt that the project teams needed 
to spend more time understanding the teaching of English in the particular project 
sites but they also felt pushed by the economic imperatives driving the universities' 
involvement in the projects. The exception was P1AM1; he represented the donor 
organisation in Project 2 but he expressed concern that the universities were rushing 
to produce materials without fully understanding the local context. 

Further evidence of the dominant role the accumulation of economic capital plays is 
found in the data for Project 2, where one of the interviewees (P1/ 2AU4), a writer of 
the original proposal for the project highlighted the need to work from within a 
framework of knowledge and understanding of the diverse needs of the English 
language teacher. However, in the interview she told of how this was in a sense 
hijacked by the demands of expediency due to budget constraints. There was also 
another way to look at this issue, and that is one of how agents are positioned in the 
field. The native speaker teacher of English and native speaking tertiary institutions 
hold a central position in the broad field of ELT. The Australian 'institutional 
practice' embodies the rhetoric of the field in terms of dominant and subordinate 
positions and hold the hegemonic notions of the field about the expert position of 
the native English speaker teacher. Knowledge of the local context and legitimate 
forms of knowledge are contested notions and a struggle in the field is around 
recognition of the factors. 

9.3 Lack of local knowledge 

The host-country interviewees and a majority of the Australian interviewees from 
both projects identified the lack of local knowledge as the most significant threat to 
the 'success' of an international education project. Yet this aspect of pre-project 
preparation was seriously neglected. This section addresses the issues and the 
concerns expressed by the interviewees. 

An interviewee from Project 2, an Australian university lecturer (seconded from a 
project partner, a private language education institution) expressed surprise about 
the lack of knowledge that the project's curriculum writers had of the local context 
and in this instance the little importance they attached to gaining this knowledge: 

There were things that you would say, you would expect that the writers 
were well versed in the host country's situation, or they'd been, they'd 
been to schools or they knew about the education system. They did have 

some knowledge of it, but it was fairly limited I think. And there were 
attempts made to redress that by having trips to the host country, but it 
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was a little bit ad hoc, I think, involved only one of the writers or it, 
information was dispersed but, I think the writers had their own agenda in 
a certain way, things that they were, I think perhaps they weren't tailoring 
it as much to the host country's context as they could have. P2 AU3 

This interviewee demonstrated throughout the interview that she had an immense 
amount of local knowledge, including bilingual skills, but she commented that this 
was not utilised or seen as a resource by the project management. She was surprised 
at how she had been positioned in the project: she talked about how she expected to 
take a more integral role in the conceptualisation of how the project would present 
itself and was taken aback by her marginalisation within the team. Two other 
interviewees (P1 / 2AU2, P1/ 2AU4) also expressed their surprise at the way she was 
sidelined by the project management. This data was collected after the project had 
been running for three years and during this time there had been two changes of 
project manager but the project director had not changed. One interviewee 
(P1/ 2AU4) was quite candid about the way the above interviewee (P2AU3) was 
treated and saw her marginalisation as a deliberate strategy to keep her institution 
(the private language teaching orgarilsation) in a subordinate position. 

This is a subjective view and cannot be fully substantiated but it offers an insight 
into ways decisions may be made by the project management. The interviewee's 
contribution to the development to the project could have been substantial. She 
talked about her connections with commercial and educational organisations in the 
host country as well as collegial relations with some colleagues in one of the partner 
universities. She also had significant involvement with a university post-graduate 
program, a teacher training course for native speakers of the host-country language. 
One analysis could place her in a strong position in terms of social and cultural 
capital: she has a high level post-graduate qualification from one of the best 
universities in the host country, her bilingual skills are highly regarded in Australia 
and she has strong connections with the university. I was unfortunately unable to 
get the opinion of the Australian university project director as to why the situation 
existed. 

The lack of knowledge of the local context is given a more personal view from an 
Australian university lecturer from Project 1. She candidly discussed what she saw 
as her lack of knowledge about all aspects of the work of the project, from the more 
global aspects to the pedagogical practices. I quote this interviewee at length as I 
believe she allowed me to engage with some of the ways that this work is organised 
in terms of knowledge of the local context. The project, in quite significant ways, 
was a realisation of the university's critical development themes of 
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internationalisation and fortunately this individual staff member experienced 
internationalisation as a two-way process. But in general, the view from the 
university as represented in the data was that it was able to export its product 
unconditionally into the local context. I initially asked her about her views on the 
organisation of the work of the project and she felt that she started work in an area 
that she knew nothing about. 

I was invited to do it, and I said, no, I can't do this work, I've got no 
experience. I did too, no experience, I only know how to teach literacy to 
natives speakers. And I said, no, I can't do that work. And my other 
colleagues said, of course you can. So I went off naively and now, I know 
that I was right ..., I didn't know how to do it, and I do think that I, and 
probably a number of my colleagues, although I probably more than some 
of them, because all my other colleagues were TESOL people. P1AU1 

This particular lecturer (P1AU1) does hold a post- graduate qualification in TESOL 
and does lecture on MA TESOL I Masters in Applied Linguistics type programs in 
Australia. I reminded her of that and asked why did she feel unqualified to teach in 
the project. 

Yes. But you know, I'd never worked in that country or the region, and I 
think that makes all the difference too. So, you know, I was a teacher, I 
went there with my bundle of goodies about you know, what constitutes 
effective ELT. I shudder to think of what even in the first couple of years, 
what I did give the students, but I suppose over the years, and what makes 
it successful, I think one factor is time and immersion in the context. But by 
the end I think I probably was, well, I was in it for many, many years, 
really in total ignorance, in a sense. A lot of ignorance about the politics of 

it . . .the project. And I don't just mean petty politics, but the politics of aid, 
you know, terribly ignorant of it. P1AU1 

In Project 1 she was a lecturer in ELT teacher education; she conducted lectures for 
the local teachers on dassroom practices, that is, the theory and practice of English 
language teaching. She had taught on a short post-graduate course in the host 
country one year prior to the commencement of the large aid project under 
investigation for this thesis. The work with which she started her involvement in 
this country dovetailed into the large aid project. Below she talks about how when 
she started her teaching in this particular country; she felt ill-equipped to do it. 

you know, aware of the teachers' local needs, because I had actually gone 
out into their context. I mean, when I think about not even, not ever even 
having darkened the door of a classroom, you know, and that went on 
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And there was no provision for us to do that. So, we went in with a whole 
set of assumptions that we could deliver this, you know, from one context 
or another, holiday stuff. So, that was the context in which I went into it. I 
tried to transfer, you know, language teaching, the art of language teaching 
as I knew it here, into a context with which I was totally unfamiliar. P1AU1 

The above interviewee spoke of many issues which are critically relevant to the 
work of international language education projects. She also talked of the immense 
learning potential inherent in the practices of the project. In her earlier extracts she 
described herself as completely uninitiated into international language education 
work; her academic habitus was acculturated to working with Australian teachers 
(native speakers of English) engaged in post-graduate language and literacy 
education. The interviewee was particularly critical of the structure of the program, 
taking courses used in Australia to a new context which she knew nothing about. 

Another interviewee (P1AP2) from Project 1, an Australian teacher with the project, 
thought that knowledge of the local context was highly significant. She is bilingual 
and had lived in the region for many years. These skills allowed her to conned with 
the host-country participants in different ways. She conducted introductory sessions 
and parts of other sessions in the participants' first language and thought that 
'giving people a chance to talk about what their situations are like is really 
important'. In these sessions the participants spoke about their social and work 
situations; because the sessions were conducted in the host-country language the 
linguistic capital was more evenly distributed during these times. This interviewee 
thought that this type of discussion was beneficial because it allowed the 
participants to establish links with each other: 'sometimes students sit in dass and 
they think this has nothing to do with me because I'm not like these people around 
me. I'm not like the people who seem to be at the top of the class...'. 

The interviewee (P1AP2) thought that by giving space for the students to talk about 
their situation and ideas also gave them the freedom to accept new ideas, 
particularly for those students from the more remote regions: 

So, I think in the provinces people have a much harder time taking on new 
ideas sometimes and that is one of the reasons that getting a chance to say 
something, getting a chance to think people are listening to them is - and 
appreciating the differences helps them to move towards making a change 
themselves. P1AP2 

In this extract she also demonstrated how projects such as these could encompass 
many forms of learning. The students in the above quotation, while contextualised 
within a formal learning setting, were engaged in informal learning processes where 
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new understandings emerged from conversations that may seem peripheral to the 

main purpose of the event. 

9.4 Cultural practices: teaching and learning 

The projects' practices in teacher education and the subsequent teaching of English 
as a foreign language provided an excellent opportunity to examine the notions of 
culture and habitus in practice. The classroom is a site which yields contradictory 

and contested notions of culture. The ELT field is notorious for the way it has 
reduced notions of 'culture' to the observable behaviour of the students and 
teachers (Pennycook 2000). The varying aspects of 'culture' and habitus are 
discussed in Section 2.6. Of particular interest to this section are the views of 
'cultural difference' or rather, differentiation in the university environment and the 
TESOL context. The latter, in much of the literature on theory and practice, has 
embraced the notions that students from particular countries behave in certain 
ways, that is, that students 'come' from certain cultures (Japanese, Chinese, Korean 

etc) and this means their behaviour will conform to widely held beliefs about these 
cultures. The data consistently validated widely held stereotypes about the different 
'cultures' involved in the projects. Evidence bought to bear for the stereotypical 
depictions were invariably limited in that they ignored factors such as language; 
that is, which language was legitimate in particular interactions; degrees of 
acculturation to the project practices and the positions of domination and 

subordination taken in the field. 

In this research the classroom (as analogous to the project) is interrelated to the 
outside world, the relationship is two-way in the sense that what happens in the 
classroom is a reflection of social relations outside but also that what happens inside 
the classroom effects social life in the outside world (Auerbach 1995, Pennycook 
2000:92). An interviewee (P1AU1) from Project 1 quoted in the previous section, 
drew my attention the interconnection between the classroom and the outside 

world: 

so I initially was very ignorant of the politics of aid and what it meant for 
all the levels on both sides. I was apolitical in that sense. But... slowly 
realised that what went on in the classroom somehow or other had to be, 
was being impacted by other levels and so did learn through engagement 

in those conversations ... [with project participants] 

However, one cohort that she did not engage in discussion with was the course 
participants (her students): 

we never, ever asked, engaged in dialogue with the students, like I would 

go 
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here, about the politics of what we were doing. P1AU1 

The students (in the projects these were the teachers of English) were not recognised 
in the above quote for their roles in social life outside of the classroom. This was a 

complex situation as represented by P1AU1, P1! 2AU2 and P1! 2AU4; the 
Australian lecturers and the host-country teacher participants were divided by 
many things that were not necessarily recognised by the Australian project team. It 
may not have been in the course participants' interests to discuss the broader 
politics of the education system and ministry policies. The other group who were 
perhaps more significantly the 'ultimate beneficiaries' of the projects' work, the 
school students studying English (see Chapter 5 for a discussion on participants' 
positions in the project) were even a more difficult group for the team to negotiate 

with. 

The cultural politics of the projects lead to questions of struggles over difference; the 
projects in their very inception identify and reify a binary opposition in cultural 
difference but the relations in the field are much more complex than the donor and 
recipient cultures. This struggle amongst the divergent groups in the project is 
about whose version of reality gains legitimacy (Pennycook 2000). 

The classroom, with its permeable boundaries through which forms of social 
relations pass back and forth and influence social life both within and outside its 
walls, is a far cry from the notion of Holliday's (1999) small 'culture', where there is 
cohesiveness amongst the 'inside' group members and no explicit relationship to the 
large national or international cultures outside of the classroom. The regularities of 
social life are not formed within the vacuum of the classroom but rather they are 

informed and shaped by the influences of the social, material and historical 
conditions within both the national and international context. 

There is, however, evidence of the enduring notions of difference in the data. These 
notions draw on the descriptions of students and teachers that resonate with some 
of the data extracts in Section 9.2 where students from particular countries embody 
national characteristics. An interviewee (P1LU3) from Project 1 commented on the 
behaviour of students from the host country: 'This country's student behaviour is 
quite different from the European way...' She had earlier spoken about the teaching 
approach used in the EFL classes: she felt that there were not great differences in 
methodology, theoretically speaking, between her country's approach to teaching 
English and the approach advocated in the Australian course. The differences lay in 
more material, social and economic areas; these differences manifest themselves in 
teacher-student behaviour, physical aspects of the classroom and economic 
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conditions of teaching. In the following quotation she talked about the relationship 
between the students' behaviour and the teacher's methodology: 

in class the student tends to answer the questions the teacher asks. So, even 
though ... the teachers who are trained in TESOL course, so we have to ask 
them many questions until they raise their hand to answer. But the 
situation's different in your country. In Australia, the students are very, you 

know, brave to ask questions and they probably initiate the issues in class, 
raise [their hands] if in class discussion. But in our situation everything has 
to be raised by the teachers. So, even though we use the student centred 
[approach], but everything should be by teachers first. To initiate, you know, 
everything. P1LU3 

In describing this aspect of the classroom, the interviewee, similar to the extract 
from P1LM1, drew on common stereotypes of large categories of people. For 
example, she described Australian students as 'brave' if they asked questions or 

initiated a discussion. The interviewees from both host countries spoke of the 
valued role of the teachers, one where the teacher was the source of great 
knowledge and was held in very high esteem: 'They all respect the teachers. That 
means they find that the teachers know everything' (P1LU3). 

The host-country interviewees from Project 1 offered many descriptions of student-
teacher behaviour which exemplified a way they thought of cultural differences in 
the classroom. The interviewee below (P1LM2) talked about the ways students 
behaved in classes run by Australian lecturers. In these classes the students were 
depicted as behaving in a 'more independent way'. The 'foreign teacher' enabled 
the students to 'feel freer' than they do with the teachers from the host country; this 
includes engaging in discussions and 'critical thinking'. The interviewee made an 
interesting comment as she spoke about the difference in behaviour when students 
are with either the Australian teacher or the host-country teacher: with the latter the 

students 'behave nicely' and the 'teachers mostly talk'. 

These descriptions appeared to draw on the very standard stereotypes of 'south-east 
Asian' students or teachers and 'western' students or teachers, that the foreigner 
lecturer (the 'other') is a 'critical thinker' and allows the students to feel 'freer' in the 
classroom processes. The interviewee goes on to imply that with the teachers from 
the host country the students do not feel as 'free' to offer their own opinions or 
analysis. She then calls on her 'culture' as a reason for doing this, that they may 
offend the teacher by acting in this 'foreign' way. The interviewee did not specify in 

this extract what she means by foreign; I suspect though that she meant 'western', 
native English-speaking. She also referred to the 'nice' behaviour of students, that is, 
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that students did not speak and the teachers did all the talking. Her comments were 
interesting in that a common 'western' stereotype that proliferates in cross-cultural, 
intercultural literature is that students from south-east Asia are passive in their own 
and 'western' contexts. This interviewee contested this prevailing idea and 
contended that students adopted the perceived 'western' approaches to education. 
The interviewee had initially presented an idealised picture of 'western' education 
but further on in the next response the interviewee felt that her country's approach 
to education did have something to offer the Australian teachers: 'so sometimes, the 
Australian teacher don't let them feel free all the time. In some ways you can, yeah, 
learn from our side' (P1LM3). In this comment she perceived that there was 
something to be learnt from her country's teaching and learning processes; this was 
a positive but vague comment and in this extract I can only assume what she 
referred to. 

I do not intend to argue about what is 'true' or 'untrue' in these stereotypes but 
rather to investigate how they affect the relations in the project field. The qualities 
attributed to the different students are not neutral markers; I suspect that the 
idealised qualities of the 'western' student and institution (as described in Chapter 
2) take up a more dominant position in the field than those dispositions attributed 
to the students from both host countries of the projects. 

The description of homogenous groups of students and teachers and classroom 
behaviour in the host countries was challenged by my experience of observing 
classrooms in the interviewee's country (Project 1) and in the country where Project 
2 is located. The behaviour of the students certainly differed to that of students in 
Australian schools in ways that were underscored by the particular organisational 
features of the schools and in no sense could I characterise it as homogenous. 
Students from the host country of Project 1 differed from region to region, from city 
to country, according to the social and economic class and in relation to the way the 
teacher took up their role in class and the type of lesson they were engaged in. My 
interactions with and observations of students belied the notion of a 'norm'; the 
students interacted with teachers in very different ways and teachers often assumed 
a collegial role with students, particularly when encouraging them to perform in 
English in interactive activities. What I noticed was the differences between schools 
within the major cities and the different types of relationships that students seemed 
to have with teachers. In some schools the teachers were able to carry out informal 
interactions with students and the students were more than willing to participate 
actively in the class. The students were far from passive. In one English class 
(students in the fourth grade of secondary school) I observed the teacher set up a 
discussion then debate about the comparative value of men and women's work (this 
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was part of a larger lesson on using English to describe routines). The students were 
lively and interjected and gave support or otherwise to the different speakers. The 
teacher and students joked and teased each other. This was not the way this 
country's classes would usually be represented. In another school which was an 
academically selective school the lessons I observed were more formal and followed 
a structural approach to the teaching of English. 

The students and teachers in Project 2 offered a similar diversity. An interviewee 
(P1 / 2 AU4), a member of the team which visited a number of schools in the host 
country, remarked on the diversity of the educational contexts and the fact that it 
was impossible to typify a 'culture of teaching and learning in the country'. She 
described a visit to a school which was located in a provincial town a few hours 
away from the capital city of the highly industrialised country. The school was 
regarded as 'low status' and attracted students who did not have high academic 
expectations and were more likely to leave school to go straight into the workforce 
or attend a technical institution than go to university. The English language teachers 
were highly committed and were keen to engage students in the lessons. The 
interviewee described one lesson in depth; the students were around 14 years old 
and English was a compulsory subject. When the class started the single desks and 
chairs were in rows, a typical classroom organisation for this school; almost 
immediately on entering the classroom the students moved the desks in what 
seemed to be friendship groupings. The boys and girls then brought out their 'tools' 
for the lesson, make-up bags complete with desk top mirrors, mobile phones and 
other electronic gadgets. The teacher had an interactive lesson planned and 
proceeded to teach, and the students, in a non-hostile way, proceeded to 'do their 
own thing'. Some students down the front listened, interacted and participated in 
the communicative activities with the teacher while other students occupied 
themselves with other activities. This meant for one student, going over to the 
window and having an extended conversation with a friend outside. It also meant 
an intensive grooming / beauty treatment time for others: both boys and girls took 
up tweezers and spent quite a long time plucking their eyebrows. 

How would one describe this behaviour? Passive or teacher centred? The latter are 
the prevailing stereotypes of students and classroom organisation in this country. I 
give this example in depth to illustrate a underlying premise of this chapter, that is, 
that it is a particular context with a particular group of students that can not be 
characterised by the fact that they are Korean, Japanese, Chinese, or Taiwanese. The 
interviewee (P1/2AU4) offered similarly rich stories of other schools and classes 
that she visited during this information gathering tour, the schools, students and 
teachers varied considerably. In an academically focussed school, where students 
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had to compete via an examination for entry into the school, the class scenario was 
completely different. The teacher and students focussed diligently on the text-based 
lesson. 

An interviewee (P2LT3) from Project 2, a teacher, discussed the similarity between 
teachers in his country and Australia. He had taught in Australia and feels that 'the 
conditions of teaching his language in Australia and English in his country are 
almost the same'. He then continued to talk about the similarity in the processes of 
the lessons. He differentiated between the teaching of the languages in terms of 
purpose. He expressed the opinion that the teaching of his language in Australia 
was for use in 'the real world'; students were taught the language in the context of 
using it in the tourism industry, export industry and potentially for work in his 
country. He saw the teaching of English much more as a gate keeping exercise in his 
country: students had to pass an English examination for entry into university and 
this was the motivation for most students studying English. Even though English is 
a compulsory subject he felt that the majority of students did not see any external 
benefits (other than access to university) in studying English. 

This interviewee (P2LT3) taught in an 'alternative' government school, an 
innovative project developed by a municipal council in the capital city. The school 
was for students who for one reason or another cannot stay in the mainstream 
schools. The school had a very flexible attitude in the organisation of teaching and 
learning and students are able to be 'creative' with the school uniform. The 
interviewee discussed the ways teachers in his school embraced learning about 
different approaches to teaching and then described how the teachers were 
constrained by structural factors in the education system, for example, the 
university entrance exams. The exams almost exclusively tested reading and writing 
skills and therefore influenced the way teachers taught in senior secondary school. 
Ministry officials interviewed for this study did express some concern about how 
the project courses would deal with the demands of the university entrance exam. 
These same officials were part of a significant push within MOE to change both the 
university entrance exams and the English language curriculum; that is, to add a 
speaking and listening component to the exam and consequently broadened the 
curriculum to include more equal teaching of the four skills. 

9.5 Cultural practices: work 

A recurrent theme in the data and project literature (and one that was explored in 
depth in Chapter 6) is the way that the providers/ donors perceive the recipients' 

way of working. 
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An interviewee (P1LM1) from the aid-funded project, a MOE official, viewed 
Australians and people from her country as quite similar and suggested that the 
way for a collaborative effort to be developed was for the Australian team to 
understand more about the her ministry's approach to project work and teacher 
training. While she identified some differences in the approaches to project work, 
she emphasised the need to work on the basis of a shared understanding. She also 
made an interesting point in claiming that the 'Australian temperament and her 
country's were not so different' but the difference was in the way that institutions 

such as her country's ministry and the relevant Australian institutions functioned. 
Such areas as 'initiatives about project planning, implementation' etc were carried 
out in different ways. She requested that the project management team should work 
more cooperatively and understand the procedure in her country. 

Critiques of the project model (Swales 1980; Morris 1991, 1996; Holliday 1992, 1994, 
1995,1999; Pottier 1993) document the negative ways in which expatriate project 

advisors evaluate work of local project participants! stakeholders. Alongside this, 
they question the ability of the expatriate project advisors to work in ways that they 
consider successful. Morris (1991), in his severe critique of a range of aid project 
work in Yeman, comments that expatriate aid workers were largely "unequipped to 
cope with the discrepancy between image and reality." The result was that, "When 
they fail to achieve the goals set them they may become consumed by guilt, attempt 
to disguise their enforced idleness by a charade of hard work, immerse themselves 
manically in diversionary activities, and hoard information in order to inflate their 
own importance."(Morris 1991:4). Swales (1980) and Holliday (1992, 1994, 
1995,1999) also identify this strategy of expatriate advisors immersing themselves in 
'busy work' as a strategy of maintaining a dominant position in the field. 

The above approach to working in an international context has led to the 
overwhelming sense of the failure of international projects to fulfil their goals. The 

following interviewee addressed this dis-ease with working in an unfamiliar context 
and shows how, through a long term involvement, she was able to more fully 
engage with the new context and the students. A lecturer from the Australian 
university (P1AU1) discussed the difficulties she had in working in the host-country 
context. She talked about how hard it was to 'get into another context when you're 
an occasional visitor. You can't do it'. She raised a dilemma that is quite possibly an 
issue for other expatriate project staff; I had asked her about the experience of 
working in another cultural context and she explained that at first she didn't 

recognise the issue at all: 

for quite some time, I didn't appreciate that that was even a problem. But 
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once I did, your question's interesting, did it change, did it influence the 
way I worked. I'm sure, I would think, that even at the level of personal 
interaction with individuals it made me more relevant, you know, more in 
dialogue with them. 

And I'm sure, I would think, that learners ... appreciate, recognition of 
their position vis a vis yours. And I, the longer I was there, the more I was 
able to do that, ... having lunch with the students and you know, actually 
recogmsing their culture. Which is actually I think what giving value, 
giving value, which is what I think was happening in a very little way in 
the class I took yesterday. I shut up and those students talked and 
explained why and I listened and there was, there was recognition of their 
context. And it brought them out, and there was real dialogue. P1AU1 

9.6 Conclusion 

This chapter drew attention to the divergent understandings of the notion of culture 
present in the data. The analysis of the project documents demonstrated the way 
that the positioning of agents through assumptions about 'culture' underscores the 
dynamics of the project field. Central questions that arose from the data are: 'How 
do the divergent notions of culture work in project life? Do the above views 
represent the development of a shared set of ideas about how one behaves within a 
project as Holliday (1994, 1996, 1999) suggests? 

The project field is delineated by the notion of culture, in particular through the 
ostensibly primary goal of teacher education. As mentioned in the introduction to 
this chapter, the projects are predicated on misrecognised differences and 
inequalities between the teaching of English in the host countries and in Australia. 
The host countries' teaching and learning processes are depicted in ways that 
suggest they are inferior to the Australian approaches and the host-country teachers 
are seen to be inadequately trained. What can I say about this that is important? I 
suggest that the absence of discussing the field of teaching and learning in a way 
which may identify similarities between Australia and the host countries' teaching 
and learning contexts (homologies in the field) is in the interest of maintaining a 
particular power relationship. The manufactured or perceived inequalities between 
the learner (teacher and school student) and the target language (drawing on 
Pennycook 2000) gives the Australian project a marketable product in the host 
countries. 

A key question for this research is through what processes would these views of 
'culture' change? Australian universities are wedded to the strategic aims of 
internationalisation (as outlined in Section 2.5) yet the hegemonic views of 'culture' 
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which prevail in the university- led projects are in stark contrast to the ways that the 
host-country interviewees perceived the process of collaborative project work. A 
related issue is the relevance of knowledge of the local context. 

I have illustrated throughout this chapter that the lack of knowledge on the 
provider/ donor's part about the social, historical and material conditions of the 
context in which the project will run is a powerful theme in the data. The Australian 

project management teams did not value the accumulation of this knowledge and 
consequently delivered projects that did not reflect the priorities of the local host-
country participants. The challenge that faces those of us who work in the 
international language education field is that of how we foreground the importance 
of this knowledge of local context. 
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10.0 Introduction 

The aim of this study was to develop understandings of the way international 
language education projects work and to suggest ways to build productive 

relationships between stakeholders. As set out in Chapter 1, the research questions 

focused on the notions of beneficiary, practices, interests, language and culture. In 

this chapter I also take this opportunity to pursue a question that I raised in Section 

3.2.2: 'What did I learn from this study of the work of international language 

education projects?' Related to this question is another: 'What will I be able to 

contribute to my future work in this field?' My research surveyed the complicated 

terrain of practices within Australian universities, aid and development projects, 

investment projects and the teaching and learning of English as a foreign language. 

This conclusion reviews the 'findings' of this research and taking a reflexive stance, 
contemplates further the strengths of Bourdieu's framework and puts forward 

questions which warrant further research. 

Early on in my research the data revealed problems with the project approach; these 

problems can be summarised as relating to who owns and controls the project (see 

Section 6.1), the short time-frame given for project implementation, development 

and completion (see Section 6.1), a mismatch between the goals of the project and 
the needs of the host country (see Sections 7.2, 9.2 and 9.3), communication issues 

(see sections 8.3 and 8.4) and the expected heavy workload (especially for host-

country project participants) (see Sections 6.5 and 6.6). The related literature spoke 
mainly of the failure of projects. A thought which has persisted through the writing 

up of this research is that maybe projects do not really succeed (as per their 

documented goals) because no-one has a stake in that success; their benefits are all 
elsewhere. This is possibly not true of all players but it might at least be true of the 

more dominant players. 

10.1 Intentions and outcomes 

The thesis explored the experiences of stakeholders in international language 
education projects. Inherent in this 'experience of practice' are questions about 

specific features of project work (Sections 2.1, 2.2, 2.3 and Chapter 6); that is the 

management and delivery of teaching English and the training of English language 

teachers. The emergent issues of language and culture (Sections 2.7 and 2.6 

respectively and the data Chapters 8 and 9), the donor or auspicing bodies and 
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notions of success and failure of project work (Section 2.4 and Chapter 7) are 
embedded in the contesting and competing Discourses. 

The exploration, while based on the data collected, was contextualised within the 
current Australian tertiary sector and its internationalisation strategies. In order to 
arrive at a productive understanding of the interviewees' experience of project work 
I investigated project documents and participant observations from which the 
experiences could be complemented, validated and extended. These multiple 
sources of data provided deep and rich stories of project work which are the basis of 
my analysis in Chapters 5, 6, 7, 8 and 9. The data was analysed from within the 
framework offered by Bourdieu's explanatory tools: field, capital and habitus 
(Section 3.1). In the light of this applied framework, provisional conclusions were 
drawn at the end of each chapter about the value of this analytical approach. 

This study illustrated that 'everything is not as it seems' and indeed aspects of 
project work such as those listed at the beginning of the above paragraph are 
contested notions. The 'beneficiary' of university-led international language 
education projects caimot be viewed as a single entity. The projects required a great 
investment of time and money all purportedly aimed towards increasing English 
language proficiency, but really who benefited? 

A central proposition of this thesis is that project work must engage with the needs 
of all participants, develop participants 'feel for the game' and make explicit the 
range of strategies available to 'play the game' of international project education. In 
addition, project planners need to be better informed about the social and material 

conditions of the project work. 

10.2 Key Findings 

Although discussed in separate chapters the themes of the data were interrelated 
and together gave a rich picture of complexity of project work. Chapter 5 dealt with 
the two project sites and specific features of the fields; project practices are 
thematised in Chapter 6. The interests in the fields are dealt with in Chapter 7. The 
discourses at work in the projects occupy Chapter 8 and notions of culture are 
discussed in Chapter 9. In the sub-sections below I describe what emerged from my 

analysis of the data. 

10.2.1 Practices in the field: project work 

Chapter 6 analysed the way work was carried out in the project field. The data and 
subsequent analysis revealed much about what the interviewees experienced as the 
dynamics of the project field and the institutions in which they were involved. The 
project approach to the delivery of language education is problematic. The problems 
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with this approach were summarised in 10.0 and discussed in detail in Section 6.1. 
At one level a description of 'a project' emerged from the data: 

The projects were planned on a short cycle and by definition had an end 
(Section 6.1.2). 

They were unique and one-off and this feature and the underlying pressure 
on a project is that the design and implementation team must get it right the 
first time. The impact of the short cycle and finite resources is that the project 
team may 'reinvent the wheel'. The donor or provider institutions do not often 
allow time to investigate what innovations or initiatives have been previously 
undertaken (Section 6.1, 6.1.2, 6.3). This links with Hall (1997) and Smith's 
(1997) points about project work having 'no institutional memory' (Section 
2.3). 

The project teams lack continuity (Section 6.1.2, 6.2, 6.3, 6.5). Interviewees 
raised this issue in relation to two features of the projects: one was the 
'visiting' academics, the lecturers were not in-country for long periods of time 
and the same lecturers would not necessarily return; and the second was the 
changes in the 'counterpart' personnel (this was specifically for Project 1). 

The project designs tended to be too rigid. Interviewees pointed to how the 
guidelines were not well thought out but there seemed little opportunity for 
the recipients to effect change (Sections 6.1, 6.1.2, 6.2 and 6.3). This issue was 
supported in project literature (Sections 2.3 and 2.4); in general, the case study 
projects developed in the way that were originally designed even if the social 
context was changing rapidly. 

A question frequently raised was 'What happens after the project?' 

The projects' cycle was that once the core work of the project was finished, the 
expatriated staff, the project management and the respective institutions leave. 
What about sustainability? (Sections 6.1, 6.1.2, 6.2, 6.3 and 6.5) 

The above issues centred around the question of how suitable the project model was 
for the delivery of educational services and programs. On a broader level the notion 
of 'legitimacy' was a strong theme in the data; that is, whose view of what signified 
project work or an effective teaching approach and so on would represent the 
dominant or desired practice. I suggest that the project, in Bourdieu's terms, is a site 
of struggle where particular agents, according to the capital (cultural, social and 
economic) they accumulate and the habitus they bring to the project field, employ 
strategies to dominate and legitimate certain ways of behaving in the project. These 
agents are usually the representatives of the funding organisation or tertiary 
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institution providing the services (see Sections 6.2 and 6.4). An additional issue is 
that there is homology between aid-funded and fee-based projects (see Chapter 6). 

It appeared from the data that one of the assumptions on the donor's and! or 
provider's part was that ways of working in projects and the teaching profession in 
their (the donor!providers) country was superior to the existing systems in the 
recipient countries. Also that these ways of working were not only superior but 
significantly different from those practices in the host countries. There also seemed 
to be an underlying assumption that there would be resistance to this new approach 
or methodology. These types of assumptions underpin the way in which the 
Australian universities were able to take up the 'legitimate' position in the field. 

An important question for this thesis is how can the recipient countries claim their 
practices as legitimate and then in subsequent negotiations work towards genuine 
collaboration. A related question is how can a change in Australian academic 
Discourse effect a change in the relations in the field: in developing new educational 
practices in internationalisation the contextualisation of the educational innovations 
are consistently thwarted by the individualisation and atomisation of academic 
work. So, whereas on an individual level the stories of development and inequity in 
the international economy (in relation to aid-funded educational work) and the 
position of English as a desired foreign language are legitimate areas of study for 
the academic, this legitimation does not usually take place at an institutional level. 
That is, it is often regarded as an individual stance towards these objects of study 
rather than offering a way to seriously effect fundamental change to hegemonic 
knowledge and history (Talpade Mohanty 1994:54). The Australian university field 
was left relatively unchanged by its experiences of international work; the political 
significance of new types of knowledge and new types of practices were 
incapacitated through their entry into a pre-established field. 

10.2.2 Interests in the field 

Chapter 7 demonstrated that the promulgation of the rhetoric of the binary 
relationship between donor and recipient benefits the dominant players in the 
project field. This rhetoric served to mask the gain or profit that the donor or funder 
receives from the project and maintains the recipient in the subordinate position. 
The interview and other data exemplified a central premise of the thesis: the notion 
of the beneficiary is complex and the identification of the beneficiary is dependent 
upon the interests of the particular stakeholder. The benefits accrued through the 
project work may bear no relationship to what or who the beneficiaries are assumed 
to be in the project goals. In this sense the majority of stakeholders in this 
framework are beneficiaries of some sort (see Chapter 7 for further discussion). 
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Clearly different interests are served by different language projects (Section 7.1). The 
international language education project field is an interface between the academic 
world (public good) and business world (profit) and the process to bring these 
worlds together is fraught. Another complication in the field is that tensions also 
exist amongst university participants collaborating within consortiums. 

The interests of the stakeholders were intrinsically linked to the notions and 
assessment of success and failure as they were discussed in Section 7.2. The 
meaning of success in relation to a 'successful' project is determined by whose 
interests are being met by particular activities within the project. The success of the 
individual stakeholders within the project is not necessarily related to the success of 
the project. The project cycle involves academics like myself, selling my services to 
multinational capital and aid agencies (an imperative now in Australian university 
business). The next step is that the university 'team' establishes its relationships 
with project management companies and work out the scheduling and funding 
cycles which best fit with the institutional demands. The Australian institutions may 
then take the step of establishing a relationship with a host-country 'partner' and 
present the design of the project. The project management company is essentially 
responsible for designing the criteria for how the project will succeed or fail. This 
model of project implementation is far more reminiscent of relations under imperial 
rule of the colonies than anything remotely collaborative. 

One of the critical features of the project field as I see it is the role of project 
management companies and their relative unaccountability in their use of public 
money. This is relevant to both the aid and development context and fee-based 
projects as both draw on public money, the former through direct aid funding and 
the latter through the use of university funds to establish the projects. The literature 
on projects, both aid-funded and fee-based, reflects an area of work that is virtually 
unregulated, and the field abounds with stories of projects that do not seem to 
complete their tasks (see Sections 2.3 and 2.4). According to the data in this thesis 
the expensive expatriate consultants and! or faculty managers are not accountable 
in terms of the goals of the project, let alone being involved with a process that is 
culturally and socially relevant (Sections 7.1.2, 7.1.3 and 7.1.4). 

The findings here revealed that it is not appropriate to speak of a model of project 
implementation and! or planning which assumes a single beneficiary. The project 
field yields many beneficiaries and their interests may be conflicting and competing. 
The notion of a binary relationship in the project field is project rhetoric and can 
lead to the project meeting only the narrowest of its objectives; namely, that of the 
major financial investor. In light of the more interpersonal accounts of project work 
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which were examined in Chapter 7, the educational providers may be left feeling 
frustrated; the project participants, specifically the students may feel 
disenfranchised (Marginson 1997). Why does this situation exist? I contend it is 
because of the lack of visibility about who is and who is not benefiting from the 
project. 

10.2.3 Talking up the project 

The findings grouped under this theme in Chapter 8 of this thesis clearly 
demonstrated that language and Discourse are sites of struggle. The data indicated 
that the struggles were interrelated. A powerful Discourse in international English 
language education projects, in the first instance, positions the speaker of English as 
the norm and the speakers of other languages as holding the 'problem' (see Section 
8.3). This was thematised by the way that host-country students and teachers were 
positioned as not in control of spoken English. Objectives of both projects included 

ways to improve students' and teachers' proficiency in spoken language and to 
introduce more communicative teaching approaches (see Section 8.1 and P1D2p.4, 
P2D1p.2). Also, on a project management level, all members of the projects 
committees were destined to negotiate all aspects of the project's work and life in 
English regardless of those committee members' experience and proficiency in 
English (see Section 8.3). 

The project documents gave scant attention to the national language(s) of the project 
sites. This is interesting in light of current thinking about language learning and 
teaching which foregrounds the importance of learners' first language. 
Additionally, much of the critical literature on project design and implementation 
raises the point about the way that language is used as a tool to dominate project-
planning processes. The data gave voice to the ways English was used in the 
running of project business and how this worked to disenfranchise the host-country 
interviewees from full involvement in the management of project work (see Sections 

8.3 and 8.4). 

The data gave much evidence of the way English was perceived as a highly valued 
resource (see Section 8.2). This role of English was seemingly an uncontested claim 
in the data. The way that this was spoken about differed according to the different 
interviewees. Bourdieu's analytical framework was extremely useful in 
distinguishing between how the different interviewees saw the value of English. For 
example, for interviewee (P1AP2) English provided a way out of 'desperate 
situations' for the host-country students and teachers; other Project 1 host-country 
interviewees (P1LU1, P1LU2, P1lU3) concurred with this view. The host-country 
interviewees (P2LT1, P2LT3, P2LT4, P2LU1) from Project 2 had a slightly different 
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take on the importance of English. Pragmatically it was what school students 
needed for their articulation into university, but some interviewees (P2 LT4, P2 LT1) 
felt that for some students it was a waste of time as they were not intending to go to 
university and they would not use English in their daily lives. The Australian 
representatives of the government agencies (P1AM2, P2AM1) did not represent 
English as necessarily a skill that would lift people out of their economic realities 
but rather as a 'reality' of international relations. The interviewees from an 
Australian university (P1/2AU2, P1/2AU4, P1AU1, P2AU3) had a professional 
commitment to the teaching of English and while they critiqued aspects of the 
programs in terms the role of the first language of students and positioning of the 
bilingual teacher, they did not reflect the types of critiques given by writers such as 
Phillipson (1992b), Graddol (1997), Bruthiaux (2002), where the benefits of the 
spread of English are questioned. 

Another powerful discourse underpinning much of the discussion of language and, 
teaching and learning was that 'the better teacher is a native speaker of English' 
(P1LU2). This reflects one of Phillipson's (1992b) key myths of English language 
teaching, that 'the native speaking teacher of English is better'. One interviewee 
(P1LU2) discussed this point at some length, he alleged that course participants in 
the host country of Project 1 would not 'trust' an English language teacher 
education course run by host county teacher educators. He talked about how the 
host-country participants would more clearly know who the teacher was if it is a 
native speaker of English and that because they are learning a foreign language 
would gain more than the '50 per cent' that they get from a host-country teacher 
educator. He made the interesting comment that the course participants would not 
be concerned 'if the native speaker was a good teacher or not'. 

This chapter also examined instances of conflict within the project and within these 
instances looked at which agents were positioned as the legitimate speakers. It 
appeared that the dominant discourses in the field were constructed by the donor or 
provider and the donor's agents in the field were the legitimate speakers (see 
Chapter 8). 

10.2.4 How to play the 'game' 

A major task of my research was an investigation of how notions of culture shaped 
the project field and underscored the distribution of benefits in the field. Notions of 
culture were central themes in the design and implementation of the projects and 
that the way this concept was understood influenced the positioning of agents in the 
field. My own view is that 'culture' is an unsatisfactory term yet as shown in 
Chapter 9 the notion of 'culture' is widespread in many areas and levels of English 
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language teaching education in both the international and Australian context (see 
Section 9.1). The findings in Chapter 9 revealed a field delineated by the essentialist 
understandings of national groupings and the way in which one knows a 'culture' 
(see Section 9.1). 

A paradox emerged in the data (see Sections 9.2 and 9.3): the international language 
education projects were developed and established on the premise of responding to 
the specific needs of their particular cultural context. The universities sold 
themselves through their knowledge of the local cultural context (see Section 9.1). 
But the Australian staff were not necessarily chosen for or encouraged to develop 
knowledge about the specific contexts and in some cases ethnographic advice was 
ignored by project management (see Section 9.2 and 9.3). 

My analysis of the data was greatly enhanced by Bourdieu's notion of habitus, 
which embraces history, family, educational and social factors, economic factors 
(dispositions) as ways to work out positions of subordination and dominance in a 
field. This was particularly evident in the ways interviewees spoke about their 
practices as a teacher and project participant (see Sections 9.4 and 9.5). 

10.3 Strengths of the approach 

My aim in undertaking research into the international work of Australian 
universities, in particular language education projects, was to arrive at some deeper 
understanding of how this particular 'game' of English language teacher education 
is played. My personal experience of work in the above area indicated to me that it 
was a 'complex and messy' field shaped by layers of opaque tributes to particular 
government and donor policies and slight attention to the goals and activities of the 
projects. Bourdieu's approach to research appealed to me (see Sections 3.1 and 3.4 
for further discussion on this) at a number of levels: the analytical tools of field, 
capital and habitus resonate with my own sense of the ways in which power, 
resources and the agents position in society act in relation to each other; his research 
areas indude universities, language and the ways in which individuals or 
organisations occupy different positions of power within and across institutions 
which were highly relevant to my area of study, the methods by which the research 
is undertaken, and a reflexive examination of the researcher's position in the 
research. 

Bourdieu's approach illuminated the dimensions and dynamics of the field; for 
example, I was able to explore questions such as what accumulates capital in the 
particular project contexts? And I was able to tell the history of this aspect of the 
field and to look at the whole issue of winning project tenders, the type of textual 
practices involved and what areas of expertise are important to the grand interests 
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of funding agencies. As described in Section 3.3 Critical Discourse Analysis (CDA) 

was a complementary analytical tool. 

10.4 What did I learn? 

'Learning' is a contested notion and it is a daunting task to briefly identify how well 

I was able to fully embrace the principles of strategic learning as outlined in Section 

3.2.2. My involvement with the research for this thesis has allowed me to critically 

engage with the field of international language education projects and to recognise 
the competing interests in the field and to better understand how the dominant 

agents maintain their position. My own understandings of the way the projects 

worked has deepened and this has hopefully changed the way I work or rather my 

academic habitus in the context of international language education projects. 

I better understand how different interests are met; for example, at one level the 
projects were purely an exercise in maintaining inequitable international economic 

and! or social relations. I grew to understand more about arguments such as those 

put forward by Abdul-Raheem (2000), where he fears that the 'developing' world 

will be kept in a permanent state of crisis to provide lucrative jobs for aid workers 

from the 'developed' world. At other times I can acknowledge the enormity of what 

I have learned from my host-country colleagues in terms of growing to understand 
different organisational structures and the values and benefits inherent in different 

ways of doing things. At yet other times I realise the way the interpersonal 

relationships I had developed had impacted and changed my life. My educational 
habitus has shifted and my own sense of identity and values have been 

'internationalised'. The next section puts forward questions for further research 

which draw on my learning from this study. 

10.5 Questions for further research 

My study has uncovered ways that the field works. Future work in this area needs 

to understand how projects such as these can to be carried out in ways that allow for 

more productive understandings between the stakeholders. In general the type of 

research that needs to be undertaken has to take account of the current global trend 

of universities seeking to gain revenue from international activities and consider the 

strategies suggested by Marginson (2002b). What kind of global strategies should 
Australian universities pursue in on-shore international education, off-shore 

international education, in franchising and twinning relationships with universities 

in other countries, in staff and student exchanges and so on (Marginson 2002b)? 
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Specifically the research should investigate the type of practices needed to conduct 
more effective relationships and challenge the usual patterns of domination and 
subordination in the field: 

How can universities limit their involvement in international project work in 
the light of their available human, material and financial resources and the 
real difficulties of productively engaging with a broad range of countries and 
contexts? 

How can universities engage with local and international communities in a 
way that represents the collaboration and cooperation that internationalisation 
implies? 

A view that underlies this thesis is that there is an inequity in the distribution 
of the world's resources. How can the universities be 'good' international 
citizens? How can the universities work to mitigate against negative effects of 
globalisation, (for example, the growing divide between the rich and poor, 
inequitable trade relations and the injustices of war)? A partial answer to this 
is to find ways of designing projects and conducting feasibility studies that 
involve host-country participants as equal partners. It also means giving voice 
to the groups or organisations designated to be 'the ultimate beneficiaries'. 

While there is much to be learned, I hope this thesis has made some contribution to 
increasing our understanding of this 'complex and messy' field. I also hope that this 
research has opened ways for a rethinking of international relations in the 
Australian tertiary education sector. 
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Appendix 1 

Description of participants 

Each interviewee has been given an abbreviation as described under 'Abbreviations and 
conventions' near the beginning of this thesis. 

Australian University-based Participants 
P1 AU 1 - native English speaker, university lecturer, late 40s to 50 years, had no 
experience with overseas work or international students before working on the project, 
had not traveled to this part of the world before, masters in literacy education and a GD 
in TESOL completed in Australia, spoke only English, no experience of studying a 

foreign language. 
P1/2 AU 2 - university lecturer, native English speaker, late 40s to 50 years, had 
extensive experience of working with adults and children from P1 region of the world, 
had lived in a neighbouring country to the one of this project, spoke a number of foreign 
languages including the language of P1 country, has a masters in applied linguistics 
completed in Australia, had worked in the country of P1 prior to being involved in the 
project, a member of the management committee for P2. 
P2 AU 3 - late 40s, native English speaker, management level in a private language 
centre attached to a large metropolitan university, has extensive experience in the 
country of P2, had lived and worked in this country in the education sector, spoke the 
language fluently and is a teacher of this language in Australia, has a masters 
qualification from P2 country which she completed in the language of the country. Since 
living in Australia she has worked with teachers and other professionals from P2 
country in either joint teacher training programs or language training. Has visited the 
P2 country many times on behalf of one of the main consortium members to do work 
with business partners and course promotion. 
P1/2 AU 4— early 40s, native English speaker, speaks intermediate P1 language and 
elementary P2 language. When first started working on P1 had not visited this country 
before though was familiar with the region and had worked in a neighbouring country. 
Has visited the country of P2 many times and has co-ordinated university teacher 
training programs for teachers of this country to teach foreign languages in Australian 
schools. Has worked with international students at university level for many years. 
Has M Ed and MA TESOL (both course work masters) completed in Australia. 
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Project 1 Participants 
P1 AM 1— early 50s, native English speaker, Australian government aid agency official, 
trained teacher, spent a short time living in country of P1, did not speak the language, 
had some knowledge of a European language, had a long history of work in the aid and 
development sector. 
P1 APi - early 40s, native English speaker (monolingual) a project team member, 
trained teacher, had worked in the Australian ELT sector for many years, had no 
experience with country of P1 prior to going there, had worked for a short time with an 
aid-funded ELT project in a neighbouring country, has an MA TESOL (course work) 

completed in Australia. 
P1 AP2 - late 30s, native English speaker, trained teacher, had worked in the ELT sector 

of P1 country for many years, fluent speaker of P1 language, has worked mainly in the 
aid-funded sector in this country, spent many years working in a neighbouring country 
- is also fluent in this language, is currently undertaking M Ed studies in educational 
management distance study from Australia, has a diploma level qualification in TESOL. 
P1 LM 1 - late 40s, native speaker of P1 language, fluent in a European language, 
studying English, trained teacher, worked in management level in teacher training 
section in the Ministry of Education. 
P1 LM 2— mid 30s, native speaker of P1 language, fluent in English, was English 
teacher, completed post-graduate study in Australia, worked with the Ministry of 
Education in teacher training, worked with P1 in various capacities. 
P1LM3 - early 30s, native speaker of P1 language, intermediate fluency in English, 
worked in project administration with Ministry of Education. 
P1LM 4— early 50s, native speaker of P1 language, fluent in English, speaks a number of 
European languages, management position in the Ministry of Education, trained 

teacher, experience in working with foreign projects, has post-graduate qualifications 

from an Australian university. 
P1LM5- late 40s, native speaker of P1 country language, advanced proficiency in 
English. A secondary school teacher and then teacher trainer of English with the 
Ministry of Education. Has had a long history of working with international projects. 

P1LU1 - late 40s, native speaker of P1 language, fluent in English, in management level 
in a university faculty, trained teacher, long history in ELT and involvement in foreign 
projects, has post-graduate qualifications from Australia and is currently undertaking 

PhD studies. 
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P1LU2 - late 30s, native speaker of P1 language, high level fluency in English, trained 
teacher, university lecturer in EL, worked with P1 as a counterpart over several years, 
post-graduate qualifications from Australia. 
P1LU3 - mid 40s, native speaker of P1 language, fluent in English, trained teacher, 
university lecturer in EL, worked with a number of foreign projects and worked with P1 
in various capacities, has studied in the USA, has post-graduate qualifications from 
Australia and is currently undertaking PhD studies. 
P1LU4 - early 40s, native speaker of P1 language, fluent in English, trained teacher, 
university lecturer in EL, worked with a number of foreign projects and worked with P1 
in various capacities, has post-graduate qualifications from Australia. 

Project 2 Participants 

P2 AM 1 - mid 40s, native English speaker, was the Director of the Australian 
government agency in country of P2, had spent several years in country of P2 and is a 

fluent speaker of the language. He manages many projects in his role as director. 

P2 LT 1 - late 20s, native speaker of P2 language, fluent in English, trained teacher, 
works in a high school, has not studied in another country, member of the group who 

trialed the project materials. 
P2 LT 2— late 40s, native speaker of P2 language, fluent in English, trained teacher, 
works in a high school which has a culturally diverse population, involved in the 
national EL teachers professional organisation, member of the MOE committee for P2. 

P2 LT 3 - early 40s, native speaker of P2 language, fluent in English, trained teacher, had 
worked in Australia as an exchange teacher, works in an alternative high school, 

involved with the development of the project. 
P2 LT 4 - early 30s, native speaker of P2 language, fluent in English, trained teacher, has 
worked and studied in North America, a member of the group of teachers who trialled 

the materials. 
P2 LM 1 - mid-40s, native speaker of P2 language, fluent in English, trained teacher, 
studied in North America, currently working a teacher's education centre, involved in 

the development of P2. 

P2 LM 2— late 40s, native speaker of P2 language, fluent in English, trained teacher, 
management level of a teacher education centre, a member of the committee for P2. 

P2 LU 1 early 50s, native speaker of P2 language, fluent in English, trained teacher, 
university professor, a member of the MOE committee for Project 2, is currently 
undertaking post-graduate studies. 
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P2 LU2 - early 50s, native speaker of P2 language, fluent in English, trained teacher, 
university professor, a member of the MOE committee for Project 2, is a highly regarded 
author a numerous ELT texts. 
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Appendix 2A 

Outline of questions for interview 

Host country teacher trainers and teachers of EFL 

The interview was loosely structured around the following questions/issues: 

Location and professional environment: 

School Position: 

English Language 

Why is English important in your country? 

Why has English taken over from other languages? 

Project development I English Language Teacher Education 

How would you describe the state of English language teaching skills? 

How would you like to see English language teacher education improved in your 
country? 

What can Australian university staff offer your country's teachers of EFL? 

Project I Course development 

What are its strengths? 

What are its weaknesses? 

What differences are there between Australian methodology and ELT methodology in 
your country? 

Which methods work in your country? Why? 

Which methods don't work in your country? Why not? 

How could the course be made more relevant to your country's teachers? 

First and Second language in the classroom and in English language teacher education 

How much first language should be used by teachers in their classes? How much 
English? 

How much first language and English should be used when we are training teachers? 

What are the advantages of bilingual (non-native) teachers in the classroom? 
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What are the advantages of native speaker English teachers in the classroom? 

What do Australian lecturers need to know about your country's education! culture 

I language in order to be most effective? 

What do your country's teachers need to know about Australian 

education/ culture/ language in order to get the most benefit from our training? 

Would you like to make any other comments? 

2,7 
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Appendix 2B 

Outline of questions for interview 

Australian based consortium members 

The interview was loosely structured around the following questions/issues: 

Location and professional environment: 

What was your previous experience in international programs? 

Perspectives on the teaching of overseas students: in Australia and off-shore 

differences/similarities to local students 

What is your experience of collaboration with other tertiary institutions? 

Project development 

What are features of projects in the host country context? 

What are essential elements for successful projects in this context? 

What are the essential elements for successful collaboration with other Australian 

universities? 

What possible problems do you see in working collaboratively with other Australian 

universities? 

Course development 

What is your experience of developing courses for overseas students/projects? 

What are the professional development needs of host country teachers of EFL? 

What are essential course design features for the training on host country teachers of 

EFL? 

What is the role of bilingual materials? 

Project Implementation 

How would you describe an effective model of project implementation in the host 

country context? 

What are some of the problem areas for implementation in this context? 

What mechanisms could guarantee quality in the implementation of the project? 
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Project Appraisal 

How do you think the project is going from your point of view? 

How best would the project be evaluated? 
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Appendix 2C 

Outline of questions for interview 

Host country ministry officials 

The interview was loosely structured around the following questions/issues: 
Location and professional environment: 
What was your previous experience in international programs/projects? 
Perspectives on the professional development needs of your country's teachers of EFL 
What (in-country) MOE professional development is available to host country teachers 

of EFL? 
What is your experience of collaboration with other tertiary institutions? 

Project development 
What are essential elements for successful projects in your country's context? 
What were the possible sources of training for host country teachers of EFL, that is, other 

countries; organisations within your country? 
What are the essential elements for successful collaboration with Australian 

universities? 
What possible problems do you see in working with Australian universities? 

Course development 
What is the preferred language teaching methodology in secondary schools in your 

country? 
What are essential course design features for the training of your country's teachers of 

EFL? 
What is the role of bilingual materials? 

Project Implementation 
How would you describe an effective model of project implementation in your country's 

context? 
What are some of the problem areas for implementation in this context? 
What mechanisms could guarantee quality in the implementation of the project? 
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Project Appraisal 
How do you think the project went/ is going from your point of view? 
How best wouH the project be evaluated? 
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Appendix 3 

NORTHERN TERRITORY UNIVERSITY 
HUMAN ETHICS COMMITTEE 

CONSENT FORM 

......of ....................................................................... 

Hereby consent to be a subject of a human research study to be undertaken by Jacqueline 
Widin of the Northern Territory University 

and I understand that the purpose of the research is to investigate the implementation and 
impact of Australian university language teacher education projects in international/ intercultural 
contexts. It will explore ways in which universities ensure quality in the programs they deliver in 
international contexts: the types of mechanisms that are put in place to guarantee that the 
product meets the needs of the client. 

I acknowledge 

That the aims, methods, and anticipated benefits, and possible hazards of the research 
study, have been explained to me by Jacqueline Widin. 

That I voluntarily and freely give my consent to my participation in such research study. 

I understand that my information would be used for research purposes and that small 
selected portions of it would be used without identifying the source. 

Individual tapes and transcripts will not be released to any person other than myself 
except at my request and on my authorisation. 

That I am free to withdraw my consent at any time during the study, in which my 
participation in the research study will immediately cease and any information obtained 
from me will not be used. 

Signature...................................................................DateS ............. 
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PLAIN LANGUAGE STATEMENT 

RESEARCH PROJECT: The InternationaIisation of Education: Stakeholders' 
Interests and Project implementation 

CHIEF RESEARCHER: Jacqueline Widin 

PURPOSE OF STUDY 

I request your assistance in post graduate research I am currently conducting. I am investigating 
the implementation and impact of Australian university language teacher education projects in 
international/ intercultural contexts. I am interested in exploring ways in which universities ensure 
quality in the programs they deliver in international contexts: the types of mechanisms that are 
put in place to guarantee that the product meets the needs of the client. 

BENEFITS OF THE STUDY 

This study will help in the successful implementation of language education projects and provide a 
valuable model for quality assurance in an international context. 

WHAT WOULD BE EXPECTED OF YOU? 

If you decide to take part in this research I would seek your agreement to be interviewed. It is 
intended that the interview would be for approximately 45 minutes and would be taped. 
Sometime later I will send you a transcript of the interview and invite you to make any corrections 
you feel appropriate. After receiving the transcript I will contact you by telephone or mail to 
verify, clarify or correct aspects of the interview. Prior to the interview I will mail you a brief letter 
outlining several themes I am interested in canvassing. These are intended to be broad guidelines 
as it is not my intention to limit the contributions of participants. 

DISCOM FORTS 

There are no specific risks associated with this study. 

CONFIDENTIALITY 

Full confidentiality of your interview will be kept by the researcher and all people helping with the 
study. The audio tapes will be kept confidential and used only for preparation of my thesis. Data 
gathered from the research may be published but you will not be identified unless you give your 
written permission. 

iI[IiiIII1 

I would be grateful if you did participate in this study but you are free to refuse to participate. 
Even if you do decide to participate, you may withdraw from the research at any time. 

RESULTS OF THE STUDY 

The primary purpose of the research is for the preparation of a PhD thesis. It is anticipated that 
there will be papers resulting from the research that will be published and/or presented at 
conferences. Participants contributions to the research would be incorporated into published 
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material in ways that guard their confidentiality, unless specific written permission was sought and 
obtained to do otherwise. 

PERSONS TO CONTACT 

If there is an emergency or if you have any concerns before commencing, during, or after the 
completion of the project, contact: 

Jacquie Widin Tel: 02-9557.2840 (h) 
email: Jacquie.Widin.@uts.edu.au  

If you have concerns about this research you are invited to contact the Executive Officer of the 
Northern Territory University, Human Ethics Committee, Elizabeth Jacob, Darwin, 0909 
Ph: (08) 8946 7065. 
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