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Abstract

Establishing new educational structures within an existing institute can be a highly
complex and challenging undertaking. When the placement of the institute is also in a
social and cultural context distant from that of the educators working to bring about
the change, these challenges become extremely complex. This study considers such a
scenario: the establishment of an Independent Learning Resource Centre (ILRC)
within a military language institute, in Abu Dhabi. In working towards this goal there
were, in addition to the tensions existing within any language learning institute, issues

of culture, religion and the military organisation to be navigated.

To reflect the highly complex nature of this situation, this study adopts a framework
acknowledging the intricately connected social/cultural ‘ecologies’ which provide the
site for many of the issues that need to be resolved in successfully implementing a
structural change in an institution. The study seeks to describe the elements of these
relationships and to consider the impact they have on the overall context. The
awareness of these cultural interactions was held in mind during the development of a
proposal, with the intentions of avoiding what might be termed ‘tissue rejection’ or
the failure of an externally initiated innovation to survive in the local host
environment. The study follows the process involved, initially, in moving towards the
development of the proposal for the establishment of the ILRC and the set up of the
centre and its early period of operation, and raises the question of whether this

dilemma of ‘tissue rejection’ was satisfactorily resolved.

The process described is a long one, and in the hiatus between planning proposals and
implementation of the centre, a course was developed, designed to be an adjunct to
the ILRC. Due to institutional constraints which are explored in this study, this course
was not able to be trialled as designed. The course, in seeking to provide students of
the Institute with a supportive context for developing increasing degrees of
independence in language learning, emphasised the acquisition, development and
practise of language skills through a practical engagement with real tasks. This study
offers a description of the course, along with a discussion of a modified version of it,
implemented for a year with two classes of students. In supporting this curriculum,

and in the absence of an existing ILRC, as much as possible was done to make use of



available resources, carried into class, as a portable ILRC. Within the limits of this
course's operation, the following study offers an assessment of the success of the
modified course initiative in terms of what it can suggest about the value of moving

towards increased levels of independence.

In this study, the establishment of the ILRC and its subsequent failure to fulfil its
expected outcomes is described and discussed with reference to the ecological
framework and its significance. In conclusion, the distance of understanding between
the committed parties, teachers and administration, is seen to widen to the point where
there is little remaining of the common purpose which enabled the process of

innovation to begin.
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Chapter One Introduction

This study is concemed with the development of an educational initiative to
introduce an Independent Learning Centre, within the context of the United
Arab Emirates. The move to bring an Independent Learning Centre into the
programme of a language leaming institute operated by the UAE military
was initiated both by the expatriate teaching team and the military
administrators of the programme, both supported by input from a team of
educational consultants from the USA. The efforts to develop this initiative
can provide an insight into the ways in which attempts at educational change
are dependent on a complex interplay of factors. These factors, if not fully
allowed for, can result in the achievement of limited success in terms of

intended goals. At worst, it can result in failure.

By way of introduction to the more specific matter at hand, I will present
here, an overview of the historical and social context of education in this
area, and the way in which this creates the ground conditions for all

educational endeavours in the UAE.

1.1 Learning in the UAE and the Qu’ran

Education in the Arab world is rooted in the teaching of the Qu’ran. From
this source flows literacy, world view and ethics and morality. Historically,
the teaching was conducted in the mosque, led by Mutawa, men dedicated to
their belief in the principles of Islam and committed to their promulgation.
This was a highly decentralised education, with no formal system, operating
out of every mosque in every town and village. Its purpose was to provide
the only education that a young Muslim boy could ever need, an ability to

read the Qu’ran. For girls, a similar level of education was provided within



the home. The methods of teaching were traditionally based in rote
recitation. More important than comprehension was accuracy. For those who
could not master the skills of literacy, memorisation was an acceptable goal,
and indeed a great deal of praise was given to any student who showed the
ability to memorise Qu'ranic verses and Surahs, feats that continue to be
celebrated in annual festivals. But to be able to read the Qu’ran is a special
gift and one of the main commitments of the period of the Holy Month of
Ramadan is the reading of the Qu’ran in its entirety. This is the traditional
root of educative process in the UAE. Its objective was the formation of the
good Muslim, and its main outcomes were, academically, literacy in
Classical Arabic, and socially, a cohesively held set of social and cultural
values which provided stability. This qu’ranic education continues 10 be a
strong influencing factor in contemporary education in the UAE as the
indigenous educational experience of the Arabian Peninsula, but as contact
with the broader world encroached on the region, different educational needs

were indicated.

1.2 Learning in the UAE as a foreign experience |

When we look at much of the visible structures of education system in the
UAE today, we identify a highly westernised process, and come to the
conclusion that for the Emirati students in schools, learning is a foreign
experience, defined by foreign ideas, often delivered in a foreign language by
foreign teachers. Such on observation, might make the mistake of identifying
this as a recent product of global moves to standardise educational practice
and outcomes. But what is missed in this analysis is the historical reality that
in the UAE, education has been a foreign experience for a very long time. As
the British government began to operate in the Trucial States, eventually to
become the UAE, there was a new educational imperative: employment.

(8]



Advancement was seen as possible through employment with the British
administration, dominated by clerks and specialists from the Indian Sub-
continent. To gain entry to civil service work, the requirements were literacy
in English, advanced numeracy skills, and a degree of familiarity with the
cultural norms of the administrative culture. Throughout the British Empire,
during this period in which the administrative civil service grew in
importance, there was always the goal of the British education, achievable by
only those with a reasonable degree of wealth. But in the UAE, for those
with fewer financial resources, there were the many schools in India which
had produced the skills of those workers from the Indian Sub-continent

already filling essential roles in the local civil service.

The education in these schools was modelled on the British system of the
late nineteenth century, with large classes, and emphasis on rote learning and
a rigorous schedule of testing. The schools were run for and by the citizens
of the British Indian Raj, the language of instruction was primarily English,
though Hindi, Urdu, Gujarati and other languages of the Sub-continent were
used at times. For the boys sent to these schools, there was the added burden
of extended separation from their families. This practice continued through
the period of Indian and Pakistani independence. The main outcomes of this
process of education, in the UAE, was the development of bilingual literacy,
an increase in the depth of world knowledge and a growing influence of
Emiratis within the civil service structures which administered the country.

1.3 Learning in the UAE as a foreign experience IL.
As the region began to benefit from its oil wealth, money began to be
directed more rigorously into its infrastructure with some improvement made

in roading, housing development, health care and education. Schools began



began to appear in the larger towns which housed administrative offices, and
these continued with the pattern set in the schools on the Sub Continent. Like
those schools, classes were taught primarily by teachers from India and
Pakistan, the curriculum still carried out in English and the goals still linked
to involvement in the civil service. At this time there was also a growing
move to involve Emirati girls in some form of external education. This was
the start of what would become the UAE’s imported education system. With
low numbers of trained and qualified local teachers, oil revenue was used to
bring teachers into the country to fill newly built schools with ready to go
expertise. There was no room or time to train locally, and education, while
seen as a desirable commodity, was not viewed as a valued career. The only
truly valued teachers remained the mutawa, who continued to teach from
mosques and halls through out the countryside as well as in the cities. The
main outcomes of this educational development was the continued
development of local involvement in regional government and a strong
impression of schooling as a foreign construct, useful but not identifiably

part of the local lifestyle.

1.4 Learning in the UAE and the role of independence

Independence brought the UAE a new collective sense of self. It also brought
full control of the burgeoning oil revenues which would allow the country to
take control ofits newly gained independence in a way that few other
countries could. Infrastructure development was suddenly flooded with
capital, ambitious roading projects and urban developments projects were
initiated and the health and education systems were brought abruptly up to
speed. At the beginning of the 1970’s Abu Dhabi was a large village, within
a decade it had the structure of a modemn city and by the year 2000 it was a
city of over 500.000 people. Dubai similarly grew from a small fishing port



into a major modern city with a reputation for some of the most ambitious
architectural projects in the world. Between these and other cities in the
UAE, built up out of villages in the desert, wide modem highways created

links that made travel across the country more efficient and less stressful.

In the midst of all this, was the drive to educate the people of the country to
take up their place in this new world. Schools were built in every
community, staffed with teachers brought in again with money from oil
revenue. The most significant difference here was that many of these
teachers came from Arabic speaking countries, as this became the official
language of schooling. English continued to be seen as a highly important
element of the educative process, and instruction in this continued to be
delivered by teachers from Pakistan or the Middle East who were deemed
proficient in English. Also, increasingly in schools, teachers were imported
for whom English was their first language. A Tertiary sector was similarly
constructed and staffed with teachers from around the world. As the country
developed, it imported the skilled workers it needed, not only in education
but in industry, health and commerce. This created an increasing population
of ‘guest workers’ and their families who helped fill the growing cities and
expanded the demand for services as well as schooling which met the

specific needs of the expatriate communities.

Educationally, the flow on effect to the local community was a broadening of
options for education, as the schools, based on North American, British and
other European curricula, staffed primarily by teachers from the countries of
origin, became available for local student enrolment. The dilemma in all of
this was that education, as well as health, industry and commerce, continued

to be dominated by non Emirati workers. This has begun to be slowly



corrected as newly educated and trained locals take up key roles in these
areas. The civil service and its recently created adjuncts, the military and
police, continue to draw the majority of Emiratis, with commercial
endeavours most often engaged in outside of existing jobs and the health
sector is gaining in the number of local doctors. Education, and ironically the
oil industry, however remain heavily dependent on expatriate workers as is
the entire service sector of the UAE. In exchange, the UAE has gained an up
to the minute modermn infrastructure providing all of the attendant benefits
and convenience to its citizens. It has also found itself in the situation of
having those citizens substantially outnumbered by the guest workers who

are needed to maintain this infrastructure.

1.5 Coming to the question

What then are the questions that must be answered with regard to developing
educational initiatives in education? Firstly I think we need to ask, to what
extent do such initiatives meet the educational needs of the students of the
host country and how might they be expected to do so? There are
expectations on the part of those seeking to introduce a new initiative, those
receiving it, where do these meet and where they are disparate, how can they
be resolved. What degree of interplay exists between the initiators of change
and the recipients of the new structures and indeed amongst different factions
within those seeking to initiate change? Also, how will the extremely
complex environment that exists in the UAE, which is suggested in the
above discussion of the history and role of education in this country, impact
on attempts to introduce new ideas? This question is applicable to each and

every country where new ideas in education are tried.



Specific to the idea of independence in learning, there is the question of
whether this is, in itself, a foreign concept. What difficulties or dilemmas
does the introduction of such a concept produce for the initiators and for the
recipients. Further, how do differing understandings of the nature and
purpose of independence in learning contribute to difficulties in instituting

new ways of supporting such independence?

In seeking to answer these questions through the following discussion, the
significance and relevance of such developmental initiatives can be clarified,
and at the same time a pathway for enhancing the effectiveness of such

initiatives can be defined.

In the following chapter, I will discuss the methodology that underpins this
study, focussing on the choices made between qualitative and quantitative
approaches, the value of an anthropologically holistic perspective rather than
a sociological one and the influence of the action research model on the
shaping of my approach. The chapter will also lay out the three main aims of

this study.



Chapter 2 Methodology and Aims

I shall present here the three main aims which give this study its shape and
focus: the presentation of an institutional environment as one which is
complexly and intricately connected; the description and discussion of the
process of establishing an Independent Learning Resource Centre, with in
this complex process; and the attempt to shape a matching curricular
innovation to complement the operation of an ILRC (independent learning
resource centre). Then I shall consider how in this study I have drawn on a
wide variety of factors in developing the way in which I approached this
topic, from a combination of my reading and my own personal experience

and background, which I shall discuss here. |

2..1 Aims

This study consists of three parts:

The first part will present some of the issues and contexts in establishing an
Independent Learning Resource Centre, considered from an ecological
perspective. In defining my own sense of the ecological perspective within
social research I started with Uri Bronfenbrenner (1979) who developed an
ecological model for human development and Adrian Holliday (1994) who
has more recently presented a variation of the ecological approach. My
consideration of these systems will be based in an Anthropological/
Ethnographical perspective, taking into consideration the significance of the
specific culture of my institution. In considering the issues affecting the
development of an Independent Leaming Resource Centre [ will make use of

this ecological model as follows:



Socio Cultural (Macro-system): This will involve a consideration of the
overlapping cultural contexts which define the MLI (Military Language
Institute): the Arabic/Islamic cultural milieu; the national culture of the
UAE: the military culture of the UAE armed forces.

Institutional (Exo-system): This will describe the specific context of the MLI
as an educational facility operating within the UAE Armed Forces, staffed
with teachers from North America, the UK and Australia. It will also include

a discussion of the curriculum structures specific to the MLI.

Personal (T-S, S-S, S, T) (Meso-system and Micro-system): This will
consider some of the factors involved in interactions between Teachers and
Students allowing for a consideration of the impact upon the routine
classroom interactions of social construction, the students’ deep placement
within the broader culture and the degree of alienation experienced by
teachers. All of these, and the ways in which these two key elements in the
educative process interact with the other levels of the institution and of the
broader contexts of culture and society, play significant roles in the
conceptualisation, initiation and final implementation of a project such as the

ILRC (independent leaming resource centre).

In addition to an ecological model as a structure for considering the issues
affecting the establishment of an ILRC, I will also consider the medical
metaphor of transplanting an “exotic” structure into a new environment and
the subsequent impact on both the host environment and the new structure
(Holliday, 1992, 1994). Here the primary concem is the balance between

innovation and the introduction of something which might effectively be



rejected by the host system. Holliday speaks of this as being a ‘tissue

rejection’.

The second part will seek to describe the process involved in the
establishment of the ILRC at the Military Language Institute in Abu Dhabi.
In this section I shall consider the reasons for establishing an [LRC, from
both the institutional and pedagogical perspectives. This will highlight some
of the central tensions in implementing any significant change to structures
and practices within educational institutions. Then there will be a closer
examination of the steps which were taken towards the establishment of the
ILRC. This will show the preliminary process of investigation and needs
analysis and the initial proposal for the ILRC. This will also illustrate the
intentions for the physical organisation of the ILRC and decisions regarding
materials and hardware. Finally there will be a brief description of the initial
set up and operation of the centre, taking into account the impact of shifis in

the administrative/institutional environment.

The third part will concem itself with the description of a curriculum initially
designed to maximise the use of the ILRC, a curriculum which was intended
to be literacy skills driven, able to enhance the degree of independence in
students, and to maximise the use of the centre. But perhaps above all, a
curriculum predicated on the idea of student ownership of the learming
process. The curriculum under consideration in this study was initially
developed in tandem with the initial activity around the investigation and
consultation process. During a hiatus in activity around the push towards
setting up the ILRC, falling between the conclusion of consultation and prior
to final approval being given to set up the centre, an adaptation of this

curricular innovation was trialled. Both the original concepts for the

10



curriculum and its trial iteration are considered here with respect to the role
that course and curriculum can facilitate increased levels of independence.
This study, then, will seek to answer the following research questions. What
are the issues and contexts, taking an ecological perspective, that need to be
addressed in establishing an Independent Learning Resource Centre? What
are some of the central tensions in implementing significant changes to
structures and practices within educational institutes? What curriculum

approaches can be viewed as supportive to independent leaming?

2.2 Methodology
My choice of methodology for this project is rooted in two key factors:
firstly, in my own formation, academically and professionally and secondly

in the demands of the context in which the project has been conducted.

As 1 began this project I envisioned myself conducting a tightly defined
action research project based on principles which I had adopted as a primary
and secondary school teacher. Geoffrey Mills (Mills 2000) provided me
with some ideas on how to progress with the study, making use of Action
Research approaches. His presentation of comparisons between action
research and traditional research approaches was useful in helping me to
solidify this decision to adapt the action research strategies to my needs.
Similarly, Benson (2001), amidst the practical recommendations for setting
up independent learning systems for students, provided a range of interesting
and useful structures and guidelines for implementation in our own centre
and concluded with a discussion of research approaches and case studies in
the area of leamer autonomy. Of most interest to me here was his discussion
of Action Research which initially added to my inclination to take a

qualitative rather than quantitative approach overall to my own study even

11



though it is not specifically Action Research. J Michael O’Malley and Anna
Uhl Chamot (1990) also present a very useful discussion on research
methods relevant in considering leaming strategies. Various methods of data
collection were considered, ranging from questionnaires to subject diaries
and individual and group interviews. Certainly the idea of subject diaries —
while problematic in my immediate context — raised some interesting ideas in
support of qualitative data collection. However, as the study began to focus
increasingly on factors outside of my control the action research model
became less and less appropriate and even my intentions to modify its

application became increasingly untenable.

With a first degree in both English Literature and Anthropology and an MA
in English Literature I became familiar with an approach which was
anthropological/ethnographic rather than sociological, qualitative rather than
quantitative, critical rather than descriptive. In my professional development
as a teacher, action research was a tool and a process which reinforced these
ideas as an appropriate way in which to consider the contexts of teaching and

learmning.

Anthropological rather than Sociological

An anthropological, or ethnographic approach is one in which a descriptive
analysis of the cultural context is conducted by an observer. Unlike the
sociological approach, there is no attempt to fit the observed context into a
pattermn of generalized norms, rather to emphasize the significance of the
cultural distinctiveness in producing what is described.

Qualitative rather than Quantitative



In a qualitative approach, as opposed to a quantitative, greater emphasis is

place on non-measurable data, things which can be observed or reported but
not easily assigned a relative value. Qualitative analysis allows the research
to deal with the attitudes, subjective perceptions and shifts in context which

define interactions within any human system.

Critical rather than descriptive

The dynamic nature of the implementation of any programme changes leads
to a need to move beyond the strictly descriptive into a more critical set of
interpretations. The interaction of different attitudes and at times very
divergent agendas for the operation and direction of MLI led to a process of
constant revision. Most key to the need to take a critical approach then was
the need to not merely describe the track of ILRC (independent learning
resource centre) development complete with unexpected events and
alterations in original plan but to seek to clarify the background to these
events and the extent to which they were eased or exacerbated by reactions

throughout the various levels of the Institute’s operation.

The context at MLI is heavily determined by layers of specific cultural value
— s0 much so that it seemed less useful to approach a study here from a
narrowly sociological perspective. To seek to extract general terms of
reference from this environment would be less productive than providing a
critical description of the specific complexity of this context and how that
complexity impacts on the development of any plan of action. Further, the
study, concerning itself with the process rather than the impact of ILRC
(independent leaming resource centre) development, did not lend itselfto a
quantitative analysis. There is little in the way of numbers to sift and

compare here, but much in the way of opinion, intentions and hopes.
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Finally, the MLI is a teaching environment in which it is impossible to limit
or isolate variables which could disturb the validity of an experimental study.
Any effort to impose experimental rigor within this teaching environment is
fraught with difficulty. The same can be said, to a greater or lesser degree, of
any teaching environment: the practice of teaching does not lend itself easily
to the experimental method. My approach to this context seeks to show
‘ecological validity” in my effort to do justice to the layered complexity both
of the subject at hand and my immediate experience of it. If the ecological
model supposes a complex interaction of nested levels and niches, each one
defined by its own internal interactions as well as through their interactions,
transparent or otherwise, with other levels of the system and other niches
across the same level, an ecologically valid approach needs to reflect the
nature of this system, emphasising the interplay between niche and level
rather than seeking to approach them in isolation or acknowledging

interaction only when it is overt.

Overall, this is similar to the approach that was taken in my earlier study of
the effectiveness of the Bilingual Education Project in Bluefields Nicaragua
(Hurtubise, 1990). With all of this in mind, the following study makes use of
a qualitative assessment of data drawn from observations of the ILRC
(independent learning resource centre) development process, interviews with
teachers and MLI officers involved in ILRC set up, and MLI students. It
seeks to treat the MLI as an institutional niche within a broader ecological

structure

This study shall seek to provide a description of the needs analysis and the
data gathering processes which formed the basis for the initial plans for the

14



ILRC and a description of the planning process and decisions made and the
stages of implementation. It will be, by nature, a longitudinal study taking
into account the key stages of discussion, research, initial resourcing, and
initial implementation with a necessary acknowledgement of the shifts and
changes in policy, administration and staffing of the ILRC project. It will
also provide a record and discussion of the readings which informed both the

process of establishing the ILRC and the analysis of the process.

In the following chapter, I shall outline some of the key themes and contexts
which lay at the heart of this study: culture, the ecological approach, the
concepts of autonomy and independence, the importance of motivation as a
factor, the interaction between the process of language learning and local

cultures and technology in education.
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Chapter 3 Themes and concepts

This study draws on many themes, in order to present what are extremely
complex contexts and processes. In this chapter I will discuss some of the
literature which underscores these themes and clarifies the central concepts

of this study.

3.1 The Cultural context

A study of any institute, process or activity in the UAE cannot be complete
without a full consideration of the Islamic and Arabic cultures. Interest in the
region of the Middle East has grown in recent years, as a result of the
increased profile of the Palestinian/Israeli conflict and of the war in Iraq and
the current occupation of that country by Alliance troops, however, there is
much about the interplay between Arabic and Islamic culture which is not
clearly appreciated in countries outside of the region, an interplay as evident
in the processes of a language learning institute as in the activities of

organizations such as Hamas and Al Quaeda.

Lapidus (2002) suggests for the development of the Islamic world, four
phases: the inception of Islam; its spread by conquest and conversion, the
engagement of the subsequent Islamic countries with the west, defining their
various twentieth century identities; and finally, the Islamic revival,
manifesting itself in reformist movements seeking to turn around the
secularism of the twentieth century in a retum to Quranic principles in a new
political/nationalist/religious identity. But as Lapidus points out the process
of reform, dramatically initiated by the Islamic revolution of Iran, has not
replaced the secular national processes and movements of the twentieth
century, but rather continues in tandem with it. Hourani (1991) affirms this

16



process through these first three phases, but asserts that there is a resilience
and cohesion in the secular states, rooted deeply in the traditional culture of
the Arab world and fused with modem ideas. Both writers emphasise the
importance of family associations, the recognition of traditional authority,
the pride of history and the crucial role of Islam in shaping national identities
as well as the identities of counter-secular movements. Seeking to create
enlightenment and understanding between the Muslim and Western world,
Robinson (1996) initially highlights the ways in which the attitude of the
West has its origins clearly rooted in hostility, based in a perceived conflict
of faith; while that of the Muslim world has shifted from one of disregard
historically towards an increasing sense of threat. But Robinson emphasises
above all the degree of shared history and tradition: the common religious
roots, the shared tradition of knowledge and discovery stemming from the
ancient Greeks, as well as the degree of interdependence that has evolved in

the modem world, through trade and political dialogue.

3.2 The ecological approach, structural and curriculum innovation and
the metaphor of grafting and tissue rejection

The ecological approach in social sciences is strongly rooted in Uri
Bronfenbrenner’s Ecology of Human Development (1979). It can be argued
whether it is a metaphorical framework or an actual reality of human
interactivity, but clearly the concept of nested interconnected structures of
human involvement provides a method of understanding the complexity of
any interaction and in doing so allows us to consider and comment on the
nature of human engagement and the practices and underlying beliefs which
construct the cultural setting. Tissue rejection sits comfortably with the
ecological approach as a metaphor which expands the sense of human

systems, including education, having biological properties. First posited by
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Hoyle (1970) and expanded on in the current field by Holliday (1992, 1994),
tissue rejection provides a way of considering and assessing the degree of
success or failure present in innovations and changes to educational

structures.

Bronfenbrenner (1979) sets out the ideas and structure which underpin the
ecological approach to studying human behaviour. Clarifying the principle
that the traditional approach to such studies needed to be expanded to
involve a wider consideration of all of the cultural factors playing on each
participant where, the dyad within the classroom is looked at in terms of all
of the cultural settings each partner is engaged in, expanding outwards like
matrioshka dolls, each nested system of relationships and settings embraced
by another. The most significant diversion from accepted understanding that
Bronfenbrenner took lay not in suggesting that we are complexly located in
society and culture but that factors drawn from all levels of our nested
system play directly upon each other within a given setting can be as
significant as events that might be taking place more immediately and
beyond this, that the individual is deeply affected by events that take place
even when they are not present In approaching the task of effecting change
designed to enhance the learning outcomes of students, to fail to attend to the
level of complexity involved in human interaction is to invite abject failure,
or at best, a result falling far short of projected expectations. Bronfenbrenner
went on to highlight an issue that is crucial to those seeking to operate
between cultures: “within any culture or subculture, settings of a given kind
— such as homes, streets, offices — tend to be very much alike, whereas
between cultures they are distinctly different. It is as if within each society or
subculture there existed a blueprint for the organisation of every type of
setting. Furthermore, the blueprint can be changed, with the result that any
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structure of the settings in a society can become markedly altered and

produce corresponding changes in behaviour and development” (p4).

Adrian Holliday (1994) states that the “first task is ...to learn about and
appreciate the real world of relevant parties within the host educational
environment.” (p113). To not address this central concern, he goes on to
indicate, is at the heart of failure in initiating English language projects. Here
is the practical rooting of human ecologies: to introduce new ideas without
proper consideration of the social ecosystem is to invite rejection. And to
observe the reactions of local professionals, Holliday maintains, is the surest

way to gauge the response of the ‘real world’ of the host environment.

Holliday (1999), also emphasises the importance of “small cultures”, in
comparison to their “large culture” embedment, which can become the
primary focus of study. The idea of small cultures draws on the complexity
of Bronfenbrenner’s mezzo level of ecological nests, encompassing those
spheres of activity such as work, hobbies and the process of interactions
highlighting the extremely complex and multilayered reality of human
interaction. Holliday asserts that the approach of small culture focussed
study answers the difficulties of engaging in assessments of our complexly
multicultural world., especially as it is manifested in localised contexts.
Further, in Holliday’s construction, small cultures are defined as much by the
activities carried out within and between them as they are by the nature of
the groups themselves, so that observation of these interactions can produce
a growing and dynamic picture of the small culture context under study. The
small culture approach lends itself to a definite research orientation, where
the focus is interpretive, process focussed providing a model which will

feedback positively into the process of establishing with clarity the degree of
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cohesion that exists within any social grouping being studied. Holliday
provides an example of small culture focused research in a text book project
at the University of Pune, India. The issue of introducing the new material
was approached from a large culture perspective where it was assumed the
greatest thing to be warded against was the intrusion of British ideas on
Indian culture. But the reality revealed was complex intercultural conflicts:
“not between (large) British and Indian cultures, but between (small)
culturally different Indian elements”. An awareness of this complexity at the
mezzo level becomes essential, then, for any accurate planning around the

itroduction of changes to institutional structures.

Numa Markee(1997), looking at issues of curricular innovation, made use of
the nested systems model, reflecting an ecological approach to the analysis
of the process of change in the chapter Issues and Definitions, drawing on
sources such as Cooper (1989),) and Kennedy (1988). The extent to which
the introduction of curricular innovation is process which can be seen to
impact on a whole range of micro cultural levels is an important
consideration in approaching this task. Rather than a clearly defined process
of policy, initiated by a singular administrative entity, it is the dynamic
interplay between all levels of the institution, and the attendant small culture
perspectives which effectively define the ultimate direction and outcome of
the initiative. The discussion here is pertinent to the UAE context of the
current study, especially in terms of describing a model of social-cultural
interrelatedness which is reflective of both the context and the perspective of
the analysis. A clear message is the need to be clear on identifying those
social cultural variables which are significant to the context of study in order
to create an effective model of interaction. Similarly, the definition of

innovation as a developmental process, “involve(ing) a sequence of decisions
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that are made over a period of time.” (Markee, 1997, p 51) tied to the sense
of teacher initiated development moving from the bottom up resonates with
part of the push for change which often results in the instigation towards
change, and indeed with the process described in the current study.

The role of the ‘foreign trainer” as an agent for implementing changes to
curriculum structures in China was explored by Kennedy (1999) While
emphasising the importance of an outside perspective dealing with the
complex issues of culture and belief, he identifies this role as being
productive from the point of view of providing new insights into ways of
operating. Carless (1999) similarly emphasised the need for expatriate driven
shifts in the curriculum process to be aware of the cultural context in which it
is being introduced, while also highlighting the ever present difficulty of
resistance to any change, which can occur at any level, relating this directly
to the theory of tissue rejection (Holliday 1992). For Carless, important
issues include the commitment of substantial resources to the initiation of
any major shift in structure or change, and a commitment of energy to

effective teacher training in the changes.

The introduction of innovation and change within educational contexts is
commonly a reaction to what is perceived as being a deficiency in current
provisions or, at best a sense there is more that we could be doing. In this
sense and from various points of view, ‘doing’ can be constructed as,
improving educational outputs, enhancing student engagement, or even
creating a better profile for the institution. With these various perspectives
often all at play at once, when innovations in educational initiatives are
initiated, they are often placed under a great deal of performance stress.
Implementing changes to a curriculum or a practice methodology or an

institutional structure is freighted with difficulty. The metaphors of grafting,
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and of tissue rejection, both provide a strong handle on considering the
issues contained within the process of innovation. In the field of language
teaching in overseas contexts there is often foreignness in the initiation of
these changes, especially within the contexts of developing countries where
there can be a sense of outsider educators holding the role of consultants and
advisors to institutes and of organisations seeking to bolster their credibility
both locally and globally. Even when the process is initiated and followed
through locally, without the sense of being driven by foreign elements, the
innovations themselves often carry the significance of being foreign ideas.
So, the foreign or alien is grafied to the extant system in the hope of creating
a vibrant hybrid but with the fear and very real possibility of foundering on
unresolved distance between the needs and the expectations of the institute
and the students and the ability of any innovation to successfully respond to

these.

The metaphor of tissue rejection is a dramatic one. Holliday (1994) cites
Hoyle (1970) as initiating its use, drawing on the medical context of surgical
procedures where incompatibility of donor and recipient result in organ
transplant failure. Its aptness as a metaphor for describing the process of
local culture rejection of introduced ideas is strong: “In English Language
projects, the implant often takes the form of courses or materials. ... Tissue
rejection takes place when the implant does not survive as an integral part of

the host institution, once project support is taken away.” (p134)

Kemale Pinar’s (1999) case study of introducing new course materials in a
classroom in Saudi Arabia focuses on the issue of innovative failure. Citing
Pettigrew (1992), the following are identified as necessary for effective

innovation: “involvement, participation, ownership, communication,



commitment and trust” and conversely, citing a study by Gross et al (1976)
in identifying the reasons for the failure of an innovation, even in the absence
of active resistance 10 it :

“1 The teachers did not have a clear understanding of what was expected of
them in their new role.

2 They did not have the necessary skills to carry out their new role.

3 They did not have the required materials and equipment.

4 There were no feed back procedures to correct these deficiencies.” (p67)
Pinar’s study highlights the extent to which these considerations played a
part in the initial attempt to introduce new curricular materials to the
classroom : “ lack of communication between the participants and the
management was apparent. Teachers were unaware of discussions which
took place ... were not informed about the possibility of training sessions
(and) no effort was made to explain to the teachers why these books were
being considered in the first place.” (p72) Pinar identifies, as well as an
absence of involvement in the decision making process, the lack of necessary
support and guidance for the teachers towards making use of the new
materials. After the rejection of the material innovation by the teachers, Pinar
reintroduced the materials to the teachers, convinced that they would
enhance the programme offered in the school. This time, with greater focus
on involving the teachers in the process with training and support actively

provided, the result was more successful.

Carless, (1999) in presenting his case study of curriculum change in Hong
Kong takes into consideration Holliday’s concept of tissue rejection as a
reaction of local systems to expatriate initiated innovation, particularly
revealed in an underestimation of the fixity of prior attitudes and beliefs

within the local education system and an apparent absence of mutual trust



between expatriate change agents and local receivers. He summarises the
difficulty by stating that “ A curriculum designed principally by expatriates
must take into account the realities of the local classroom context and needs
to be perceived as doing this by implementing teachers, otherwise ‘tissue

rejection’ (Holliday 1992) can occur.” (p28)

3.3 Defining Autonomy and independence

Benson (2001) offers as one definition of autonomy, “the capacity to take
charge of one’s own learning” (p110). However, Scharle and Szabo (2000)
define autonomy as reflecting the degree to which students take on
responsibility for their own leaming. All students display varying levels of
autonomy across a spectrum determined by personality traits, preferred
learning style and, in Bourdieu’s (1977) terms, their culture capital. With
this in mind, Scharle and Szabo suggest that students drawn from a culture
or community which have a “ strong aversion to individualism and a strong
preference for collectivism ... may not be able to handle uncertainty and do
everything they can to avoid it (and) find it alarming to work without the
supervision of a teacher” (p5). This reflects the definition presented by David
Little (1999) “In formal education contexts, the basis of learner autonomy is
acceptance of responsibility for one’s own leaming: the development of
learner autonomy depends on the exercise of that responsibility ... and the
effect of learner autonomy is to remove the barriers that so easily erect
themselves between formal leaming and the wider environment.” (p11),
which connects the development of autonomy to the transformative,
revolutionary dialogic education of Paulo Freire (1972, 1974) who also
emphasises the importance of responsibility of the learner for their own
leaming in order to achieve ‘integration’ of learning rather than adaptation,
where integration is distinguished primarily by its dependence on the ability
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of the learner to actively make choices which can affect changes in their
world.. Taking this as an operating definition of autonomy, which allows for
the consideration of the ecologically complex dynamics of education
systems, we can return to Benson’s definition, the capacity to take charge of
one’s learning, and apply this as a distinct definition for independence. Here,
the product of autonomy, a growing responsive sense of responsibility,
rooted in the construction of the individual, can be given expression as

praxis.

The discussion and research on the nature of autonomy and independence is
central to this study. How independence is viewed by teachers,
administrators and students, has a great impact on the effectiveness of
planning around increasing its importance in the learming process. Phil
Benson (2001) provides an excellent discussion of Autonomy and Language
Learning presenting a strong background in the concepts underpinning
leamner independence and issues of autonomy as a prelude to presenting a
thorough analysis of implementations of independent leaming approaches.
Particularly interesting is the linkages he creates between autonomy and
leamner independence and the contexts framed by Paolo Freire and Ivan
[llich, with their revolutionary underpinnings of empowerment and
politicisation. In effect, the act of moving to enhance student independence is
fraught with political significance, ofien unrecognised initially in the rush to
become more modern. When it is recognised by more conservative minded
parties to the planning process there is the move to retrench and minimise the

impact of change, often at the expense of significant benefits.



3.4 The question of motivation

A great deal of my initial thought and focus as I approached this task was
placed in the area of motivation and how it might be related to the
implementation of ILRC (independent leaming resource centre) within an
institution. While this became less significant as I moved away from a close
study of the direct impact of the ILRC in our institute towards an
examination of the journey itself, the linkages between ideas in independence
and motivation I believe continue to be valid and significant factors in any

discussion of [LRC establishment.

Benson (2001) presents a well focussed discussion on motivation and its
intersection with learner autonomy. He identifies self determination theory
and attribution theory as productive avenues to consider the linking of
motivation and autonomy: self determination theory emphasising the
distinction between intrinsic and extrinsic motivation, where, extrinsic
motivation in itself can be constructed as a continuum from self-determined
to controlled (citing Deci et al., 1991) while intrinsic motivation can be
argued as a means towards more effective leaming, “promoted by structures
and events that are informational rather than controlling and by situations in
which the leamer is self determined and the locus of self control lies with the
leamer” (p69). Thus action inspired by intrinsic motivation leads to enhanced
learner autonomy. Attribution theory, in dealing with the leamers perceptions
of their own leaming successes and failures, also suggests a link between
increased independence in tasks and heightened degrees of confidence
towards success, and hence high levels of motivation. Citing Dickson (1995:
172) attribution theory “provides evidence to show that leamers who believe

they have control over their leaming — that by accepting new challenges they



can increase their ability to perform learning tasks and so increase their

intelligence — tend to be more successful than others”.

Benson suggest that while “The relationship between autonomy and
motivation is a relatively new area of interest” there are many possibilities
for subsequent research, particularly in terms of the extent to which
increased independence in learning might be seen to enhance learer
motivation and, similarly, the feedback of enhanced motivation in learners
can create an increase in leamer confidence and autonomy, leading them to

actively seek greater degrees of independence in learner activities.

Schumann, (2001) provides a nicely turned anthropological metaphor for the
leaming process, which, is both appealing and useful. Leaming as foraging
allows for a consideration of the learning process in terms individually
directed actions, focussed on and defined by the needs of the leamer. In
Schuman’s construction, the process of gathering new ideas produces the
same sort of dopamine cascades associated with food acquisition. This
suggests a biological motivator can be determined to be at play in the
leaming environment, and that foraging for food and foraging for knowledge
both trigger the brains reward system as payback for motor and cognitive
activity. This is pertinent to the application of motivation to autonomy in
terms of the *forager-centric’ nature of the process, where “teacher or
institution-defined foraging activities may at times be incompatible with
leamer goals and abilities” (p26), and also to the definition of ‘foraging
patches’ (p25) where the ILRC (independent learning resource centre) can be
constructed as, optimally, a forager centric patch creating opportunities for

reward and reinforcement.
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Julkunen’s (In Dornyei and Schmidt, 2001) research around task level
motivation also highlights some issues around motivation and independence,
comparing open and closed tasks, where he identifies closed tasks as high in
risk, requiring a single right answer, while open tasks are lower in risk,
offering several correct responses. While closed tasks offer anxious students
a quick response in terms of accuracy and can be seen as useful ways of
feeding back immediate classroom leaming, open tasks allow students more
latitude in drawing from outside the formal language environment, allowing

for an insight into the student’s “whole competence”

Syed (2002) emphasise the link between motivation and the “individual’s
psychosocial and sociocultural history, development and interaction(s)”
(p131), and in arguing for this contextual base for motivation, encompasses
factors which, overarchingly contain the established paradigms of intrinsic
and extrinsic motivation. The idea that the process of second language
learning can become instrumental in the process of identity formation, within
cultural contexts is significant to this study, as is its implied inverse
corollary: what might happen to motivation and engagement in language
leamning if the process was conceived of as being inimical to the learners

culture based identity formation

Schmidt, Boraie and Kassagby , (1996) present a very useful case study of
motivation in language leamers within a similar milieu to the UAE
(specifically, Egypt), reinforcing the need to maintain a strongly culturally
focussed assessment of student motivation and factors influencing it. They
found that students who were identified as having a more traditional
orientation to leamning “indicated a preference for classes in which the

teacher maintains control and guides leaming (while) students with a less



traditional, more relaxed attitude toward language learning were less
concerned with what teachers do to structure their learning” With this
dichotomy of attitudes a key feature of language students in the region, and
notably in the UAE, this suggests key concems for initiating independent
leamning initiatives. Firstly, there is the need to clarify the role of teacher in
the leaming centre, and secondly there is a further need indicated to establish
a diversity of activities which will engage students at various levels of

comfort around independent learning.

3.5 The interaction between language learning and local culture

The issue of global versus local culture is an important thread in current
research of English language teaching as the construction of English as a
Foreign language gains greater leverage. As with the context in the UAE,
teachers of English are confronted with a range of attitudes towards English
as a target language, issues of culture versus language instruction and
different sources (or indeed absence) of motivation to leamn. In addition to
this, in the absence of a local English language culture, is the question of

what English is to be studied.

Kubota (2002) emphasises the extent to which, in Japan, through the
discourse of kokusaika, ‘foreign language’ is English, North American and
British English are the most desired forms of the language, that learning
English leads to international/intercultural understanding and even that
national identity can be fostered through English. “Although there has been
an increased attention to teaching languages other than English, the emphasis
on teaching English has been intensified. The emphasis on English is
observed in the presentation of foreign languages in high schools, a push

towards English in Elementary schools and in the number Assistant



Language Teachers. This later factor, the rise in the number of non-Japanese
language teachers reflects in Japan the same leaning towards speakers of
“Inner Circle varieties of Anglo-English” particularly British and American
native speakers, as a source of language learning with about 48.8 per cent
coming from the USA, with a further 21.1 per cent from the UK and 16.2
per cent from Canada, making up more than four fifths of the total. This
preferencing lends itself to a degree of focus on language culture of North
America and Britain. The Japanese trend is reflected more widely in the
teaching of English within non English speaking countries including the
Middle East. The authors here express concemn for the extent to which this
preference inhibits an appreciation of the broader more complex tapestry of
global Englishes, undercutting one of the proclaimed values that English
offers, that of promoting greater international/intercultural understanding.
Furthermore, the seeming imposition of North American and British English
and their attendant cultures is also seen as being a process which is not
universally accepted with complacence. Indeed it is seen as something which
seeks to actively under cut Japanese language and cultural identity. This
placement of English as, oppositely, a unifying common language for the
world, or an invasive and destructive threat to local cultural integrity, is one

which faces any project supporting English as a foreign language option.

In considering the role of English, being taught as a foreign language, as a
tool to broaden ideas literacy, Wallace (2002) emphasises a diverse approach
to the definition of language, embracing all of the varieties of English as well
as local language and culture. Wallace also promulgates the importance of
critical literacy and the ability to engender in students a distance from what
they take for granted so that they are able to be more aware of other ways of
viewing this, asking: how could a text have been written differently, and in
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what other ways could it be read? She identifies cultural disjunction in
culturally laden texts within EFL environments where the messages
transmitted by the texts not only have no relation to the lives of the students

using them but “bear little or no relation to the lives of anyone anywhere.”

Gray (2002) confronts the dilemma of the global coursebook in ELT, which
is essentially the struggle to centrally create materials which can be utilised
in any EFL context. The tension between inclusivity and inappropriacy of
material, or the struggle to be inoffensive everywhere, inevitably produces
material which is identified as too bland to engage the interest of students
anywhere while still managing to offend the sensibilities of someone. While
the publisher’s acronym, PARSNIP (politics, alcohol, religion, sex narcotics,
isms and pork) might go a way to insure the absence of offence in many
countries of the Middle East it provides little guide to what might provide
challenging thoughtful dialogue to the material. Similarly, balanced and
inclusive portrayals of women outside approved traditional roles, while
lauded by teachers as providing realism and a direct challenge to stereotyped
ideas, has the ability to produce discomfort among some and often the
reinforcement of a disparaging set of beliefs and attitudes towards western
cultures to the point that the content is bland with a tendency to assert the
value of target culture. In a. “one size fits all” approach which seems to
actively alienate local culture. Gray clearly indicates that with the
production of any material, or indeed the implementation of any initiative in
language learning, the emphasis needs to be on creating a better fit to the
local environment while still providing a connection between the world of
the students with the world of English.

31



Norton (2000) also explores many of these issues in considering the extent
that “relations of power in the social world impact on social interaction
between second language learners and target language speakers.” Her
discussion on the place of motivation within the process again reflects the
importance of this area on any consideration of language acquisition
initiatives and her construction of motivation as ‘investment’ and the
drawing of Bourdieu’s envisionment of ‘cultural capital’ into the process of
language learning raises a range of significant questions around the
construction of independent access for language acquisition. There is a clear
relationship that must be drawn between that which the leamer brings into
the leamer environment and the extent to which the learner is willing to
commit, or invest, to the enterprise — a balance between what is internally
considered possible for the student and the willingness of the student to push
and challenge this, resulting in “organizing and reorganizing a sense of who
they are and how they relate to the social world. Thus an investment in the

target language is also an investment in a learner’s own identity” (p11).

The Language Learning initiatives set up by the government of the UAE for
its people in many ways reflected part of the trend discussed in Pincas
(1995). For the UAE, the development of a young population comfortable in
various foreign languages was seen as a most desirable development goal.
The projects and initiatives discussed in this collection of papers all reflect a
growing development of foreign language leaming as a tool of national
development and the distance inevitable between the perceptions of the host
nations and of the target language providers. In the cases presented here,
there is a greater sense of aid and support, which clearly tempers the
relationship. The clearest difference with the UAE context lies with the
extent to which language leaming in the UAE is fully funded and



commissioned by the UAE govemment and the perceptual distance between
target language providers and host nation is stressed by the demands of a
paying client with a very distinct plan.

My own observations (Hurtubise, 1990) highlighted the issue of conflicting
expectations, from government, teachers, parents and children, of a Bilingual
Education initiative on the Atlantic Coast of Nicaragua. The resultant
programme, shedding the local Creole English for Standard, proved
unsatisfying to all parties. A programme, intended to be an opportunity for
mother-tongue education became an unplanned un-thought out venture in
language learning in a foreign environment, with achievement results which
reflected poorly against the indigenous language programmes being

conducted at the same time in the same region.

Byram and Risager (1999) indicated the interplay between culture and
politics in the European context of bilingual and multilingual education.
From the perspective of the context in the United Arab Emirates this
provides an interesting parallel frame of ideas around the leaming of a
foreign language in your own country and the role that language learning has
in providing an education in appendant culture. Within this context, the use
of authentic matenals, access to first language speakers of the target
language and an active process of critically considering the cultural context
of the target language and how it can be compared to their own are all

highlighted as being significant in the process.

Within the specific location of the Military Language Institute, when efforts
were made to introduce ideas of culture with language, the result was
extremely mixed, commonly hanging on the perception of conflicts between
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Arabic/Islamic culture and American culture. Where it was deemed that there
was a moral or ethical disjunction between the cultural embedment of
language and the host culture material and content was required to be
changed to be less offensive or removed altogether and replaced with
something deemed more suitable. In effect, this left little space for the
inclusion of a cultural content in the language learning which in tumn created
a certain degree of imbalance in the programmes as a whole. So applying the
three perspectives of culture in language leaming that Byram and Risager
espouse:
e culture as contained in the pragmatics and semantics of language
(Ca);
e culture as macro-context for language use (Cb).
e culture as thematic content in the discourse of language teaching
(Cc).” (pl46)

Progressively, within the Military Language Institute culture was limited to

an inclusion of Ca, a restricted content of Cb and virtually nothing of Cc.

The papers in Cotterall and Crabbe (1999), deal with the broad range of
issues and challenges faced in working towards the development of learner
autonomy in language learning. Aoki and Smith, (1990) consider the impact
of introducing a pedagogical approach emphasising autonomy into a
Japanese system not culturally familiar with this. This highlights the
reluctance to accept that this could really be leaming, that the teacher could
be trusted to do what they said they would, and even the degree of
questioning as to whether the teacher even knew what it was that was being

done. Aoki and Smith suggest that this was resolved by a growing trust and
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engagement in the new approaches. As Crabbe(1990) comments on their
paper, the authors “do not disagree with the claim that taking charge of one’s
own learning is peculiarly Western in origin but instead grapple with the
issues head on,” by establishing “. .. that the dynamic nature of culture makes
it open to change and change from the outside is not always bad.” (p7)
Conversely, the opening paper of the collection by Little suggests that
autonomy in the learner is not a Western Cultural artefact but a natural
process in human leaming, and that research in the area could benefit from
conceming “itself with firstly autonomy as a general human behavioural
capacity ... and secondly the relation between social knowledge systems and
the discourse by which learning is mediated. This is certainly a heartening
idea to hold when faced with the daunting task of introducing such systems
to enhance learner autonomy in a structural context which does not seem to
be favourable to its success.

Mark Warschauer, (2003) creates a global sense of the impact of
technological access on the development of learning economies. This is a
divide which the UAE awkwardly straddles, torn between the traditional,
qur’anic literacy, where memorising text is at once the key to and goal of
learning, and the new, electronic literacy, where text is a flow of information
to be interpreted. While the UAE’s wealth pushes itself to provide the tools
seen as required for modern leamning, there is often a cultural reluctance to
make use of them. While it is, in many ways a developing country, the UAE
possesses vast reserves of governmental capital and the will to use this
results in a greater deal of success in engendering electronic literacy than in
the Egyptian context. Schools are outfitted comprehensively with computers
and multi media facilities at a level at least as intensive in developed
countries, but their use varies widely from site to site and many students

coming to tertiary institutes have little or no confidence in using computers,
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despite having had the opportunities to access them in schools. While it is
true that “resources that are spread too thin will have little impact” even
resources spread liberally can not ensure success if, as Warschauer points
out, there is “ too much emphasis on the physical resources without attention
to the digital, human, or social resources that make effective use of
technology possible” It is through creative and expansive approaches to
applications of available technology, rather than the sheer volume of
technological resources, that effective programmes can be built, and
Warschauer identifies such private Egyptian initiatives as the 21 Century
Computer Clubs, providing access to computers and the acquisition of
computer skills to thousands of children who would not otherwise have such
an opportunity; and the ThinkQuest competition for children’s development

of academic websites.

Hall and Kelly (1995), highlight the difficulty of establishing a language
leaming centre and the degree of close co-operation and consistency in the
development of underlying policy essential for success. The stage at which
our own centre, the MLI (Military Language Institute), was at during the
operation was clearly very early, and the ILRC (independent learning
resource centre) initiative was a part of the involvement of all staff in “the
policy making process from the beginning through to the final decision™
(p28). The success of any initiative clearly hangs on maintaining this
engagement of staff in policy formation, in order to secure the “sense of
communal ownership or team responsibility”. The absence of this
engagement or its effective bypassing by administrative decisions has a
potential to undermine the effectiveness of any initiative. Hall and Kelly
further highlight the danger “that leamers may reject the autonomous

classroom before they have a chance to experience its effects, making use of
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the autonomy which the methodology allows them.” (p 40) So that even in
successfully creating the structure for an autonomous option for language

learning, we cannot enforce the students’ participation in it.

3.6 Technology as a learning tool and other practical considerations

When developing systems for independent learning in the contemporary
world, the role of multimedia and computer technology is an essential factor
to be dealt with. Much of traditional independent learning was centred
around library access with the addition of focus activities and access to multi
media through the means of tape, video or film and television/radio
broadcast. With the explosion of computer technology and the intemet as
tools for leaming, how independent learning can be delivered has changed
dramatically. Therefore a close consideration of the issues and applications
of technology in the learning process is necessary to provide substance to

decisions affecting the provision of independent learning opportunities.

Leask (2001), gathers together some very pertinent thought around the
applications of technology building up a picture of developments in the use
of technology in schools. Michelle Selinger (2001a, 2001b) explores here
the issue of to what extent the growth of in-classroom technology has
affected the role of teacher and the nature of interactions between Teacher,
student and learning environment. For Selinger, the teacher remains a central
construct in the formal learning process, never redundant, always responding
to shifis in the educative environment. First, she offers insights on the extent
to which ILRCs (independent learning resource centres)can be used to draw
the students towards an increasingly independent pattern of action,

constructing technology as an enabler of increased independent action in
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leaming. Selinger posits the availability of computer technology as Tutor,
offering guidance through new leaming, as Pupil, affording the learner with
the opportunity to instruct and assess the effectiveness of that instruction
through interactions with leaming software, and as Resource, providing
access to vast stores of information and the use of tools to shape this
information into a variety of relevant presentations. Selinger builds on this
last construction further by suggesting approaches towards implementing
technology based leaming activities which strive to create a degree of
authenticity and validity to students. It is the expanded dimensions of the
learning environment, potentially created by the use of technology which
enables the classroom to move towards a greater degree of authenticity and
validity in its activities, by the simple expedient of opening the door and
inviting what lies on the other side, in. Darren Leafe, (2001) sets out key
ideals to be aimed at around which an institutes should move towards, not
just in terms of the implementation of the ILRCs but also any institutes
existing Classroom/ CALL/ LAN systems and the overall integrative
effectiveness they can afford. For Leafe, the introduction of these
technologies goes beyond expanding the available learning resources, they
concretely impact on the achievable standards of a learning institute, through

the creation of a sharing culture reflected in the wired learning community.

Johansen(2000) creates a focus of attention around considering technology,
less as a tool for language acquisition and more as a means for creating new
paradigms of working and thinking. By creating access to and encouraging
engagement with technological media, there is an opportunity to build new
ways of approaching not just a task of learning, but information and the
world. This is a very important aspect of any ILRC (independent learning

resource centre) project in as much as in establishing ILRCs we seek to
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encourage some significant changes in student attitudes and behaviour

through access to and use of technology.

Warschauer and Kem (eds, 2000), present research and theory which
highlights the difference between CALL and NBLT (Network Based
Language Teaching): “Whereas CALL has traditionally been associated with
self contained, programmed applications such as tutorials, drills simulations
instructional games, tests and so on, NBLT represents a new and different
side of CALL where human to human communication is the focus.” In the
context of initiating a new independent language learning initiative in an
institute locally known for it’s extensive use of multimedia classrooms and
CALL lab facilities carrying out the function of traditional CALL systems,
this becomes an important way of clarifying how what we seek to do within
an ILRC is distinct from what is already being done in CALL and within the
classroom. The expansion of the CALL concept to NBLT, allows for
increased degrees of communicative practice, and increasing the level of
authentic or near authentic language use, through the use of networked
applications, creating a valid basis for an ILRC project use of computers and

networks not being explored within an existing programme.

Davis and Thiede (2000), Schultz(2000) and Chun and Plass (2000) all
discuss asynchronous electronic discourse, collaborative writing and
networked multimedia environments. Davis and Thiede (2000) note the
degree to which electronic conferences drew syntactic complexity, in direct
response 1o the demands of the medium. Schultz (2000) observed that
collaborative writing with computers amongst French 3 students produced a
high degree of content modification, which had “a reverberative effect on

organization and style” while the impact of computers on more advanced
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students showed little differences between face to face or computer based
collaborations, but displayed “dramatically more interpretative-level content
changes” when altemating between the two. Chun and Plass’s (2000)
consideration of multimedia environments based in networks and the Web
focuses on these resources as sources of authentic material and the extent to
which there is a need to consider cognitive boundaries around the students’
uptake of these materials. In the first instance there is the need to allow for
differences between spoken and online exchanges of/access to information in
order to better understand what is potentially a distinct communicative
process. Secondly, with these considerations in mind, there is the issue of
designing environments on line where this process can take place with best

efficiency.

Similarly, Warschauer and Shetzer’s (2000) discussion around electronic
literacy draws attention to the need to expand student skills in language use
in the area of computer and internet applications as an aspect of enhancing
skills in independent access: in the same way that traditional literacy skills
enable a student to pursue ideas and develop proficiencies with increasing
independence, the skills of electronic literacy are equally important in the

contemporary context for independent student learning.

Gardner and Miller (1999) draw together some interesting theoretical
positions on self access and practical considerations of setting up self access
centres. Their consideration of the importance of learner teacher beliefs raise
some useful issues in respect to how to approach the idea of assessing how
students (and indeed teachers) feel about moving towards learner
independence. In very practical terms they offer a strong platform of

recommendations and guidelines for the actual set up and administration of
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independent learning environments highlighting the processes of negotiation

and accommodation which are pivotal to any such enterprise.

The establishment of learner profiles, which allow the student to track their
use of independent activities, is an integral aspect of encouraging ownership
of the process, providing students with a tool which can be used to plot their
progress and make decisions about what goals they wish to move on
towards, Profiles also enable the teachers to gain an overview of students’
needs wants and learning objectives as well as gaining a better degree of
insight into how facilities are being used. Gardner and Miller also stress the
need to draw widely in choosing materials, to create a variety which can
appeal to different student needs and interests, advocating an “eclectic
approach to collecting anything available which may be of use to self-access
learners™ , with a balance of in-house produced materials, student generated
material, authentic materials and selected commercial materials: “Materials
from each of these sources have advantages and disadvantages in terms of

time, money, availability and suitability (cultural and pedagogical)” (121)

In terms of activities within the self access centre, they indicate the need for
a diverse range of these: general and specifically focussed activities;
individual work, pairs, and groups of varying sizes; informal as well as
formal approaches. So that task based individual, pair or group work might
just as well be conducted as informal discussions within an English Club
type format. Above all, there needs to be the ability to generate language
products which have real value to the students.

Gardner and Miller also emphasise how the physical layout and plant of a

centre defines many of the activities which the centre will be used for, and
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needs to be considered in terms of the Institute’s intentions for self access.
While self access leamning can take place in any number of environments,
including classrooms and libraries, they point out that centres dedicated to
the task of self access are the most difficult to plan and equip requiring the
time and effort of a large number of people for the successful development of

the centre.

Further to this, Gardner and Miller offer that there needs to be a significant
shift in teacher attitudes around such centres, a relinquishment of control of
the process of learning, moving the main focus from themselves to the
students, by allowing students to discover what it is like to become

responsible for their own leaming.

The themes and concepts outlined in this chapter emphasise many of the key
aspects of this study, the precarious balancing of cultural perspectives and
pedagogical concemns. These are explored in greater depth in the following
chapter, which shall examine the complex cultural context of the Military

Language Institute (MLI) in the UAE and the issues arising from this.



Chapter 4 The issues and contexts for independent learning

This chapter is concerned with the contexts which encompassed the
projected Independent Learning Resource Centre at the MLI (Military
Language Institute) and the issues which these contexts raised. The issues in
context which need to be dealt with are determined by two needs — the first is
to show respect for the contexts within which the centre is to operate. The
second is to recognise the specific features and issues which construct the
critical factors within the socio-cultural settings. As Holliday notes, the first
objective in establishing the introduction of a new project is “to learn and
appreciate the real world of relevant parties within the host educational

environment” (1994, p113).

4.1 Context Overview

The MLI is a military institute, located in the United Arab Emirates, a
relatively recently (1971) independent federation of small states in the
Arabian Gulf Region, “states ... governed by local tribal chiefs who ruled a
population divided between seafaring coastal residents and inland nomadic
peoples” (Lapidus, 2002, p580). The government is now headed by a
President, selected from amongst the hereditary rulers of the seven emirates.
The incumbent at the time of this study was Sheik Zayed, hereditary ruler of
Abu Dhabi, and the President since independence. The UAE is an Islamic
state, though not overly restrictive. The citizens of the UAE are Gulf Arabs,
and make up a minority of the resident population which in the majority is
composed of expatriate workers and their families making up eighty percent
of the total population (Lapidus, 2002, p583). The origins of these expatriate,
or guest, workers varies from surrounding Arabic countries, such as Egypt,

Syria and Jordan, to other Islamic countries, such as Pakistan, Afghanistan,
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to other countries around the world, such as India, Sri Lanka, the Philippines,
the US, the UK, and France.

4.2 Macro-context

The cultural and social context of the UAE national is defined by the cultural
background of the Bedouin and Sea Peoples of the Arabian Gulf, by the
pervasive influence of Islam and the great affluence brought about by the
discovery of oil. It is upon these foundation that the Social and State
structures of the modern nation of the UAE are built.

4.2.1 Traditional Culture

Prior to the discovery of oil, the people of the emirates lived by fishing, pearl
diving and trade. The Bedouin raised camels and crisscrossed the Arabian
Desert. The traditional cultures of the Arabian Gulf reflect the harshness of
the physical environment producing a dual emphasis on guest hospitality and
family loyalty. Within the traditional society, authority and precedence is
derived from a combination family and lineage or nasab, and
“hasab...esteem a person acquires through individual merit and deeds”
(Eickelman in Adams, 1988, p78)’. In the UAE this authority is referred to as

wasta.

In terms of teaching, the whole issue of wasta played an important role in
defining relationships between teachers and students, students and the
administration and teachers and administration. Clearly, as guest workers,
the teaching staff held no wasta, and thus lacked the ability to project a sense
of authority or control in the teaching environment. While not a topic that
might be raised within class, teachers and students knew that the teachers had

little control over the process. Conversely, many of the students held




significant wasta and were able to influence aspects ranging from gaining
privileges for the class (early departures, favourable changes of rooms) to
avoiding disciplinary action. Given the balance of perceived power in the
teacher student relationship it was more likely that students would be able to
have a teacher they disapproved of removed from the class than a teacher
would be able to have the administration deal with difficult students. The key
to successful teaching here was to establish comfortable relationships with
the students. While this may seem an obvious sort of observation for any
teaching, in this context it is of overarching importance. Lacking a situation
in which the teacher is granted a degree of respect through their role, or
where the importance of the process of learning might be seen to override
personal concerns the only effective way to achieve any educational goals is
to make sure that your students like you. It is essential that they actively
enjoy what you present in class, find you personable, approachable and
respectful and aware of their culture and religion. But above all, they must

like you and know that you like them.

4.2.2 The influence of Islam

The social-cultural influence of Islam in the countries of the Arabian Gulf'is
perhaps the singularly most binding factor in the formation of context. State
structures and the education and legal systems in the region are built upon
the religious laws of Islam. Customs, mores and social behaviour are defined
by right behaviour as prescribed by Islam. The specific rituals of the religion,
for example, the five calls to prayer during the day and the religious
observance of Ramadan (the holy month of fasting), the Eids (feast days) and
Islamic holidays through the year, provide the rhythm and structure of life in
the Gulf States.
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This influence reaches directly into the teaching environment in a host of
ways. Just as you are likely to have at least one or two students with a very
high degree of wasta, each class is likely to have a student who carries
religious authority. These individuals, mutawa, are perceived as being both
spiritually elevated as well as highly knowledgeable of the Quran and other
religious writings of Islam, through a personal path of study and devotion.
The presence of a mutawa in the classroom creates at all times for the
teachers and students alike the awareness of materials, or content or
discussions which could be perceived as contrary to Islam. Though in many
cases, mutawa in classes take a relaxed and indulgent attitude towards the
realities of young men in the wide world, others can be very demanding in
their expectations of rectitude and even the most lenient and kindly of
mutawas can express opposition to something which they feel oversteps
[slamic propriety. Another significant impact of the religious culture on
teaching and one of the most challenging times for a non Muslim teacher
within the religious context here is the period of Ramadan. This is the holy
month of fasting and requires that all Muslims refrain from eating or
drinking between sunrise and sunset. While there is some stress from not
being able to eat during the day, the biggest impact on students is sheer
tiredness. During Ramadan, most people fasting stay up very late during
those hours when they can eat, sleep for a few hours, then wake before
sunrise to eat a breakfast. During this month, night time sleep probably
averages two or three hours resulting in very unresponsive students.

4.2.3 Linguistic Factors

Linguistically, the official language of the UAE is Arabic. Arabic is not only
the national language of the various Arab Countries, ranging from North
Africa to West Asia, it is the sacred language of Islam, used as globally as



Latin within the Roman Catholic church till the latter half of the twentieth
Century. It is the language of the Quran, the language of the prophets and
indeed the language of the first prophet, “Even if the majority of present-day
Muslims cannot speak Arabic ... it remains today the major religious
language for the world’s 800 million Muslims” (Eikelman cited in Adams
1988, p768). While it may be observed that there are regional variations in
Arabic language, the held belief is that the language is immutable and
original. It is advisable to never forget the religious importance of the Arabic
language when approaching the job of teaching another language within this
context or to challenge too rigorously the deeply held beliefs about the nature
of the language. While there may be an acceptance or acknowledgement of
the growing importance of English or indeed any other language in the
world, this can never overshadow the absolute supremacy of Arabic as the

first and most sacred language.

Other significant linguistic influences are Urdu, Farsi, Hindi and of course
English. The role of English has become increasingly as a lingua franca for
use between the speakers of other languages and Arabic Speakers, and
amongst speakers of other languages. The variety of English found in the
street is most heavily derived from forms of English used widely in Pakistan
and India. As a result of this, much of the work of the English teacher
involves a debate around the sense of what language the students need to
know and what value there is in the standard varieties of English which they
are teaching. Convincing students of the need to leam accurate production of
standard forms, when these forms are not the best way to be understood in
the English speaking context that is most real to them, is a difficult process.
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4.2 4 Tssues raised by religious and ethnic contexts

In terms of the ethnic and religious context of the region, there are some
clearly delineated impacts upon the execution of an ILRC project. In the first
instance, the reality of operating with a linguistically and culturally unified
population, introduces the issues of language use outside the Institutes’
program. This raises a first suggestion of where the value of an ILRC
(independent learning resource centre) might lie. Whereas in an institution
lodged in an English Language dominant context there might be many
opportunities for language exposure and practice, in the UAE the limited
availability of these opportunities provides a rational for accessing language
experiences within a provided facility. The language issue also raises a less
salutary point. There can be a greater degree of resistance evident in students
within this context with respect to the motivation to acquire and practise
English language skills. As I noted above, when the English (if any) that you
are most likely to require in your daily life is so markedly different from that
which 1s being presented within the language program it is difficult enough
to convince the student of the value of the program itself let alone the value

of pursuing study of the language independently.

The issue of religious sensibility has a very significant impact on how you go
about the task of developing any aspect of a language learing operation.
Most significantly are the constraints that can be placed on the selection of
materials for use with students or which students might be encouraged or
expected to access independently. Materials considered profane or contrary
to the principles of Islam can be rejected for use, or required to be heavily
modified in order to come into line with acceptable standards. Complaints
about materials previously approved, even from a single student, might

easily result in the immediate withdrawal from use of the offending item.



Consequently stocking an ILRC with material that is age appropriate can be
an extremely trying task for an institute serving adult students and can result

in difficulties even for institutions serving the needs of younger learners.

4.2.5 The Military

With regard to all of this, it should be noted that the Military is the primary
employer of Emiratis. Like Militaries all over the world, the UAE’s is
administered through a strict rank structure. This international military
culture, however, is modified by the application of the traditional Arabic
principals of power and authority, drawn from the hierarchy of families and
lineage. This application of Wasta, can cause perturbations in the usual
understanding of the military chain of command. Similarly the significance
of Islam is felt in all aspects of the military. The day remains punctuated by
the religious demands of prayer, the same standards and mores of Islam are

expected to be adhered to.

However overall, decisions made within the military must proceed through
the chain of command and any decisions made at the institutional or unit
level can easily be modified or overturned by decisions outside of the unit
and further up the chain of command. This in effect means that while the
appointed commander of the MLI (Military Language Institute) may approve
or even initiate an innovation, new program or the acquisition of materials,
final approval for any decision in the MLI rests with the appropriate officers
in GHQ. Clearly this has implications for anyone seeking to develop an
[LRC within this context. Not only must the program meet the approval of
the immediate command structure but also be able to secure the approval of
decision makers more distant from the process and with whom you have no

direct access.
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4.3 Exo-context

Here, | want to consider the exo-context, or in this case the institutional layer
of the social structure. At the level above, the structure of society is defined
in terms of ideology, custom and belief. This feeds down to the institutional
layer by imposing key boundary elements on how any institution can
function. The description below of the MLI reflects the extent in which it has
been shaped by the broader aspects of its embedding society.

4.3.1 Administrative structure

The MLI was initially set up to showcase the integration of computer
technology in language learming: the Institute is comprehensively provided
with Computer Assisted Language Learning labs; all teachers have
individual computers which are used to develop class materials; the Institute
operates a Local Area Network, where the students save language projects,
worked on in CALL sessions; all classrooms are equipped with a computer
with multimedia projection facilities and teachers are able to access course
materials and teacher developed materials from the LAN. Because of its
high profile character, the MLI is subject to regular high level visits, from
embassies and from within the UAE military and other government agencies

which can cause some disruption to the programme.

The administrative staff at MLI is divided into two main groups. The first is
the Officer Cadre of the military unit which comprises the MLI These are
Emirati military personnel. Other than the commander and a few of the
senior officers, the other officers do not have a background in education. At

the beginning of the process, the second group consisted of the academic
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consultants, who were employees of a US based company contracted to

oversee the MLI programme. Later, this group was added to by teaching staff
employed by MLI being promoted to administrative roles with more teachers
progressively selected to make up the administrative complement, shadowing

the consultants, in co-ordinator roles.

As can be seen in figure 1, above, the resulting administrative structure can
offer a labyrinthine structure, difficult to negotiate, and potentially working
at cross purposes. It 1s through this structure that all matters of the Institute,

minor or major, were required to be worked.
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4.3.2 The Program

Pedagogically, the MLI was based on a communicative approach, with
emphasis on as much ‘real’ activity in language as possible. The intention
was for students to become confident and proficient in their language use.
Initially, the Spectrum series of ESL texts was utilised for the main
programme but this was subsequently replaced by an in house produced set

of modular units.

The MLI originally offered three programmes of English acquisition,
targeted at specific needs as requested by the UAE Military. There are two
intermediate level courses and one beginning level course. Students are
initially placed into courses through a combination of their destinations on
completion of the MLI programme and their results on an entrance test, the

SLEP test.( Second Language English Proficiency)

The Core course is a project assessed,

CORE COURSE
modular course targeted at students with

Students Return to Their Units After

low beginner to low intermediate English Graduating from MLI

language proficiency. Students enrolled in
. i Students Learn At a Level Appropriate
the Core Course are learning English for use to Their Previous Experience and

ithi i irmili P E to English
within the operation of their military units in PRt

the UAE or who will study in non-English- | The SLEP testis periodically
) ) administered to Students during the
speaking countries. Students who are Core course and students initially

e . . designated for another course who
initially designated for study in MLI's other | gain a SLEP score of 37 or higher are
moved on to the next course. Core
course students proper who score
higher than 37 on a SLEP test are
moved into either ELC or a Core
extension programme.

two courses may be enrolled in Core in

order to gain further practice in English.
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The SLEP test is periodically administered to Students during the Core
course and students fmnally designated for another course who gain a SLEP
score of 37 of higher are nioved on to the next course. Core course students
proper who score Ingher than 37 on a SLEP fest are moved wto etther 1LC

or a Core exiension programme.

Those students who are expected to travel overseas to study at English
speakng universities, and score higher than 37 on the mutial SLEP test. are

enrolled m the Academie Preparation

Course, a collcge preparatory course in ACADEMIC COURSE

acadermic English, for wntermediate level After Graduating From ML, Students Go
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This course has two primary objectives, firstly 1o develop speaking and
itstening skills that students will need in mteractions with English speakers,
and to provide students with the hgher level listening, vocabulary, and
grammar needed 10 be successtul on the ALCPT {American Language

Course Placement Test) and the ECL (English Comprehenston Level) exams

or the OP1 (Oral Proficiency Interview) exams.  Like the Academic course,

the ELC course 1s skills-based with class penods devoted to fanguage skills
development (Listening. Speaking. Vocabulary, Grammar, and CALL) with

Reading and Writing integrated into the practice of these.

The Academic and ELC course students are also periodically tested usmg
SLEP through the yvear as an external assessment of progress. At the end of
the course the SLEP test is taken by all students to determine the degree of

their coutse completion.

Students attend the MLI for periods of between six o ten months, five days a
week for six hours a day. All of these hours are scheduled for class
attendance. Teachers are organised into teaching teams of three members
with each team responsible for delivering course content 10 two classes of
twelve students. Most classes are held during the day but some classes arc
held during the evenings. The teaching day 15 punctuated by a short break fast
break and a break for midday prayers. As a military institute, personnel, both
staff and students were not encouraged to stay bevond the close of classes.
This created a sense that the MLI programme was a routine military duty
{which for the students 1t was} and i many cases made it difficult o
encourage students to do work bevond their *on duty’ period. Though
homework was encouraged by the administration as they perceived this as
betng appropriate for an educational institution, students were reluctant o do

this. Towards the end of my tenure at the Institute, an English club was



_ Structured Class Time (incl CALL)

= Meal and Prayer Breaks

DAY SESSION

Immmm  Before/After Class time ( T Staff on duty)

Break between sessions ( T Staff on Duty)

EVENING SESSION

Fig it Daily Schedule

established outside of regular hours, but again this was not widely attended,

by either students, or staff, beyond those organising the events.

The intensive, long term nature of the programme left many students
experiencing an increasing degree of fatigue and a decline in engagement in
the language learning process. So, with the diversity of courses offered
within the MLI, the demanding nature of the programme in terms of student
engagement and a reinforced sense that the language learning process occurs
within the context of teacher student interactions during the prescribed
course of the teaching day, an effective ILRC (independent learning resource
centre) developed within this context would clearly need to be flexible in its
application to course demands, while providing an environment that can

encourage, challenge and indeed energise students in their learning.



As a military unit there was a great deal of emphasis placed on measurables
which could be reviewed by GHQ officers, outside of the Institute, up the
chain of command. As these were generally people unfamiliar with academic
schooling environment the most favoured measurable were examination
results. One of effects of this was student initiated pressure on teachers to

structure class work towards the exam.

4.4 Meso/Micro-context

The Meso and Micro contexts are the sites of interaction at a more personal
level. Specifically the description of teachers and students and the factors
which affect the way in which they relate to those around them and the

interactions amongst these individuals.

4.4 1The Students

The Students at MLI are aged from late teens to early forties. They are
divided into two groups, officers and enlisted men. These two bodies of
students are not able to mix within the school programme. The officer classes
may contain officer cadets through to majors. Civilian students without rank,
sent by Ministries, are included in officer classes. Enlisted classes are made
up of students ranged in rank from privates to warrant officers. The
educational backgrounds of both groups also have a wide range — from
students with an incomplete primary schooling to students with
undergraduate degrees. There are only a small number of women students at
MLI, and these women attend the night programme only. All of the students
attending MLI are Emirati Nationals.

4.4.2 The Teachers

The Teaching staff of the MLI are all (at a minimum) Master’s degree holders,
either in Second Language Teaching, Linguistics or English. Teaching stafl




must have had a minimum of three years teaching experience before beginning
at the MLI. The teachers all considered themselves professionals and take
pride in this. Most have previously worked in private language institutes, or
universities, in Asia and the Middle East. Others had experience as teachers
within state school systems in their home countries or abroad. Their status
within the military is that of civilian employee without rank. Initially, the
majority of the teachers were North American with a very small number of
teachers with British, Australian and New Zealand backgrounds. The initial
reason for the selection of North American teachers was based on two factors.
In the first instance, it was perceived at the time the MLI was established
(1997) that the USA would be the primary destination of students tagged for
overseas study. Therefore, American English was selected as the standard
form that would be taught at the Institute, and further that teachers with North
American accents would provide students with invaluable exposure before
travel. Also, an earlier iteration of the Institute, staffed with British teachers,
found itself dismissing its entire stafl and closing down apparently due to
improper use of the intemet. This latter factor highlights the extent to which
the tenure of teachers in this context is dependent on the good will of

administration.

The number of non-North American teachers has increased in recent years,
particularly since the events following September the 11, 2001. The most
significant impact of the development of US policy during recent years has
been the difficulty of getting foreign students into the USA. This meant that,
increasingly, students found themselves being sent to courses and universities

in the UK, Australia and Europe.
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4.4 3 Teacher-Student

Interactions between the teachers and students in this context are quite

singular. The teachers’ status as guest workers place them n a situation of

being ‘paid servants’, their status as civilian employees of the military give

them little authonty when dealing with students (or indeed when dealing with

the military administration). As a result of this, relations between students and

teachers can often be heavily skewed. Teacher survival within the Institute is

determined by the ability of teachers to establish a personal method of dealing

@00 el

Consultant/
Teacher
Culture
Nests

Institute

R National/Arabic Culture
Teachers
Arabic Speaking Advisors
Coordinators/Consultants

Military Command

Fig i1i Nested Culture levels




with this relationship. I was interested to note that teachers whose experience
was based in working in state secondary schools were more readily adaptable
to this context. Many of those whose previous experience was within private
institutions, with direct fee paying students, had considerable difficulty
reco