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ABSTRACT 

As a result of increasing emphasis in global development agendas on the provision of 

education to create positive and sustainable change in developing countries, the number of 

youth education development projects in some of the world‘s poorest and remote regions has 

burgeoned. While the benefits these projects can bestow and the success factors behind them 

have been studied by many past researchers, knowledge of the everyday challenges faced in 

their management is surprisingly limited, and is mainly only reflective of those projects run 

by international non-governmental organisations (INGOs), inter-governmental organisations 

(IGOs) and national governments in developing countries. The intention of this study is to 

develop an understanding of the challenges faced by community-based non-formal youth 

education development project managers in developing countries. It questions the richness of 

existing knowledge in the field of education development project management, showing that 

more research is needed into smaller project types due to contextual factors that make them 

dissimilar to the internationally- and governmentally-affiliated projects that are the focus of 

past research.  

The theoretical methodology of the study is guided by a constructivist research paradigm and 

phenomenological research philosophy. It uses a mixed method research approach to 

deductively extract the challenges already reported in the literature as being the most 

important in the management of mostly international and governmental youth education 

development projects in developing countries, and uses this as a point of reference when 

inductively seeking to understand what community-based non-formal youth education 

development (henceforth CBNFYED) project managers perceive are the real challenges faced 

in their everyday work lives. It is thus a qualitative study whereby the theoretical frame of 

reference is based on findings from both education development and project management 

fields of literature, and the empirical data is collected through a preliminary questionnaire and 

semi-structured interviews with four CBNFYED project managers in the field today.  

The results of the study indicate that what the literature proposes to be the most important 

challenges of managing mainly internationally- and governmentally-affiliated youth 

education development projects in developing countries are not in fact the most important – 

or even relevant – challenges faced by CBNFYED project managers in the field today. This is 

evidenced by four key research outcomes: the initial reaction of one respondent to the 

wording of the questionnaire, four new challenges cited by the CBNFYED project managers, 

three fundamental areas of disagreement between the theoretical frame of reference and the 

empirical data and two further areas of disparity. The experience of project managers 

working for INGOs, IGOs and national governments in education development projects in 

developing countries is shown to be considerably different to project managers of the smaller, 

grassroots CBNFYED projects. This is especially in terms of how challenging ‗managing 

project team members‘ is perceived to be (high for the former, low for the latter) and 

‗managing project financing‘ (low for the former, high for the latter). Furthermore, the 

uncovering of four entirely new challenges faced by CBNFYED project managers in their 

everyday work lives points to the need for more research into these previously under-studied 

project types, especially from the perspective of the people closest to the project‘s problems. 

 

Keywords: Education development projects, Project manager, Project management, 

Developing countries, Community-based, Non-formal, Youth, Perceptions.  
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1 Introduction 

1. INTRODUCTION 

 

1.1 Problem background 

As a result of increasing emphasis in global development agendas on youth education 

provision in developing countries, the number of youth education development projects in 

some of the world‘s poorest and remote regions has burgeoned. Whether internationally-

affiliated or at the grassroots level, and governmental or non-governmental in nature, it is 

argued that such projects provide the best means of self-help and sustainable development for 

millions of people worldwide. Not only can they facilitate the development of cognitive, 

social and emotional skills in children, but improve physical health and the overall wellbeing 

of families and communities due to the better lifelong income educated children typically 

receive. For policy makers, aide agencies and individual project managers in both national 

and international realms, a thorough understanding of all types of youth education 

development projects is thus a necessity if relevant and holistic educational agendas are to be 

created and pursued to better serve some of the world‘s most marginalised beneficiaries. 

Many past studies have thus attempted to evaluate whether global educational development 

agendas are achieving their goals in developing countries, using the success or failure of 

education projects to illustrate the argument. These projects – such as the One Laptop per 

Child mission – proliferated after the World Conference on Education for All (EFA) in 1990, 

which launched a movement to provide Universal Primary Education (UPE) to all children. It 

is thus quite common to read about the importance of and success factors behind various 

types of youth education development projects in developing countries, as well as the 

contributions they ultimately make to EFA goals. Yet the challenges they typically face 

during execution are noticeably less studied and mostly include only those projects within 

international non-governmental organisations (or INGOs, such as Oxfam or CARE 

International), inter-governmental organisations (or IGOs, such as the United Nations) or 

national governments in developing countries. This leaves the challenges of managing many 

other types of youth education development projects without theoretical consideration. One 

of these is the community-based (i.e. not internationally-affiliated) non-formal (i.e. non-

governmental) youth education development project, which is consequently the focus of this 

study.  

The almost total ignorance of the challenges facing community-based non-formal youth 

education development projects (henceforth CBNFYED projects) stands in stark contrast 

with their proportion and favour in the developing world. This is evidenced in the literature 

by the importance and favour of non-formal youth education development projects and 

community-based youth education development projects separately, as indeed very few 

studies address both elements of the CBNFYED project together. Taken separately, then, it 

can be seen how firstly non-formal youth education development projects are increasingly 

preferred due to a growing worldwide opinion that formal education in many developing 

countries is grossly inadequate in terms of its responsiveness and sensitivity to the different 

needs, circumstances and social, cultural and economic contexts of its beneficiaries (Mfum-

Mensah 2003: 661). Despite the encouragement of UNESCO in its EFA agenda for radically 

improved formal education provision in developing countries, many authors and policy 

makers recognise that UPE in these circumstances is simply unfeasible and that non-formal 

projects are not only essential but cheaper and more relevant (Carron & Carr-Hill 1991: 58). 



 
2 Introduction 

In Pakistan, for example, the number of non-formal primary schools surged from 7177 in 

1996 to almost 250,000 this year (Barrs 2005: 334).  

Secondly, there is evidence of a move towards community-based youth education 

development projects rather than internationally-affiliated ones. These more grassroots-level 

projects – typically small in nature, uncoordinated and privately funded – initially grew in the 

1980s to provide children in rural developing country areas with increased educational 

opportunities: either for those who had dropped out of the formal system or who never had 

access to it (Harvey 2004: 242). Indeed, at least 72 million children worldwide are still 

precluded from educational access due to their geographical location (UNESCO 2010). The 

spontaneous proliferation of community-based youth education development projects in 

recent years is thought to be a response to contemporary buzz-words such as sustainability, 

self-help and the concept of ―giving a hand up instead of a hand out‖: through local 

governance and funding such projects are not only more responsive to community needs than 

many INGO and IGO projects, they also provide opportunities for all members of a 

community to participate in securing themselves a better future.  

When put together, then, these elements combine to create a youth education development 

project that is responsive, fluid and independent, serving to ―patch up‖ the many holes in 

youth education provision left behind by national governments in the formal schooling sector 

and international aid agencies in more accessible developing country regions. The very 

localised nature of such CBNFYED projects may explain its previous marginalisation in the 

literature: it is difficult to measure the popularity of CBNFYED projects given its participants 

are almost never registered with formal authorities, and even if it was deemed pertinent to 

study such organic, grassroots projects, researchers would have a hard time locating them 

(Caron & Carr-Hill 1991: 23). The result is that despite rapid escalation of social demand for 

community-based non-formal youth education in some of the world‘s most populous yet 

impoverished regions, and the proliferation of CBNFYED projects attempting to fulfil this 

demand, a full understanding of the potential hurdles its proponents face is severely lacking. 

It is not a stretch to claim that this naivety could spell disaster for the project, the backing 

organisation and more importantly, the children and welfare of the region as a whole. Hence 

while the challenges of managing internationally and governmentally-affiliated youth 

education development projects have received some attention in the literature, it must be 

ascertained whether these challenges are at all similar to the challenged faced in CBNFYED 

projects in developing countries today, and if not, new-found attention must be paid to the 

unique challenges faced by CBNFYED projects in developing countries that derive from its 

exclusion from both international and governmental assistance. 

Not only does most of the literature sacrifice an analysis of CBNFYED projects in favour of 

internationally or governmentally-led projects, but even fewer studies have sought a practical 

rather than theoretical perspective of the problem. Again the only studies that have taken the 

actual project manager‘s perspective are those examining general international development 

projects – most notably Diallo & Thuillier (2004; 2005) – while to the best of this author‘s 

knowledge not a single study investigates which challenges project managers themselves 

perceive to be important in the everyday management of CBNFYED projects in developing 

countries. This is another deplorable situation given the proximity of project managers to the 

challenges under study: as those who are closest to the projects, they are also closest to its 

problems. Hence there is a need to move beyond theoretical consideration – which is lacking 

for this type of project regardless – and assess the perceptions of those people closest to the 

problems to better understand the challenging practical realities facing project managers of 

CBNFYED projects in developing countries today. 
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1.2 Research questions 

Based on the above background, my research question has been defined as follows: 

What are the potential challenges of managing community-based non-formal 

youth education development projects in developing countries according to the 

literature, and how relevant are these to project managers of CBNFYED 

projects in the field today? 

This overarching research question can be broken down into seven sub-research questions, 

which will be addressed consecutively: 

1. What are the challenges identified in the literature that are potentially relevant to 

CBNFYED projects? 

2. How can these challenges be grouped into more manageable „challenge areas‟ for the 

empirical research? 

3. What order of importance does the literature give to these challenge areas? 

4. What order of importance do four project managers with different personal attributes 

(i.e. gender and nationality) and geographical locations (i.e. Africa and the Sub-

continent) give to the same challenges areas cited in the literature? 

5. Do the project managers cite any new challenges not previously considered by the 

literature? 

6. What, if any, are the main areas of difference and similarity between responses from the 

four project managers? 

7. Do the orders of importance given to the challenge areas by the respondents match the 

literature‟s perceived order of importance? If not, what are the main areas of difference? 

 

 

1.3 Definition of main concepts 

 
1.3.1 Youth education development projects 

Using Turner‘s (2006: 2) original definition of a project in the educational development sense 

would conceptualise youth education development projects as: those temporary organisations 

with dedicated resources that aim to provide early childhood education (ECE) to infants 

(such as kindergartens and nursery schools) and primary education aimed to children 

leaving ECE in developing countries.  

The EFA branch of UNESCO argues that these projects not only teach literacy and put 

children on track for more productive lives; they also instil feelings of tolerance and 

understanding towards other people, regardless of race, gender and political and religious 

disposition. They provide a place for children to not only escape the conflict and 

displacement that characterises much of their lives, but to learn how to minimise its 

occurrence in the future (UNESCO 2010). While their importance has not always been 

historically-valued in developing countries, their proliferation in recent years has been 

remarkable: since the EFA summit in 1999 the number of children outside youth education 

development projects has dropped by 33 million and the proportion of girls attending school 

has increased by 4% worldwide (UNESCO 2010).  
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1.3.2 Non-formal youth education development projects 

The concept of non-formal education (NFE) rose in prominence in the 1960‘s in response to 

rapidly diverging educational needs in developing countries. It was defined as: “any 

organised, systematic, educational activity carried on outside the framework of the formal 

schooling system to provide selected types of learning to particular sub-groups in the 

population” (Coombs & Ahmed 1974: 8). Coombs & Ahmed (1974) separate it from ‗formal 

education‘ (i.e. within the institutionalised governmental education system of a country) and 

‗informal education‘ (i.e. the life skills, knowledge and insights gained through everyday 

experience). Other authors, however, contend that such neatly defined categories are non-

existent in the real world: rather that a uniform framework of education classification is 

difficult to apply in extraordinarily different national contexts (Mfum-Mensah 2003: 663; 

Caron & Carr-Hill 1991: 5) and when such projects inevitably have overlapping 

characteristics (LaBelle 1982).  

In any case, non-formal education projects are typified by their detachment from national 

governmental institutions, run instead by enterprises, non profit-making organisations 

(whether international, national or local) and profit-making organisations (such as multi-

national training companies running language courses) (Caron & Carr-Hill 1991: 35). The 

figure below depicts the conception of youth education projects by Coombs & Ahmed (1974) 

and La Belle (1982) in three realms: formal, non-formal and informal. The projects studied in 

this paper all fall into the non-formal category. 

 

Figure 1. Classification of youth education development projects by level of governmental involvement 

(Caron & Carr-Hill 1991: 6). 

Non-formal youth education development projects ultimately aim to supplement the 

nationally-run projects of developing country governments to protect and expand educational 

systems worldwide, as it is increasingly recognised that governments are failing to address 

the root causes of marginalisation in education on their own (UNESCO 2010).  

1.3.3 Community-based youth education development projects 

Community-based youth education development projects are those that are not 

governmentally or internationally-affiliated but managed and financed by local NGOs or 

communities in a single geographical region. Like many non-formal youth education 

development projects, they are often run on a voluntary basis and are self-funding, but the 

main distinguishing factor is that they are predominantly governed by community members 

themselves. They are just one type of non-formal youth education development projects, the 

significant other being international non-formal youth education development projects (i.e. 
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run by INGOs such as Amnesty International) which typically operate on a larger scale, 

involve more employees than volunteers, have a bigger and more secure funding base and of 

course manage the project from two locations: the home and host country. 

1.3.4 Community-based non-formal youth education development 

projects 

Mfum-Mensah (2003: 666) describes four elements of CBNFYED projects:  

(a) They provide basic education to marginalised children in isolated communities 

(b) They provide a unique opportunity for children to ―bridge-up‖ to the formal school 

system 

(c) They enable children to return to the community with basic literacy and numeracy 

skills 

(d) They are self-funding and self-governing within the local community 

He says that while some aspects of the schools may appear ‗formal‘ in nature (i.e. by 

following the same curriculum as the formal school system), CBNFYED projects retain their 

informality due to their organisation around different time schedules to formal schools (to 

allow children to participate in pastoral and familial duties), their management by private 

individuals rather than government officials and their use of English as the sole language of 

instruction (Mfum-Mensah 2003: 667). They are also more community-based than 

internationally-led due to the organic, voluntary organisations who support them: they are the 

least institutionalised projects in the diverse education field, independent from any centralised 

control and instead governed predominantly by community members (Caron & Carr-Hill 

1991: 23). Nordtveit‘s (2010) concluding recommendations for future development project 

priorities in developing countries gives a startlingly good description of CBNFYED projects, 

and can be found on the next page. 
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Figure 2. Recommended priorities for development practices (Nordtveit 2010: 116). 

 

It can be seen that the two key elements of CBNFYED projects that have been repeatedly 

highlighted – i.e. being non-formal (and thus separate from governmental systems and its 

many weaknesses) and community-based (and thus reflective of the changing contextual 

realities of the community in which it operates) – are reflective of the three key elements 

Nordtveit (2010: 116) recommends be present in future development projects in developing 

countries. That is, just like CBNFYED projects, future development projects should take a 

community-based and cost-effective approach, integrating as much as possible the local 

community‘s needs despite the added complexity this entails.  

The following model was developed to schematically depict the filters through which the 

CBNFYED project passes. CBNFYED projects can thus be defined as those youth education 

development projects that are not governmentally or internationally-affiliated, and the 

challenges CBNFYED project managers face in the everyday running of such projects – in 

both general and project management-specific terms – is what is under study. 
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1.3.5 Developing countries 
 

Many studies like my own have encountered difficulty in defining a ―developing country‖ as 

the United Nations state there is no internationally recognised convention for designating a 

country as either ―developed‖ or ―developing‖. The World Bank, however, attempts to do so 

by categorising countries into low, lower-middle, upper-middle and high income categories 

based on their GNI per capita (gross national income). It classes all low- and middle-income 

countries as developing but notes: ―The use of the term is convenient; it is not intended to 

imply that all economies in the group are experiencing similar development or that other 

economies have reached a preferred or final stage of development. Classification by income 

does not necessarily reflect development status" (World Bank 2010a). This has been taken 

into consideration when using the World Bank‘s system for categorisation in this study, 

which identifies 144 countries as developing at the present point in time. While it is not 

useful to provide the full list here, it should be noted that all of the countries in which the 

CBNFYED projects under study are located are classified by the World Bank as low-income 

countries, and thus definitely fall within the category of ―developing‖, as is shown in the 

table on the next page. 

 

 

 

 

 

 

 

Type of challenges 
identified

Type of 
organisational 
involvement

Level of 
Governmental 
involvement

Meta-knowledge 
area

Youth education 
development 

project 
management in 

developing 
countries

Formal 

(i.e. government-
run)

Internationally-led 
projects

In PM

In general

Community-based 
projects

In PM

In general

Non-formal 

(i.e. NGO-run)

Internationally-led 
projects

In PM

In general

Community-based 
projects

In PM

In general
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Table 1. List of developing countries studied in this paper (World Bank 2010b). 

 

 
 

 

1.3.6 Project manager (local and expatriate) 

The definition of a project manager is equally unclear in the literature, which emphasises 

different aspects of the person‘s job role, individual personality and so on depending on the 

nature of the study. For example, Dolfi & Andrews (2007: 676) state: ―The classical 

definition of a project manager is an Extraverted, Sensing, Thinking, Judging (ESTJ) 

individual‖ which matches with their study‘s aim of exploring the ―subliminal characteristics 

of project managers‖ in predicting success. As my study does not focus on the underlying 

rationale behind why project manager respondents think the way they do, but rather find out 

what they think to be the most obvious challenges encountered in their everyday work life, it 

is perhaps more useful to use a definition based on what their role actually is.  

Hence, like Turner & Müller (2003: 2), I conceptualise a project manager as the ―chief 

executive of the temporary organization‖ and thus conceive their role in objective setting, 

managing team members and other stakeholders as primary to their role of planning the work. 

This also fits with the management-as-organising theory (as opposed to management-as-

planning theory) underpinning the study that is later explained in section 2.6. However, 

unlike Turner & Müller (2003) and indeed many other authors, the role of the project 

manager in CBNFYED projects in actually executing the work must be considered as 

fundamental and not negligible due to the small-scale nature of such projects. Hence 

CBNFYED project managers fulfil roles of stakeholder management, objective setting and 

task execution whilst coordinating the project‟s day-to-day activities.  

In this study, project managers with a wide range of personal attributes and in two 

significantly different geographical regions are examined. In this section only the personal 

attributes are relevant to consider, including gender and nationality. While the male vs. 

female distinction is rather self-explanatory, the expatriate vs. local distinction is useful to 

define: one can be classed as an expatriate project manager insofar as he/she has a nationality 

different to the developing country in which the project operates, and a local project manager 

insofar as he/she has the same nationality as the developing country in which the project is 

undertaken.  

1.3.7 Perceptions 

The Merriam-Webster dictionary (2010) defines perceptions as those mental images, 

constructs and concepts that result from the act of perceiving or observing. They are those 

personal opinions, judgements and thoughts that come from an awareness of the elements of 

one‘s personal environment through interaction with it. The perceptions of CBNFYED 

project managers sought in this study relies on the premise that they act – and therefore 

World Bank list of economies (September 2010)

[Extract]

Economy Code Region Income group

Bangladesh BGD South Asia Low  income

Rw anda RWA Sub-Saharan Africa Low  income

Uganda UGA Sub-Saharan Africa Low  income
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manage their project – in accordance with their own perceptions of reality. By seeking to 

understand the most challenging aspects of the individual realities associated with each 

project manager‘s work life – as indeed the relativist ontology underpinning the study states 

that each respondent will have his/her own version of reality (see section 2.2.1) – it is hoped 

that future studies can then investigate the underlying reasons for the existance of such 

challenges and thus benefit future CBNFYED project managers by allowing them to better 

prepare for, and even mitigate, the challenges in upcoming projects. 

 

1.4 Objectives of the study 

The overarching research objective is to ascertain whether the challenges of managing 

various types of development projects in developing countries as cited by previous literature 

sources, and the subsequent ordered ranking of these as calculated by this author, is the same 

as that perceived by project managers of CBNFYED projects in developing countries today. 

This involves seven sub-research objectives, which comply directly with the seven sub-

research questions mentioned in Section 1.2. 

The first objective is to identify all potentially-relevant challenges cited in the literature 

pertaining to the management of different types of development projects in developing 

countries to facilitate a better understanding of the challenges potentially faced by managers 

of CBNFYED projects. As no literature currently exists to demonstrate the specific, 

contextualised challenges faced by CBNFYED project managers, this preliminary step of 

identifying all possibly relevant challenges experienced by other project managers in 

different development projects was essential. The second objective is to group these specific 

challenges into more manageable ‗challenge areas‘ that can be better ranked by a sample of 

project managers in the empirical research section. The third objective is to rank the 

challenge areas by order of importance according to the literature using a scoring system 

devised by this author. These three objectives contribute to the overall goal of the study‘s 

theoretical methodology: to compile a ranked list of the challenges perceived by past 

academics and practitioners to be relevant in the management of different types of 

development projects, for the purpose of testing whether project managers of CBNFYED 

projects believe them to be relevant to their real-life experiences in the field today.  

The fourth objective is thus to obtain a ranked list of challenge areas as perceived by four 

project managers of CBNFYED projects in developing countries that when compared to the 

ranked list obtained from the literature will fulfil the fifth objective: to ascertain whether the 

theoretical perspective is out of touch with the challenging practical realities of managing 

CBNFYED projects in developing countries today. As the sixth objective, the study intends 

to compare the responses of the four different project managers with each other (i.e. local vs. 

expatriate and male vs. female project managers in African vs. Sub-continental countries 

managing small-scale vs. large-scale projects) to highlight any similarities or differences in 

opinions, and pave the way for further research into the reasons underpinning them. The 

seventh and final objective is to determine whether the four project managers cite any new 

challenges not previously considered by the literature, which may also underpin future 

research into the topic. These last four objectives contribute to the overarching empirical 

methodology goal of discovering how relevant the challenges cited in the literature are to four 

project managers of CBNFYED projects in developing countries today, and whether any new 

challenges are cited to add value to this field of research. 
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1.5 Value of the study 

The study is significant for a number of reasons, the most pertinent of which will be outlined 

below. Although it may appear far-fetched that such a small-scale study could address so 

many gaps in the existing literature, Crossley & Vulliamy (1996: 443) explain that due to a 

historical lack of qualitative research of this kind in developing countries – and especially of 

education development projects – ―some research questions have rarely been addressed at all 

despite their potential relevance to both the process of policy-making and to the more 

theoretical study of schooling in the developing world.‖ 

In theoretical terms, the study fills a surprisingly large gap in the literature that appears to 

exist due to the bi-dimensional nature of the projects under study: CBNFYED projects face 

both educational-related challenges as well as project management-related ones. To capture 

the full complexity of managing these projects, then, both fields of research must be 

considered, however this has surprisingly never been done. Therefore my study is significant 

in that: 

(1) It integrates findings related to the challenges of managing CBNFYED projects from both 

project management literature sources and educational literature sources for the first time 

ever.  

In empirical terms, the study is significant in that: 

(2) It is the first time project managers of CBNFYED projects – as opposed to NGO 

spokespeople, government officials et cetera – have been directly interviewed to ascertain 

their perceptions of the challenging practical realities of managing such projects. The 

Summary of research objectives: 

1. Identify all potentially relevant challenges cited in the literature 

2. Group these into more manageable ‘challenge areas’ 

3. Rank the challenge areas by order of importance according to the 

literature 

4. Obtain a ranked list of (a) challenge areas, and (b) challenges within each 

area by order of importance according to four project managers of 

CBNFYED projects in developing countries today 

5. Determine whether the four project managers cite any new challenges 

6. Compare the responses of the four different project managers with each 

other 

7. Compare the responses of the four project managers with the literature 
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importance of this real-life perspective is self-explanatory: those who are closest to the 

projects are closest to its problems. It is also significant as: 

(3) It tests for the first time – through comparison of project manager perceptions with 

theoretical perceptions – whether existing theoretical knowledge really is relevant to real-life 

practice. By analysing the realities on the ground, this study may either provide empirical 

backing for the applicability of the challenges of managing various types of educational 

development projects in developing countries to CBNFYED projects, or highlight the 

literature‘s contemporary inconsequence. Its final point of significance derives from its 

reliability in doing so:  

(4) It is the first time that project managers with (a) different personal attributes of gender 

and nationality, and (b) different geographical locations have been deliberately targeted so 

as to better ascertain whether past research into mostly internationally-based or 

governmentally-run youth education development projects is relevant to CBNFYED projects 

in four extremely different contexts. The diversity in gender, nationality, geographical 

location and project size captured by this study allows rather significant conclusions to be 

drawn about the relevance of existing literature to a variety of real-life CBNFYED projects in 

developing countries. Indeed, while a diverse sample cannot uncover irrefutable patterns in a 

certain context like more evaluative studies can, the fundamental value of this study is its 

representation of a wider range of CBNFYED projects in developing countries and hence 

more widespread proof of the current literature‘s relevance or irrelevance. 

On top of this academic and empirical significance is the value these findings have for NGOs 

and their project managers operating similar projects in similar contexts: future endeavours 

may be better prepared for and executed once the harsh practical realities of managing 

CBNFYED projects are finally understood. This is especially true given the diverse sample of 

project managers and projects under study: it can be used by a greater cross-section of people. 

Finally, the findings are valuable for policy makers responsible for planning and providing 

youth education in developing countries, as a better understanding of the real-world 

challenges faced in this previously under-studied project may ultimately contribute to the 

overall quality, accessibility and transparency of the diversified education field in the policy 

makers‘ home country. 

 

1.6 Demarcations and perspective 

This study is based on empirical findings from four very different project managers who 

manage diverse types of CBNFYED projects in two disparate geographical regions of the 

world, and hence their perceptions of the challenging practical realities faced in each context 

are likely to be extremely localised. Therefore, while the representation of personal attributes 

(i.e. male and female, and expatriate and local project managers), geographical locations (i.e. 

African and Sub-continental developing countries) and CBNFYED project types (i.e. small- 

and large-scale) is what I consider to be rather extensive given the extremely small number of 

participants, it still only serves as rudimentary evidence of the applicability of existing 

theoretical challenges to do with managing various types of development projects to the more 

specific and under-researched CBNFYED projects in these four specific contexts. The 

generalisation of this study‘s findings to all CBNFYED project contexts cannot thus be 

guaranteed. 
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It is also a study based on understanding what challenges are faced by CBNFYED project 

managers in developing countries today, not why these may perceived to be important. Hence 

while it is acknowledged that it is extremely important to understand the effect each project 

manager‘s personal characteristics may have on his/her perceptions of these challenges (e.g. 

in terms of gender, race and so on) it is outside the scope of this small-scale study to 

investigate this. Rather, I focus on understanding whether some previously-conceptualised 

challenges in the literature are perceived by CBNFYED project managers in different 

contexts to be relevant, and if not, what just some of the potentially more significant 

everyday challenges are so as to invite future research into the topic. 

Finally, it may seem paradoxical that the term ―project manager‖ is used to describe the 

leader of the community-based projects under study, as such projects have already been 

defined as being typically funded and governed by local community members as a whole. In 

fact, this definition only applies to the projects under study insofar as the project managers 

are assumed to be regarded by their peers as fellow ―community members‖ but with 

additional responsibilities for the management of the project, and that funding can and does 

in fact come from a variety of sources – even international donors – as long as no part of the 

project is managed by international agencies or governmental bodies.  

 

1.7 Organisation of the study 

This research paper has been broken into eight chapters that each outlines a different part of 

the research process. This section marks the end of Chapter 1: Introduction, which informs 

the reader of the background of the subject, the main objectives and research questions, 

definitions of the main concepts in the field, the theoretical and empirical value of the study 

and its delimitations. Chapter 2: Theoretical methodology will then outline the research 

paradigm, philosophy, approach and strategy that guided all theoretical and empirical 

decisions made in the course of research. It also contains a description of the theories that 

were chosen to underpin the rationale behind – and findings of – the study. Chapter 3: 

Theoretical frame of reference aims to give the reader a better understanding of the topic 

under study, as well as illuminating findings from past researchers in both education and 

project management fields of literature that have potential relevance to the respondents in my 

study. Before the findings are presented, the unique methodology developed by this author to 

undertake the literature review will be shown, and the end result of this process will be 

pictorially outlined in the last section as the study‘s overall theoretical frame of reference. 

Chapter 4: Empirical methodology will then provide the reader with the author‘s reasons for 

the choice of subject, some information about the sample used and the data collection 

methods employed during the research. Chapter 5: Empirical findings consequently outlines 

the main results of this process, which are then conceptualised on a higher level by this 

author (i.e. as a whole rather than in individual terms) so that the ultimate aim of the study 

can be accomplished in Chapter 6: Analysis and discussion. In this chapter, these overarching 

empirical findings (from Chapter 5) will be compared with the theoretical frame of reference 

(from Chapter 3) to understand whether theory really does match practice in the specific 

context this study is examining. Chapter 7: Conclusions offers some final comments and 

recommendations, as well as reflecting on the limitations of the study and suggesting future 

research options. Chapter 8: Rigor of the study finally provides the reader with an argument 

for the reliability and validity of the study.  
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Thus, the entire thesis writing process is structured as shown: 

 

 

 

Figure 3. Structure of the thesis. 

Chapter 8: Rigor of the study

Chapter 7: Conclusions

Chapter 6: Analysis and discussion

Chapter 5: Empirical Findings

Chapter 4: Empirical methodology

Chapter 3: Theoretical frame of reference

Chapter 2: Theoretical methodology

Chapter 1: Introduction
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2. THEORETICAL METHODOLOGY 

 

2.1 Introduction 

The purpose of this chapter is to explore the process of undertaking the research itself. It 

entails both describing the methodology followed and reflecting on the realities of actually 

doing so: that is, the difficulties the author faced in deciding on and following a theoretical 

methodology that is completely unlike any used in past studies.  

In terms of methodological reflection, I would like to stress the unsuitability of existing 

theoretical texts – mostly done on behalf of western international organisations or national 

governments in developing countries – to capture the realities on the ground of the smaller 

CBNFYED projects that are the focus of this study. As Crossley & Vulliamy (1997: 55) 

stress, ―...the situation on the ground in many poor countries where cultural factors, distance, 

power relationships, poor working conditions etc. mean that theoretical blue prints are simply 

unworkable. The local context may be taken into consideration both in developing a research 

proposal as well as in pursuing the research in practice.‖ The fact that existing theoretical 

texts may not be relevant to CBNFYED project management not only underpins the purpose 

of the study, but it also exacerbates the challenges I faced when making methodological 

decisions. It is asked that the reader keep in mind that almost all theoretical and empirical 

methodological decisions were thus taken ‗blind‘ by the author (section 3.2 also contains a 

reflection on the specific methodology created for undertaking the literature review). 

The theoretical methodology that guided this study‘s design and execution will now be 

outlined from a birds-eye perspective, considering the overarching research paradigm that 

directed its development (including the research ontology and epistemology that defines its 

philosophy) and the corresponding research approach and strategies used in its execution. 

The decisions made regarding which methodological path to follow had to consider the bi-

dimensional nature of the research topic: as both a project management research paper and an 

educational research paper some compromises had to be made when divergent methodologies 

would have been optimal in evaluating variables in each discipline. The chapter concludes 

with an explanation of two theories that underpin the rationale behind and findings of my 

study. A pictorial depiction of the theoretical methodology outlined in this chapter is as 

follows: 

 

 

2.2 Research paradigm 

Burrell & Morgan (1979) outline four paradigms for the analysis of organisations based on 

the ontological and epistemological underpinnings of each study (Saunders et al. 2007: 112-

113). Saunders et al. (2007: 112) believe such paradigms can not only define a study‘s 

research philosophy but facilitate fresh insights into business research topics from a real-life 

point of view. Guba & Lincoln (1994: 108) agree that identifying a study‘s research paradigm 



 
Theoretical Methodology 15 

Ontology Epistemology Methodology
Research 
paradigm

―defines for inquirers what it is they are about and what falls within and outside the limits of 

legitimate inquiry‖. It is thus regarded as the fundamental first step in my research process, 

setting the framework within which the research will be conducted.  

Within any identified paradigm is a complementary research ontology, epistemology and 

empirical methodology. By using this framework for structuring the study, the coherency and 

compatibility of all three ‗metaphysical postures‘ can be more effectively ensured, as 

decisions taken on one level constrain decisions made on another. According to Guba & 

Lincoln (1994: 109), answers should be sought for the ontological question first, then the 

epistemological question, and finally the methodological question. This stands in contrast to 

many qualitative authors, and thus student thesis and dissertation writers, who prioritise 

epistemological questions above ontological ones. The use of Guba & Lincoln‘s (1994) 

process in defining this study‘s research paradigm will now be shown, starting with a 

description of the research paradigm followed by a description of the ontological and 

epistemological outlook of the study. The empirical methodological decisions that were taken 

– corresponding to the overarching research paradigm – will be outlined in Chapter 4.  

Figure 4. Components of a research paradigm according to Guba & Lincoln (1994: 107) (authors own 

model) 

 

Firstly though, it is important to explain what Guba & Lincoln (1994: 107) conceive a 

research paradigm to be:  

―A paradigm may be viewed as a set of basic beliefs (or metaphysics) that deals with 

ultimates or first principles. It represents a worldview that defines, for its holder, the 

nature of the ―world‖, the individual‘s place in it, and the range of possible 

relationships to that world and its parts.‖  

The four ―inquiry paradigms‖ identified by the authors are positivism, post-positivism, 

critical theory and constructivism, and their basic characteristics are shown in the table on 

the next page. 

 

 

 

= Research philosophy 
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Table 2: The basic components of Guba & Lincoln‘s (1994: 108) four inquiry paradigms for research.  

Item Positivism Postpositivism Critical theory Constructivism 

Ontology Naive realism – 

―real‖ reality by 

apprehendable 

Critical realism – 

―real‖ reality but 

only imperfectly 

and 

probabilistically 

apprehendable 

Historical 

realism – virtual 

reality shaped by 

social, political, 

cultural, 

economic, ethnic 

and gender 

values; 

crystallised over 

time 

Relativism – 

local and 

specific 

constructed 

realities 

Epistemology Dualist/ 

objectivist; 

findings true 

Modified dualist/ 

objectivist; critical 

tradition/ 

community; 

findings probably 

true 

Transactional/ 

subjectivist; 

value-mediated 

findings 

Transactional/ 

subjectivist; 

created findings 

Methodology Experimental/ 

manipulative; 

verification of 

hypotheses; 

chiefly 

quantitative 

methods 

Modified 

experimental/ 

manipulative; 

critical multiplism; 

falsification of 

hypotheses; may 

include qualitative 

methods 

Dialogic/ 

dialectical 

Hermeneutical/ 

dialectical 

 

After extensive consideration, the study was decided to belong to the constructivism 

paradigm. According to Guba & Lincoln (1994: 110), studies within this paradigm are 

distinguished by their ontological relativism rather than realism as it is acknowledged that 

each person under study has his or her own version of reality instead of existing within a 

single ‗true‘ version of reality. Hence, in ontological terms, ‗reality‘ is relative to the context 

within which the individual exists and is thus both local and specific, and socially and 

experimentally-based (ibid). It is changeable and not necessarily ―true‖ – as is assumed to be 

the case in positivism and post-positivism studies – but is certainly ―informed‖ (ibid). The 

aim of constructivist inquiry, therefore, is ―understanding and reconstruction of the 

constructions that people (including the inquirer) initially hold, aiming towards consensus but 

still open to new interpretations as information and sophistication improve‖ (ibid: 113).  

In epistemological terms, knowledge is gained through an understanding of the background 

to these different realities, and through ―literal creation‖ of findings during the empirical 

research process. That is, the concepts may not already be recognised by the participants (i.e. 

the academic version of the everyday challenges they may face) but will be identified through 
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interactions with the researcher (i.e. through my asking of which ones they perceive to be the 

most important). The final aspect of constructivism paradigms – the methodology – is defined 

around the aim of finding a ‗happy medium‘ between the different realities of the 

respondents, or as Guba & Lincoln (1994: 111) state, ―...to distil a consensus construction 

that is more informed and sophisticated than any of the predecessor constructions (including, 

or course, the etic construction of the investigator).‖  

While the empirical part of the study is certainly situated within the constructivism paradigm 

(i.e. seeking to construct a consensus reality of CBNFYED project managers through 

obtaining the perceptions of each and searching for any common ground), it does contain 

some elements of critical theory in that the overarching goal of the study is rather 

ideological in nature. That is, the empirical findings that are constructivist in nature will 

ultimately be used in a more critical manner to either refute or support the underlying 

assumption in the existing literature that what is already known about managing various types 

of youth education development projects in developing countries applies in all manner of 

contexts. However for a study to truly belong to the critical theory paradigm it must have a 

more ‗transformational‘ methodology than my own, seeking to not only critique existing 

notions but to create a more informed consciousness in its often marginalised participants for 

the purpose of instigating change (Guba & Lincoln 1994: 110). Hence although it overlaps 

somewhat with the critical theory paradigm, and is certainly not related to the ‗harder‘ 

positivism and post-positivism paradigms, my study can be said to belong to the 

constructivism research paradigm. 

A more detailed description of its ontological and epistemological perspectives will now be 

given, leaving the empirical methodological decisions for Chapter 4. It should be noted here 

that taken on their own, the ontological and epistemological perspectives are regarded by 

some authors to comprise the research philosophy. While Guba & Lincoln (1994: 112) 

dismiss this concept as too narrowly-defined (i.e. as it excludes the methodological decisions 

that are inextricably linked with ontological and epistemological ones), it could be said that 

this study has a phenomenological as opposed to positivist research philosophy as it seeks to 

understand phenomenon to do with people and their behaviours: concepts that are not easily 

captured through positivist approaches (Remenyi et al. 1998: 94-95). Thus it will now be 

shown how this study has a phenomenological research philosophy and is situated within a 

constructivist research paradigm due to its ontological and epistemological outlooks. 

 

2.2.1 Ontology 

The answer to the ontological question asked by Guba & Lincoln (1994: 108) – i.e. what is 

the form and nature of reality, and what can therefore be known about it? – from this study‘s 

point of view is that reality is a construct relative to an individual person or group, and 

therefore what can be known about it is influenced by the context within which the person or 

group exists. As Guba & Lincoln (1994: 110) state, such ontological relativism assumes that: 

―Realities are apprehendable in the form of multiple, intangible mental 

constructions, socially and experimentally based, local and specific in nature 

(although elements are often shared among many individuals and even across 

cultures), and dependent for their form and content on individual persons or groups 

holding the constructions.‖ 
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This study aims to understand the different realities of four project managers of CBNFYED 

projects in very different societal and personal contexts, ultimately seeking to understand 

firstly whether their individual realities do share some common elements (in terms of which 

everyday work challenges they perceive to be important) and secondly whether any of these 

individual realities are at all similar to what the existing literature purports to be the realities 

of predominantly international and governmental project managers in different development 

projects. If the study were to assume that no difference would be found between the realities 

upon which the literature is based (i.e. of mainly international and governmental project 

managers) and the realities that are studied in this thesis (i.e. of CBNFYED project 

managers), then the post-positivism ontology of critical realism would be more appropriate, 

as this assumes a true reality does exist but is only imperfectly and probabilistically 

apprehendable (Guba & Lincoln 1994: 111). Even though it is not known already whether 

such a true reality does in fact exist in this situation – i.e. whether the reality of managing 

CBNFYED projects in developing countries is more or less the same for all project managers 

of different development projects – my personal experience in CBNFYED project contexts 

leads me to believe in a more relativist rather than realist ontology, compliant with the 

constructivism paradigm of this research. 

 

2.2.2 Epistemology 

Epistemology is concerned with what constitutes acceptable knowledge in a given field of 

research (Remenyi et al. 1998: 103). The answer to the epistemological question asked by 

Guba & Lincoln (1994) – i.e. what is the relationship between the knower or would-be 

knower and what can be known? – from this study‘s point of view is that knowledge is 

created in the interaction between researcher and respondent, and therefore what can be 

learned is transactional, subjective and therefore potentially biased in nature. Indeed, 

researchers from the positivism and post-positivism paradigms cite this epistemological 

subjectivity as the main weakness of the critical theory and constructivism paradigms, yet this 

still constitutes acceptable knowledge in these more-qualitative research fields. Guba & 

Lincoln (1994: 111) state that in such a transactional and subjectivist epistemology: 

―The investigator and the object of investigation are assumed to be interactively 

linked so that the ‗findings‘ are literally created as the investigation proceeds. The 

conventional distinction between ontology and epistemology disappears, as in the 

case of critical theory.‖ 

Therefore, knowledge comes from the reconstructions made by the researcher of the 

individual realities of each respondent, with the researcher‘s aim of a finding a consensus 

reality – and thus consensus knowledge-base – potentially guiding the responses of the 

participants too. It seems less than ideal but is an important fact to recognise, especially given 

the nature of my study: firstly, that it is certainly possible that multiple ‗knowledges‘ exist 

given the different social, cultural, economical, ethnic and gender contexts under study, and 

secondly that respondents may not provide a true account of his/ her own knowledge given 

that the topic is likely to be new to their thoughts (i.e. that they probably have never 

considered, in a ranked list, what challenges they face in their everyday work lives, and thus 

their responses will be biased towards what I as the researcher will ask them). Despite this, 

acceptable knowledge in my research field – and overarching constructivism paradigm – is 

that which is uncovered during the empirical research process through the interactions 

between my respondents and I. 
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Hence the study‘s location within a constructivism research paradigm and 

phenomenological research philosophy has been demonstrated. The adapted model of the 

original model presented at the start of the section can be found below. 

 

 

 

 

Figure 5. Specific components of a constructivism research paradigm according to Guba & Lincoln 

(1994: 107) (authors own model) 

 

2.3 Research approach 

It is agreed by many authors that a study‘s research approach may fall on a continuum 

between being inductive or deductive in nature depending on how it evaluates phenomena. 

On one end of the scale, inductive research approaches are those in which the researcher does 

not impose pre-existing expectations on the phenomenon under study when evaluating it 

(Patton 1987: 15). A deductive approach (also called a ―hypothetical-deductive approach‖) 

rather relies on the specification of main variables and a research hypothesis before empirical 

research begins (ibid). As my study attempts to prove or disprove the relevance of a set of 

theoretically-complied challenges from the literature with a real-life set of challenges from 

project managers in the field, it can be seen that neither approach adequately explains my 

evaluation method. That is, the study is neither purely inductive in nature due to its use of 

―pre-existing expectations‖ (i.e. previous literature findings) as a fundamental basis for 

comparison, nor completely deductive as it does not hypothesise either way whether these 

―pre-existing expectations‖ will or will not be relevant. Instead, it can be said to follow a 

mixed research approach, offering for the first time some evidence of the relevance of 

theoretically conceptualised challenges of managing various development projects to real-life 

CBNFYED project managers in developing countries. Thankfully, mixed approaches are just 

as acceptable, if not more so, in qualitative studies like my own. To more rigorously 

understand a mixed research approach, Patton (1987) suggests separating the inquiry mode, 

data collection and data analysis aspects of the study and determining which approach is used 

in each. 

Firstly, in accordance with the constructivist research paradigm and phenomenological 

research philosophy, my study is based on predominantly ―naturalistic‖ inquiry as conceptual 

constraints and presuppositions about the phenomenon under study are not made (i.e. I have 

Research philosophy = 

PHENOMENOLOGICAL 
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not made a hypothesis that the project manager perceptions will be the same or different to 

the theoretical perceptions). However, as Patton (1987: 63) recognises: 

―In practice, the naturalistic approach may often involve moving back and forth 

between inductive, open-ended and phenomenological encounters with programs to 

more hypothetical-deductive attempts to verify ―hypotheses‖ or solidify ideas which 

emerged from those more open-ended experiences.‖ 

This captures the exact sentiment of my study: that while no initial hypothesis is made during 

the literature review and empirical data collection stages, as more data is collected (especially 

between the questionnaire feedback and the interview stages) hypotheses and data patterns 

may begin to emerge. Inquiry in my study is based on an ever-increasing understanding of the 

phenomenon, moving from pure exploration in the literature review and initial empirical 

research stages (i.e. after the questionnaire) to seeking verification and replication of data in 

the later data collection (i.e. interview) and analysis stages. 

Thus, the second aspect Patton (1987) suggests to examine – data collection – must be 

divided into two parts: theoretical and empirical. My study used a predominantly deductive 

approach to theoretical data collection (i.e. in the literature review) as the aim was to compile 

a list of potentially-relevant challenges to CBNFYED project managers. In this way, a 

criterion about what is important to measure was subconsciously made, and this is a 

characteristic of deductive data collection (Patton 1987). In empirical terms, however, the 

study used a wholly-inductive approach as ―the evaluator gathers qualitative data on actual 

program impacts through direct observations of program activities and in-depth interviews 

with participants‖ (ibid: 15). The fact that the inductive method of interviewing was used to 

clarify previously-stated items in the deductive questionnaire, however, limits the extent to 

which respondents may feel free to express totally new concepts and ideas. The perceptions 

of the four project managers about the everyday challenges they face in running their 

CBNFYED projects could be said to be bounded by the list of challenges the literature – and 

hence I – had previously named, as only at the end of the questionnaire and during the 

subsequent interviews did I inductively ask if there are any other challenges they think are 

more relevant than the ones already discussed. Hence data was collected using both inductive 

and deductive approaches in both the theoretical and empirical parts to best identify the most 

important challenges faced by CBNFYED project managers in the field today. 

Lastly, in terms of data analysis, the study compares and contrasts the findings from the 

literature and the findings from the empirical research to see what the key similarities and 

differences may be. To do so, the quasi-quantitative scale that was superimposed on the 

qualitative data gathered in the literature review (i.e. the ranking of 1 to 9 of the challenge 

areas to signify a perceived order of importance according to the literature) was also used to 

make sense of the qualitative data gathered in the empirical research (i.e. by asking 

respondents to rank the same challenge areas from 1 to 9 in their own perceived order of 

importance). While this element of ―quantification‖ was not used for proper statistical 

analysis, it was still imperative in undertaking the study‘s prime research objective – to 

understand whether the literature is in touch with reality – and thus the study used both 

deductive and inductive research approaches in its data analysis too. 

Thus, on the continuum between inductive and deductive research approaches, my study 

would sit slightly more towards the deductive end but with central elements of induction as 

well. It uses a mixed deductive-inductive research approach in that inductive research 

techniques (i.e. interviews) were used to elicit more information from respondents once it 
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Deductive research 
approach

•Moving from laws/ 
theories         explanations/ 
predictions

Inductive research 
approach

•Moving from observations 
of phenomenon        laws/ 
theories

was known whether the challenges already cited in the literature pertaining to other types of 

development projects were perceived as relevant or not to project managers of CBNFYED 

projects in developing countries, a deductive approach only to the extent that an initial 

hypothesis of relevance or irrelevance was not made.  

 

 

 

 

 

 

 

 

 

 

 

Figure 6. Location of my study between inductive and deductive research approaches – i.e. a mixed 

method approach (authors own model) 

 

2.4 Research strategy 

Many authors such as Crossley & Vulliamy (1997) argue that the overarching research 

strategy – i.e. qualitative or quantitative – is determined more by the underlying approach or 

epistemology guiding the research than the data collection techniques used. The 

constructivism paradigm and  phenomenological philosophy underpinning this study thus 

lends itself to a qualitative rather than quantitative strategy, which Crossley & Vulliamy 

(1997: 441) describe as providing ―...descriptions and accounts of the processes of social 

interaction in 'natural' settings, usually based upon a combination of observation and 

interviewing of participants in order to understand their perspectives. Culture, meanings and 

processes are emphasised, rather than variables, outcomes and products.‖ The fact that this 

study derives its empirical data from the author‘s past observations in the field (i.e. during 

volunteer work in two of the four CBNFYED projects under study), preliminary 

questionnaires and semi-structured interviews with project managers is indeed clear evidence 

of a qualitative research strategy.  

A qualitative research strategy is also suited to the educational research field within which the 

study is located. This stems from the historical preference of educational researchers in 

developing countries to use positivist, hypothetical and quantifiable strategies that provide 

quantitative, factual data for proving and disproving hypotheses, yet have been shown to 

Mixed research approach = alternating between theoretical understanding 

and empirical observation throughout the research process 
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grossly underestimate the importance of the cultural and social contexts within which the data 

was gleaned (Crossley & Vulliamy 1997). As a result, ―little detailed knowledge of the nature 

and quality of teaching and learning in the more remote, isolated and disadvantaged parts of 

the developing world currently exists‖, which gives contemporary qualitative research 

strategies in developing countries unique potential (ibid: 441). Indeed, as opposed to 

quantitative research, qualitative research ―has much in common with comparative 

education's traditional concern for context, and with its sensitivity to local needs and 

conditions, has much more to offer in such contexts‖ (ibid). 

My study follows a qualitative strategy as it attempts to identify whether the reported 

challenges of managing predominantly internationally-managed and governmentally-

affiliated development projects are the same as those experienced by CBNFYED project 

managers by taking their perspectives. That is, a number of contextually-embedded, personal 

experiences will be elicited from my respondents to understand whether these are in fact the 

same as those reported in the mostly institutionally-directed, quantitatively-favoured studies 

that have dominated the educational research field in the past. It is by taking the project 

manager‘s perspective in particular that gives it further qualitative value: as Crossley & 

Vulliamy (1997: 450) state, ―unless academic researchers can appreciate how and why 

particular educational processes have developed and by getting into what makes a particular 

community ‗tick‘, their conclusions, and recommendations, may be invalid.‖ 

Within a qualitative methodology more specific research strategies may also be identified. 

Numerous authors, for example, have proposed a choice between a cross-sectional or 

longitudinal study based on the time frame within which the study was undertaken (Cooper & 

Schindler 2003; Saunders et al. 1997; Sekaran 2003). Given the one-off ‗snapshot‘ nature of 

my study, a cross-sectional research strategy could be said to be employed. Saunders et al. 

(1997) also proposes the three key research strategies of experiments, surveys and case 

studies, although many authors including myself would disagree that these are more akin to 

research techniques than strategies and are moreover far from comprehensive (Guba & 

Lincoln 1994; Silverman 2006). He is correct in saying, however, that using more than one of 

these in a single study eradicates many of the pitfalls of qualitative research strategies, which 

has been documented by sociologists and anthropologists for centuries. Hence, my study 

employs a mixture of qualitative research methods – observations, a preliminary 

questionnaire and semi-structured interviews – to help validate what is discovered. A detailed 

description of these methods can be found in Chapter 4: Empirical methodology. 
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2.5 Theoretical methodology summary 

 

2.6 Choice of theories underpinning the study 

As mentioned at the start of this chapter, it was impossible to follow an established research 

pattern or process within a given research discipline when framing my theoretical and 

practical methodologies due to the unchartered territory my study attempts to navigate (i.e. 

examining both project management literature and education literature to uncover 

information about a previously under-studied education project type). Instead I was forced to 

forge my own procedural and literary path, requiring much more pedagogical consideration 

and systematic justification than studies based on replicable methodologies and pre-existing 

knowledge. Of course this also means that many fundamental explanatory variables will 

inevitably be overlooked, from both my unverified combination of previously-unconnected 

fields of literature as a base for my empirical research, and in the empirical study itself. But 

Crossley & Vulliamy (1997: 446) believe such ―improvisatory deviations from the score‖ to 

be the norm rather than the exception in qualitative studies like my own, saying reflexive 

accounts are more appropriate ―...in developing countries where factors such as limitation of 

resources, environmental conditions and cultural norms often require researchers to deviate 

from their own pre-existing procedures.‖ Nevertheless, it was deemed pertinent to 

Research paradigm: Constructivism 

 Ontology = Relativist 

 Epistemology = Transactional and subjectivist 

[Research philosophy: Phenomenological] 

 Methodology = Hermeneutical and dialectical 

Research approach: Mixed method  

 Inductive and deductive approaches used in inquiry 

mode, data collection and data analysis 

Research strategy: Qualitative and cross-sectional 

 Observations 

 Preliminary questionnaire 

 Semi-structured interviews 
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conceptualise the study within an overarching theoretical framework to address some of these 

acknowledged shortcomings.   

To contextualise the framework I will begin with the specific distinction Johnston & Brennan 

(1996) made between management-as-organising and management-as-planning. These 

authors, while not the first to recognise this point of difference, aptly argued that while ―the 

manager steers the organisation using the main lever that the planning model provides, 

namely the setting of goals, and monitors the progress of activities against plan‖, there is an 

invalidated assumption behind this thinking that ―the planning model of activity provides a 

largely autonomous causal loop between sensing and acting, via the automated production of 

plans, that leaves the task of management essentially decoupled from everyday activity‖ 

(ibid: 372). Pettigrew et al. (2003: 46) agrees that it is not planning but organising that 

constitutes and guides an organisation‘s on-going activities. This thinking has roots in 

cognitive science and social theory fields which are argued to provide ―a more realistic 

conception of the nature of purposeful activity‖ (ibid), and complies with the viewpoint of 

many project management authors such as Turner & Müller (2003) and indeed the PMBOK 

Guide. The Project Management Institute (PMI) responsible for publishing this Guide depict 

the phenomenon of project management in the following way: 

 

 

Figure 7: The closed loop of managerial processes in project management according to the PMBOK 

Guide (in Koskela & Howard 2002: 4) with the yellow circle added by this author to stress the 

management-as-organising aspects. 

 

Hence, while the creation of plans is certainly important, the actual phenomenon of project 

management relates more to the organising – and hence executing and controlling – of the 

activities needed to fulfil these plans. My study attempts to uncover a finite number of 

challenges encountered during the organisation of these activities in CBNFYED projects in 

developing countries (i.e. the practice of management-as-organising), and it is by taking the 

project manager viewpoint specifically that distinguishes the study from the vast majority of 

others in the field.  

Once the activity of management is inextricably coupled with the notion of organising, Karl 

Weick‘s (1969) widely-known model of organising can be introduced. It suggests that ―in the 

process of organizing, organizational actors are confronted by many complex, difficult, 

unpredictable, and equivocal situations‖ (Kreps 2009: 348). Pettigrew et al.‘s (2003) 

prediction that management is shifting towards more ‗innovative forms of organising‘ could 
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further exacerbate these challenging ‗situations‘: organisations with increasingly permeable 

boundaries and more intricate external networks need to have flatter hierarchies and more 

empowering management styles, for example. Indeed, CBNFYED projects can certainly be 

classified as an ‗innovative form of organising‘ under Pettigrew et al.‘s definition if its 

detachment from traditionally formal and international bodies is considered. Therefore, as 

this study attempts to identify a finite number of the challenging ‗situations‘ faced by project 

managers of CBNFYED projects in their everyday work lives, it can be classified as 

belonging to the management-as-organising discipline of academic literature. However, it is a 

study into the challenges of project management organising from a very unique perspective – 

that of CBNFYED projects in developing countries, from varying project manager 

viewpoints – and for this reason it is also relevant to conceptualise the study within theories 

of complexity.  

Complexity theory has a consummate scope of application in the contemporary world due to 

the inherent complexity in almost all global environments. Complexity and chaos are said to 

arise when something acts in a non-generic way, or against the Newtonian paradigm
1
. 

Despite its traditional application in maths, physics, computer science and biology fields, its 

relevance to ‗softer‘ disciplines is now widely accepted. Mason (2009), for example, used 

insights from complexity theory to identify ways of making educational change sustainable in 

developing countries, while Nordtveit (2010) says complexity and ‗development‘ can be 

bought together as human cultural settings and institutions in development projects are 

inherently dynamic and complex in nature. Most significantly to this study, however, was the 

use of complexity theory by project management authors Remington & Pollack (2007: 52) in 

explaining the characteristics of certain types of projects.  

These projects – coined directionally-complex projects – display complexity in the number of 

and interaction between large numbers of different and ambiguous elements (Mason 2009), 

hence the main challenges faced are to do with ambiguity in problem definition, 

understanding stakeholder needs and expectations, and negotiating an agreed-upon project 

direction (Remington & Pollack: 52). It will be shown in the literature review that these 

challenges are in fact among the most emphasised in the existing literature to do with youth 

education development project management in developing countries. The authors also state 

that ―the edge of chaos for directionally-complex projects will be closer to chaos than order, 

and it will certainly feel that way to those trying to manage it‖ (ibid: 53). This thinking 

underpins the entire rationale of the study: firstly that it is important to identify the challenges 

that cultivate this feeling of complexity instead of simply the success factors of past projects 

in similar environments, and secondly to take the project manager‘s viewpoint on this 

complexity as these are the people closest to the problems. This is why this study focuses its 

theoretical methodology on identifying the hypothetical challenges of managing various types 

of youth education development projects: for the purpose of testing for the first time the 

relevance of these to directionally-complex CBNFYED projects from the perspective of four 

real-life project managers in the empirical methodology.  

Therefore, my study can be viewed within a combined management-as-organising and 

complexity theory framework. That is, management-as-organising theory firstly dictates what 

aspect of the project is under examination: I am examining the challenges faced by project 

managers during his/ her everyday working life, rather than during the initial setting-up of 

such projects, the planning of such projects, et cetera. Secondly, complexity theory underpins 

                                                           
1
 The Newtonian paradigm is based on the three general laws of motion, provided by Newton, which are the 

foundation of dynamics and lead to the notion of trajectory (Mason 2009). 
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the choice for researching the challenges faced by project managers in the management of 

these activities rather than the traditional success factors behind, or benefits of, such 

activities. By accepting that CBNFYED projects in developing countries do not always 

unfold in ‗rational‘ or ‗generic‘ ways due to their unique nature (i.e. without international or 

governmental-affiliation), it becomes clear why identifying the challenges faced by its project 

managers is so important. That is, complexity theory purports that multifaceted networks of 

interactions may underpin many of the challenges to do with managing complex projects, and 

that recognising not only the challenges but their root causes is essential before they can be 

effectively overcome and the benefits of CBNFYED projects ultimately realised. The study is 

underpinned by the notion that it is not yet known whether the challenges faced by 

international or governmentally-affiliated project managers are relevant to project managers 

of more directionally-complex CBNFYED projects, and that this is the first step required 

before research into the possibly unique challenges faced by CBNFYED project managers 

can be undertaken in the future. Only then, in projects that are known to be directionally-

complex, can the challenges arising from this complexity be identified in more detail, after 

which time other avenues of research can finally be pursued (e.g. success factors and 

beneficial outcomes).  

 

 

Figure 8: Uncertainty in complex projects (like CBNFYED projects) in the management of the everyday 

activities that make up the project‘s ―organisation‖ (author‘s own model adapted from the PMBOK 

Guide) 

 

In fact, organisations are perceived by Weick to be constantly in the process of organising 

through dealing with informational complexity and ambiguity, which is another instance of 

how management-as-organising theory and complexity theory has been coupled into one 

theoretical framework in the research realm (Kreps 2009). Given the vastness of both 

theoretical fields, however, the study certainly does not – nor attempts to – cover all of the 

relevant issues; rather it is interested in directing light towards a surprisingly under-

researched area of project management in the most transparent, pedagogical and systematic 

way possible. It is hoped that the incorporation of this overarching framework into the 

research paradigm may provide the reader with a clearer picture of where my study fits 

within broader management research domains, as well as justify to some degree the results 

found whist also adding significant value to the reputability of the study. 
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2.7 Research process model 

 

 

 

 

 

 

This model depicts the research process in both theoretical and empirical terms that was 

followed in the thesis. It represents the four key research chapters of the study, and the sub-

sections within each. This four-stage research process is then completed with the analysis and 

discussion of the literature and empirical findings in the sixth chapter, and the conclusions in 

the seventh. The rigor of the study is finally outlined in chapter 8. 
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3. THEORETICAL FRAME OF REFERENCE 

 

3.1 Introduction 

The purpose of this chapter is to describe the actual research findings from the reputable 

literature sources relevant to my topic. This is in answer to the first research question of: 

1. What are the challenges identified in the literature that are potentially 

relevant to CBNFYED projects? 

The process by which this was achieved is as follows: 

 

 

Hence before the literature findings themselves can be outlined, the specific methodology 

used to undertake the literature review must be described. 

 

3.2 Literature review methodology 

Due to the fact that my research question has never been directly addressed in the literature 

before, it was necessary to conduct the literature review in a number of sequential steps. This 

process was made as systematic and transparent as possible, and its full pedagogical 

documentation will be presented in this section. Effectively, the study required me to conduct 

two literature reviews: the first one following the normal literature review process (i.e. 

identifying relevant research areas, identifying important authors within each area, extracting 

their findings and comparing them with others, etc.) with the additional second literature 

review focused on investigating how frequently the findings identified in the first stage were 

mentioned across all key sources. This methodology has been summarised on the next page, 

after which a more detailed explanation will be given. 
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Figure 9. Summary of literature review methodology. 

 

For the first four steps (Stage One) I drew upon six broad research areas that were identified 

as being potentially relevant to my research topic. These include:  

 

Figure 10. The six areas of research where relevant literature was sought. 

•Identify key literature sources within my specific topic area (i.e. 
CBNFYED projects in DCs)

•Identify other potentially-relevant areas of knowledge, as the 
literature in my specific topic area is severely limited

•Search for key authors and reputable literature sources within 
these satellite areas

•Identify in each source which challenges may be relevant to 
CBNFYED project managers in DCs – both project management-
related and education-related

Stage 1

•Group the final list of potentially-relevant challenges into more 
manageable and concise “challenge areas”

•Order these challenge areas according to:

•How many times each is the focus of the literature (weighted with 
double points)

•How many times each is referred to in the literature (receives one 
point only)

•Undertake the literature review

Stage 2
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It was important to canvass all six knowledge areas for cited challenges that are potentially-

relevant to CBNFYED projects, as no literature sources exist that summarise these 

specifically. Because the purpose of this paper is to test whether what academics have said 

are the potential challenges of managing various types of youth education development 

projects in developing countries are relevant to the real-life challenges of managing 

CBNFYED projects, it was deemed important to search the literature in all six areas to 

improve both the scope and depth of the study. This will subsequently allow for a more 

rigorous empirical study into which are the most importantly-regarded challenges facing 

project managers in the field today.  

A total of 16 literature sources spanning 18 years of research were identified within this all-

encompassing research field. It was deemed relevant to show why these sources were 

ultimately selected, so Appendix 3 provides a list of the 16 main sources and shows which 

elements of the research question each source addresses (e.g. education project or other 

project type, non-formal or formal, community-based or international et cetera). Sources that 

identified the challenges related to the specific practice of project management were sought 

with even priority as those that focused on the general day-to-day, education-related 

challenges. Therefore, the fourth step in Stage One was conducted on the levels indicated in 

the diagram below, which shows the key research area as an example. 

 

Figure 11. The levels upon which research was conducted, considering the level of governmental 

involvement and type of organisation running the project, as well as type of challenges identified. 

Type of challenges 
identified

Type of 
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area
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In PM
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In PM

In general

Non-formal 

(i.e. NGO-run)

Internationally-led 
projects

In PM

In general

Community-based 
projects

In PM

In general
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The final conceptualisation of where each of the 16 literature sources fits within the six key 

research areas is pictorially shown in Appendix 4, divided into two diagrams according to 

whether the study referred specifically to education development projects or development 

projects in general. It soon became apparent, however, that this theoretical research 

thoroughness resulted in an enormous array of potential challenges, often with overlapping or 

interwoven problems that were only pseudo-distinguishable from each other. Hence, an 

additional ‗second stage‘ of theoretical research was needed, and will now be described. 

Firstly, the challenges gleaned from the literature were grouped into broader ―challenge 

areas‖ in order to make my final theoretical research model more concise and usable in the 

practical methodology. This was in accordance with the second research question of the 

study: 

2. How can these challenges be grouped into more manageable „challenge 

areas‟ for the empirical research? 

 

Nine key challenge areas were formed based on the results from the existing literature and 

my personal judgement. That is, all the relevant challenges mentioned in the literature 

sources (e.g. teacher recruitment, teacher motivation and teacher training) were qualitatively 

collated according to their nature and applicability to more ‗project management‘ related 

themes (e.g. all of the above can be said to relate to ‗managing project team members‘). This 

is because the study is aimed at eliciting the challenges perceived by project managers in 

particular, not simply project workers. The main reason for grouping the challenges into 

broader challenge areas is to make the empirical methodology simpler: it will be easier for 

the four project managers to rank a list of nine challenge areas than 34 specific challenges, 

and will therefore hopefully deliver more accurate results. It also forms the structure of the 

literature review.  

There is theoretical rationale behind this step, referred to by Silverman (2006: 96) as ‗open 

coding‘ followed by ‗axial coding‘. Open coding is the ―preliminary process of breaking 

down, examining, comparing, conceptualising and categorizing data‖ while axial coding is 

the process of ―putting data back together in new ways after open coding by making 

connections between categories‖ (Silverman 2006: 96). To give the reader a basic idea of this 

process, the figure on the following page was created.  
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Figure 12. How the 34 specific challenges found in the 16 key literature sources (that came from six key 

research areas) were grouped into nine ―challenge areas‖ by this author 

 

The nine key challenge areas were identified as: using project management practices; 

managing project team members; maintaining student commitment; managing community 

involvement; managing political stakeholders; managing project financing; managing project 

procurement; other school management issues; and operating in the developing country 

context. These were then ranked in the order of importance the sixteen key literature sources 

gave to them, for the purpose of answering the third research question of the study: 

3. What order of importance does the literature give to these challenge 

areas? 

 

This was calculated based on a systematic scoring system whereby points were awarded for: 

(1) the number of times each challenge was the focus of a study, for a total of 2 points each 

time; (2) the number of times it was referred to in the literature, for 1 point each time. The 

detailed calculation for this process is illustrated in Appendix 5, while the resulting ordered 

list (left to right) is as follows: 

 

 



 
Theoretical Frame of Reference 33 

 

3.3 Literature review structure 

This thereby forms the final structure of the pending literature review. Findings from the 

main sixteen literature sources will be focused upon and supplemented with additional 

sources where appropriate.  

Section 3.1 will address the much-touted teacher-related challenges of managing youth 

education development projects, while section 3.2 will enunciate the challenges associated 

with managing community involvement in the school. The difficulties arising from the use of 

project management practices in developing countries in section 3.3 will be followed by 

project financing challenges in section 3.4. Section 3.5 covers the contentious yet 

unavoidable issue of political stakeholder management while section 3.6 elucidates the 

general concerns facing project managers in developing countries today arising from macro-

environmental forces and trends. Section 3.7 – which has been relegated to a surprisingly 

deferred part of the analysis – deals with the student-related challenges of maintaining 

commitment, motivation and retention, while section 3.8 cites the challenges of project 

procurement in a developing country context. Finally, section 3.9 outlines those other school 

management issues that education project managers face in their day-to-day lives. 

 

3.4 Literature review 
 

3.4.1 Challenge area 1: Managing project team members 

In all of the literature, the prevailing theme is that project managers of youth education 

development projects of all types face unsurmountable obstacles to do with gaining and 

maintaining a skilled workforce of teachers. This challenge area required me to draw upon 

both educational and project management literature to explain the key problems associated 

with managing project team members (i.e. teacher employees).  Four sub-challenge areas 

have been extracted from this bi-dimensional perspective: teacher recruitment, training, 

motivation and facilitating cross-cultural interactions.  

The challenges associated with recruiting the right teachers for the right job include a lack of 

teachers with adequate qualifications, limited availability of volunteers in rural towns, 

ambiguous roles to fill (i.e. the need for multi-grade teaching) and high turnover rates 

(especially for women). An obvious difference in the community vs. internationally-based 

literature sources is the assumption of volunteer availability: Diallo & Thuillier (2005) state 

that international development projects in developing countries (DCs) are mostly staffed by 

volunteers – whether local or expatriate/ un-paid or receiving compensation – whilst sources 

focused on community-based non-formal projects emphasise volunteer recruitment as one of 

the main challenges.  

The challenges associated with training the recruited teachers include no teacher-trainers on 

staff, those who do are not regularly trained themselves, the need to instil a notion of 

independence in teachers (which is rare in DCs with high power distance tendencies) and 

difficulties in ensuring consistent teaching styles (i.e. when using both expatriate and local 

teachers). These challenges are among the most importantly-regarded and commonly-
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mentioned in the education literature, however Harvey (2004: 242) contests that the resulting 

emphasis on ―training-led strategies have produced disappointing outcomes‖ and that it may 

be incorrect to assume that ―the key factor limiting the quality of educational provision is the 

skills base of the educators.‖ Chimsamy (2002: 243) concurs, saying of studies with that 

focus: ―They were based on the notion that there was some input or process deficit, and that 

fixing that deficit would more or less automatically lead to better final results. Processes and 

inputs have indeed been improved, but actual results have not.‖  

Perhaps then it is more important to motivate the resulting workforce of teachers; a challenge 

that requires the project manager to thwart negative yet pervasive cultural and work values 

(e.g. the negative stigma of working in a rural vs. urban town), overcome day-to-day 

discomforts in the personal lives of the teachers, overcome the opportunity cost of taking 

additional work outside the school and appraising/ monitoring teacher performance (Jain 

1997). The first challenge is to insulate the project from the societal work culture, which in 

developing countries is often ‖characterised by a poor work culture in the field of social 

services such as education and health‖ (Jain 1997: 355). The second main challenge arises 

from the external hurdles teachers face, such as inadequate means of transportation to and 

from the school and limited places to live in small rural towns (Komatsu 2009; Kitavi & Van 

Der Westhuizen 1997). The project manager must compensate for these to minimise the 

resulting motivation drain, as it is widely understood that ―where there are few other 

resources in schools, as is often the case in developing countries, teachers‘ motivation may 

become the main factor influencing the quality of education‖ (Prenton 1997; Voluntary 

Service Overseas (VSO), 2002a). But how should teachers be motivated? The challenge for 

the project manager is to intimately understand the team members‘ motivations, 

communication preferences and so on, whilst remembering that compensation based on 

western systems may not work as ―work values in Africa are different and not based on 

purposive/economic rationality‖ (Muriithi & Crawford 2003: 318). 

Finally, the challenges associated with managing a workforce of international members 

include ensuring wage parity between expatriate and local teachers (Diallo & Thuillier 2005; 

Muriithi & Crawford 2003), and facilitating the expatriate‘s assimilation into the local 

environment in terms of social, religious, political and cultural factors. A failure to do so, 

argues Gruendemann (1999), could result in both the expatriates and local team members 

feeling conflicted and marginalised. In such grassroots-level projects unattached to formal 

authorities or organisations, the management of these potential conflicts will inevitably fall 

under the responsibility of the project manager. 

Challenge area 1: Managing project team members 

 

 Recruiting the right teachers for the right job 

 Training the teachers 

 Motivating the teachers 

 Managing a workforce of international team 

members 
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3.4.2 Challenge area 2: Managing community involvement 

The challenge area receiving the second most attention in the sixteen literature sources was 

the management of community involvement. While one of the most commonly-touted 

challenges in project management literature is stakeholder management, this study drew 

primarily on educational literature to outline the specific problems associated with parental 

involvement, as well as other community members.  

It is well-understood in the literature that ―those closest to the community and school have a 

better understanding of local conditions and are in the best position to make decisions about 

the educational processes that best serve local needs‖ (Chapman et al. 2001: 181). In broader 

terms, the importance of this challenge area is justified by the management-as-organising 

theory, which is based on the fundamental idea that management needs to move closer 

towards its end users to be more efficient. That is, ―A movement toward management-as-

organizing would enable significant management action to address the criticisms of end-users 

of management systems and provide scope for major theoretical developments in 

management consonant with a rapidly changing, dynamic world‖ (Johnston & Brennan 1996: 

382). Yet the challenges of doing so are numerous, the first being the advocacy and 

awareness-building of the school whilst overcoming the common perception in rural areas 

that school is ―a tool against community traditional values‖ (Mfum-Mensah 2003; Chalker-

Scott & Tinnemore 2009). It is then necessary to elicit what is required of the project from 

the community (i.e. client goals and expectations), often when such people are not sure of/ 

cannot properly articulate these desires (Chapman et al. 2001; Komatsu 2009; Osei 2006). 

This challenge complies with complexity theories and is typical in Remington & Pollack‘s 

(2007: 51) directionally-complex projects in which ―facilitating the development of some sort 

of agreed position or working direction might be half the battle to successfully completing the 

project.‖  

But it is also important to foster a two-way process – hence the challenge of promoting 

urgency and accountability for change by community members arises. The project manager 

faces the challenge of stimulating ―a sense of urgency and promoting the idea that the right to 

participate in the project is accompanied by a responsibility to implement‖ (Harvey 2004: 

250). This is one of the least-considered community involvement fundamentals in the 

literature. The project manager must also prevent parental abuse of the project, which is 

difficult due the very community-embedded nature of the endeavour. Parents may, for 

example, feel at liberty to treat the school as an all-encompassing ‗babysitting service‘ where 

they can leave their children all day and night. On the flip side, Mfum-Mensah (2003: 672) 

found that parents in Ghanaian pastoral communities viewed school ―as a place for keeping 

their children to be pulled out when the children are needed even if classes are in session. 

During the interviews, most of the parents indicated that they do not see anything wrong in 

taking children from the class to perform duties at home.‖  

Once these ‗rules of the game‘ have been firmly established, the project manager must 

maintain equilibrium over the project‘s duration – hence the challenge of maintaining good 

communication with parents and communities arises. Caddell (2005) found that 

communication with communities in internationally-led youth education development 

projects in Nepal was typically ineffective, characterised by top-down authoritative 

instructions with only information being extracted from the bottom-up. 

Finally, the project manager faces the challenge of managing parent-teacher relations, which 

was found by Addi-Raccah & Ainhoren (2009) to be the single most important challenge 
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facing school managers of non-formal Israeli schools. In this study, teachers in parent-

empowered schools felt more threatened in their work and professional discretion, which in 

turn decreased motivation and productivity levels and is thus an important consideration for 

school project managers. In a study of rural Pakistani schools, however, Barrs (2005: 342) 

concluded the opposite result: that ―the motivational effectiveness of community governance 

appeared to be very high.‖ A possible explanation for this is that Barrs (2005) focused on the 

community at large whereas Addi-Raccah & Ainhoren (2009) focused on parents only. 

Regardless of the perceived impact, the overall implication is that ―redesigning school 

governance is a challenge for headteachers to form new patterns of collaboration and 

empowerment of teachers and the community at large. As such, headteachers have to learn to 

build the necessary frameworks and communication avenues for developing parent and 

teacher leadership in school‖ (Addi-Raccah & Ainhoren 2009: 811). 

 

3.4.3 Challenge area 3: Using project management (PM) practices 

The third most important challenge area in the literature is the use of project management 

(PM) practices. Its high priority in the list of challenge areas is probably due to the influence 

of project management-focused literature sources: of course all problems uncovered in these 

sources will be classified in this section. Only one PM-focused source considered the 

applicability of typical project management practices in a youth educational development 

project in a developing country, albeit in an internationally-led formal project with a 

technological-focus instead of a community-based non-formal project.  

Challenge area 2: Managing community involvement 

 

 Building awareness in the local community of 

the project 

 Finding out what parents and local community 

members want from the project 

 Promoting urgency and accountability for 

change by parents and local community 

members 

 Dealing with parental abuse of the project 

 Maintaining good communication with the 

local community 

 Managing parent-teacher relations 
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Despite numerous authors who have questioned the usability of PM practices in DCs 

(Muriithi & Crawford 2003; Diallo & Thuillier 2005; Abbasi & Al-Mharmah 2000), the 

necessity for professional PM practices is still widely defended. Jain (1997: 357) argues for 

putting management ―at the centre of attempts to improve primary education, thus taking the 

debate away from the traditional confines of teacher training and curriculum/book design.‖ 

This is opposed to the typical body of education research that focuses on ―a few issues 

spanning organisational structure, decentralisation of the regulatory/supervisory set-up, 

management information systems (MIS) and participation in decision making. They do not 

cover what, in a product-service delivery organisation, are considered essential elements of 

management‖ (Jain 1997: 350). These apparently under-researched elements can be viewed 

in light of management-as-organising theory, meaning that the main challenge is still to do 

with how to use PM practices when required to.  

Harvey (2004: 252) is the most relevant source for this section. He argues that showing 

accountability – which requires the project manager to ―engage with performance reports, 

take ownership of them and address them, together with their communities, in their school 

development plans‖ – is a key challenge for projects in DCs with politically volatile pasts. 

For example, South African education officials were prohibited from visiting classrooms for 

political reasons during the apartheid, meaning accountability is now under-emphasised in 

contemporary schools. This is despite volumes of research that identify ―a lack of educator 

accountability as a key weakness in the [education] system‖ (Harvey 2004), and that 

―educational programs need to have a qualified leader with responsibility for and authority 

over curricular development and with accountability to both the [school] and the community 

audience‖ (Chalker-Scott & Tinnemore 2009: 1134). 

Optimising the allocation of resources is the second most important challenge cited by 

Harvey (2004: 249) and ―a central problem in all forms of project management‖. He iterates 

that education project managers in DCs face similar problems to their western counterparts in 

―prioritising limited resources to greatest effect‖ and identifying which areas of the project 

are in greatest need. However additional challenges are faced given the developing country 

context: large township schools and small farm schools alike require intensive supervision 

and teacher training, which is the most resource-intensive activity in education PM (ibid). 

This is in addition to the time spent on ―competing priorities which range from repairing 

buildings and funding additional welfare and remedial support to the demands of a more 

concrete curriculum‖ (ibid: 249).  

Gruendemann (1999) raises the PM-specific challenge of knowing how much contingency to 

allocate for time, cost and quality deviations in developing country projects, although her 

experience is in health-related development projects specifically. Its relevance to youth 

education development projects is rather high, however, and the fact that she provides an 

expatriate outlook on the challenge (i.e. even more complexity due to the unfamiliar external 

environment) is unique in the literature. 

Finally, scope control is a recognised PM practice within which challenges arise for project 

managers in DCs. It is firstly required by the ‗demand‘ side: project beneficiaries expect the 

scope to adapt to their evolving needs, which change regularly due to the high degree of 

complexity in the local environment (Mason 2009). It is also mandatory for the ‗supply‘ side: 

project managers must maintain a ―clear vision for educational quality‖ by dealing with local 

and political demands on seemingly ‗bottomless‘ project resources, and upholding 

educational objectives over local issues and agendas (Harvey 2004; Gruendemann 1999; 

Chalker-Scott & Tinnemore 2009). Indeed, controlling scope deviation is regarded by 
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Chalker-Scott & Tinnemore (2009) as one the three most important challenges facing 

community-based education development project managers in DCs. 

 

3.4.4 Challenge area 4: Managing project financing 

Both educational and project management literature alike cite this challenge area often, with 

Chalker-Scott & Tinnemore (2009) referring to ‗securing outside funding‘ as one of the three 

most important activities for making community-based education projects sustainable in DCs. 

According to them, project managers are continuously faced with ―the unenviable task of 

funding essential services and addressing critical needs with declining budgets‖ (ibid: 1136). 

Hence two sub-challenges can be elucidated: obtaining the money needed to finance the 

project, and spending the money on the appropriate things.  

It is not the intention of this section to outline all findings from the literature pertaining to 

funding problems as these are often related to more specific challenge areas. For example, the 

sub-challenge of spending the money on appropriate things (i.e. on curriculum development 

vs. maintaining physical infrastructures) will be addressed in the managing project 

procurement section. It should be noted, however, that the majority of the literature 

pertaining to financial acquirement has a focus on either formal education development 

projects (i.e. Government-backed) or internationally-led development projects. Only one 

source mentioned the possible challenges faced by project managers of community-based 

non-formal development projects in DCs, which was the occasional necessity for bribing and 

engaging in corrupt business dealings with donors (Grundemann 1999). No sources shed light 

on the challenges faced by such small-scale development projects in developing countries 

when trying to secure funds. 

 

 

 

 

Challenge area 3: Using project management (PM) 

practices 

 

 Showing accountability 

 Optimising the allocation of resources 

 Deciding on contingency allowances in case 

something goes wrong 

 Controlling the project’s scope 
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3.4.5 Challenge area 5: Managing political stakeholders 

The fifth most commonly-arising challenge area is the management of political stakeholders, 

in particular the local and national branches of Government in the respective DCs. As my 

research area focuses on non-formal youth education development projects, it is not relevant 

to consider the challenges associated with gaining monetary and administrative support from 

local and national governments. Rather, the challenges faced by NGOs working alongside the 

formal education system must be considered. 

The first of these is maintaining good communication and inter-personal relationships. In 

their study of PM challenges perceived by local project coordinators of international 

development projects in DCs, Diallo & Thuillier (2005) emphasised the complexity of 

maintaining communication between stakeholders with differing informational needs. One of 

these was the government. Of particular relevance to my study is the proven importance of 

sharing a language other than French or English (given the African context): expatriate 

project managers were assumed to encounter more stakeholder communication challenges as 

values, culture and language are all closely related (Diallo & Thuillier 2005).  

At the same time, however, unwanted governmental interference must be mitigated. As was 

mentioned in section 4.3, the challenge of scope control often boils down to coping with 

political demands on project resources: Murrithi & Crawford (2003: 317) state that ―scope 

management in Africa must focus on keeping peripheral stakeholders (political 

establishment) from un-necessarily interfering with the project.‖ This challenge is not as 

salient for non-formal development projects as for formal ones, however private NGOs may 

still require political consensus for land ownership and funding provisions that depend largely 

on the project managers‘ relationship with local government officials and in turn on that 

official‘s relationship with his/her superiors (Komatsu 2009). 

Challenge area 5: Managing political stakeholders 

 

 Maintaining good communication and inter-

personal relationships with government 

officials 

 Dealing with unwanted governmental 

interference in the running of the project 

Challenge area 4: Managing project financing 

 

 Getting the money needed to run the project 

 Spending the money gained on the most-

needed things 
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3.4.6 Challenge area 6: Operating in the developing country context 

The exacerbation of all these challenge areas due to the external environment in which 

projects operate is important to recognise. This challenge area is ranked in sixth place despite 

wide reference by all sixteen sources because none explicitly focused on the effects of macro-

environmental factors on either PM success or educational project success. However, its 

importance is widely supported by both disciplines: Muriithi & Crawford (2003) highlight the 

pertinent differences between managing projects in developed countries vs. DCs, while the 

more specific complexity arising from managing youth education development projects in 

DCs is especially emphasised by educational academics such as Lynch et al. (2010). Komatsu 

(2009) identified several macro level impediments in Pakistan whose relevance to other DCs 

was proposed, including gender disparity, population growth rates/ poverty, the rural/ urban 

divide and security issues. Caddell (2005) supports the latter challenge in highlighting the 

threat of security issues such as kidnapping of children or expatriate volunteers for ransoms, 

whilst many studies underscore the issue of poor physical infrastructure and social amenities 

in small rural towns.  

 

3.4.7 Challenge area 7: Maintaining student commitment 

Relegated to a surprisingly late position is the challenge of maintaining student commitment. 

Of course only educational-related literature sources underpin the challenges in this section, 

which are four-fold: ensuring regular attendance, an interesting yet appropriate curriculum, 

an effective classroom learning process and overcoming the problems associated with 

English-only instruction. 

According to Mfum-Mensah (2003: 669), ―factors directly associated with the schooling 

process (proximity of schools, school schedule and cycle) and community factors 

(remoteness and isolation, roles assigned to children and community socioeconomic 

contexts), were a barrier to children‘s participation in school.‖ Jain (1997) and Komatsu 

(2009) concur that the challenge of ensuring regular attendance by school children is 

exacerbated by three forces: the distant location of the school, an uninteresting or 

intimidating school environment and the need for poverty-stricken families to use their child 

Challenge area 6: Operating in a developing country 

context 

 

Managing the project in a society with: 

 High gender disparity 

 Rapid population growth and extreme poverty 

 Huge urban/rural divide 

 High security concerns 
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for domestic or field work. While the school location cannot be changed, literature has found 

that even attempts to minimise the other two barriers (e.g. by offering free lunches and 

making the curriculum more interesting) still ―have not significantly reduced the absence or 

drop-out rate of poor children from the school system‖ (Jain 1997: 351).  

Even when children do make it to school, the long distances walked and often extreme 

weather conditions faced mean that the student is frequently late, tired and less-motivated to 

learn, which in turn may disrupt the rest of the class (Kitavi & Van Der Westhuizen 1997). 

Hence the education project manager faces the challenge of ensuring the classroom learning 

process is effective, both when he/she is a teacher him/herself and when directing other 

teachers on how to deal with disruptive behaviour and poor discipline. This is especially 

apparent in the commonly-overcrowded classrooms of small rural schools in DCs. 

The development of an interesting yet appropriate curriculum is another issue raised by Jain 

(1997) who says project managers must consider matching the curriculum not only to student 

abilities and needs but to teacher capabilities when these are modest at best. The project 

manager must also consider incorporating mechanisms into the curriculum that link 

classroom activities with real-life issues for the children‘s ―wider life education‖ and more 

closely linking learning systems to the survival needs of pastorals rather than simply fostering 

a rote-learning process (Jain 1997: 356, Komatsu 2009; Mfum-Mensah 2003). This supports 

Osei‘s (2006) findings that ―pupils are encouraged to learn by rote and produce lists of facts 

in compulsory examinations, an approach which neither stimulates creativity nor provides 

better foundations in English, mathematics and computer skills, all of which are needed to 

develop a globally competitive economy.‖ 

Another issue within curriculum development is the challenge of English-only instruction. 

Kitavi & Van Der Westhuizen (1997) draw particular attention to the challenges of English 

instruction when it is a child‘s second or even third language, despite English being the 

‗official‘ language of many African and sub-continental countries. It is also consistent with 

Boorer & Preston (1987: 258) who argue that: ―Literature on culture, learning and academic 

performance shows that academic failure can result from environments that do not 

accommodate individual differences in students, including language. Hence, students with 

limited proficiency in English, who need instruction in their native tongue but are instructed 

solely in English, can expect to experience academic difficulties.‖ 

Challenge area 7: Maintaining student commitment 

 

 Ensuring the students regularly attend school 

 Ensuring the classroom learning process is 

effective 

 Deciding on an interesting yet appropriate 

curriculum 

 Overcoming any problems associated with 

English-only instruction 
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3.4.8 Challenge area 8: Managing project procurement 

Managing project procurement is the penultimate challenge area addressed in the sixteen 

literature sources. This refers to the logistical challenges faced in four key areas: the design, 

selection and delivery of education material (i.e. textbooks), classroom materials (i.e. pens, 

notebooks for the children), classroom equipment (i.e. for science and vocational subjects 

such as microscopes) and general school equipment (i.e. furniture, storage places).  

For all types of procurement, the challenges deriving from the remote geographical location 

of many community-based non-formal schools pose the biggest problems. Yet Jain (1997: 

354) states that the logistical challenges faced when obtaining and distributing all manner of 

educational materials – i.e. ―delivering materials to far-flung rural schools, connected through 

poor road and communication infrastructures‖ – are rarely discussed in the literature. Muriithi 

& Crawford (2003: 318) recognised the importance of familial and community networks in 

procurement of school supplies, saying that ―technological choice means that local resources, 

though not necessarily the most efficient, are better to ensure sustainability of project 

operations. Family/community networks play a much more important role in ensuring 

contract compliance than does commercial law.‖ The severity of this challenge therefore 

depends largely upon the management of community-involvement (see section 3.2). Kitavi & 

Van Der Westhuizen (1997) also acknowledge the severe lack of equipment for science and 

vocational subjects and an inability to properly repair existing equipment due to financial 

constraints, a lack of suppliers in the local area and an inability to store and maintain them. 

 

3.4.9 Challenge area 9: Other school management challenges 

It is no surprise that this challenge area is the lowest ranked by the literature: each study was 

found to have a focus on at least one of the above eight concerns. The reason for its inclusion 

was to account for those day-to-day issues that are faced by project managers of 

directionally-uncertain projects in highly-complex external environments, as well as to 

facilitate the inclusion of any additional challenges mentioned by project managers in the 

subsequent interviews that were not accounted for in the literature. Some challenges falling 

into this category include ensuring compliance with defined codes of conduct, creating safety 

Challenge area 8: Managing project procurement 

 

 Acquiring school supplies in a geographically-

remote location 

 Using familial/community networks to acquire 

school supplies 

 Acquiring adequate school supplies for 

specific subjects (e.g. science) 
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and security plans for the school (Harvey 2004), installing telephones (Kitavi & Van Der 

Westhuizen 1997), social responsibility (Apaydin & Ercan 2010), and ensuring access to 

clean water/ building toilets/ etc (Barrs 2005).  

Out of the literature sources referring to these challenges, it was particularly interesting to 

note the perceived importance of installing telephones by principals of non-formal Kenyan 

schools, as small rural towns in DCs rely completely on telephones to communicate (Kitavi 

& Van Der Westhuizen 1997). The findings from Apaydin & Ercan (2010) on the 

preoccupation of primary and secondary school managers in Turkey on social responsibility 

were also remarkable: in a similarly structured study to my own the authors found that 

primary school managers have greater social responsibility concerns than secondary ones. 

This was ascribed to ―devolution of authority‖ theories whereby secondary school managers 

have more responsibilities yet less authority to fulfil them, hence the fact that permission 

from superiors was required to fulfil even a minor task meant they were focused on goals 

more pressing than social reasonability ones. 

 

3.5 Critique of the literature sources 

Before presenting the final research model that was created out of these theoretical findings, 

it is important to examine the nature of the literature sources that bequeathed this 

information. This section will therefore critique the literature used in terms of its academic 

superiority (i.e. peer reviewed or not) and the forms it takes (e.g. statistical reports or 

household surveys), as well as offering a brief outline of the contemporary debate against the 

merits of ‗development‘ – which has been unquestioned in its value so far – in developing 

countries today. 

Challenge area 9: Other school management 

challenges 

 

 Creating codes of conduct and getting all 

project team members to follow them 

 Making safety and security plans for the 

school 

 Installing telephones at the school 

 Ensuring the school project is socially 

responsible 

 Providing access to clean water and toilets at 

the school 
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Perhaps the most telling factor of a source‘s reputability is whether it has been peer reviewed 

by the publishing journal or not, a technique whereby other scholars in the author's field 

critically assess a draft of the article. It is assumed that all secondary sources other than 

journal articles used in the study (i.e. books found through the library and recommended by 

my supervisor) are already academically-sound, hence I will focus only on the scientific 

articles drawn from databases such as EBSCO Business Source Premier, Emerald and 

ScienceDirect. The main journal used in this study is the International Journal of Educational 

Development, published by Elsevier Science to foster critical debate about the role of 

education in development in predominantly lower and middle income settings. It is 

referenced in many databases such as EBSCO and ScienceDirect and is peer reviewed, 

meaning 8 of the 16 key literature sources are also. The second most useful journal was the 

International Journal of Project Management which is also published by Elsevier Science in 

collaboration with the International Project Management Association (IPMA). It offers a 

wide-ranging yet comprehensive coverage of all facets of project management and is also 

peer reviewed, meaning 3 more key literature sources are too. The remaining 5 articles come 

from different journals, and have been depicted in the table below. 

Table 3. Whether sources outside the International Journal of Educational Development and 

International Journal of Project Management are peer-reviewed or not.  

Author Journal 
Peer 

Reviewed? 

Jain, P. (1997) World Development Yes 

Chalker-Scott, L. & 

Tinnemore, R. (2009) 

Journal of Cleaner 

Production 

Yes 

Addi-Raccah, A. & 

Ainhoren, R. (2009) 

Teaching and Teacher 

Education 

Yes 

Gruendemann, L. 

(1999) 

Aorn Journal No 

 

Hence 15 out of the 16 key journal articles used in the literature review are peer reviewed. 

Another consideration is the nature of the study. Caron & Carr-Hill (1991: 47) outline four 

types of research reports used in educational development studies like my own: directories, 

statistical reports, sector assessments and household surveys. Of these, sector assessments 

were the most commonly drawn upon in my research, which are typically carried out by 

external agencies to ―classify and assess all types of non-formal education [NFE] activities in 

a given sector or geographical area with a view to identifying ‗needs‘ for NFE programmes 

and the corresponding opportunities for new or modified programmes‖ (ibid: 48). Other 

sources, and indeed my own study, were more akin to household surveys which ―concentrate 

on potential clienteles of non-formal education programmes, enquiring about their attendance 

of and attitudes towards non-formal education‖, although in my case the perception of the 

provider is sought rather than the user (ibid). Only a few statistical reports and directories 

were used – mostly to gain facts for the introductory and concluding sections – as these are 

typically directed by international agencies or national governments without an interest in the 

CBNFYED projects that are the focus of this study.  
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Caron & Carr-Hill (1991: 49) make a startlingly accurate point that the information-base for 

CBNFYED projects is extremely weak, characterised by empirical and even theoretical 

research that is: 

―...fragmented in coverage (for example, they only cover the educational 

programmes which have some form of relationship with different ministries), limited 

in scope (for example, they only provide information on a limited number of aspects 

of the programmes such as type of programmes, number of courses, learners and 

teachers) and poor in quality (the reliability of the data is often very weak).‖ 

Furthermore, it must be remembered that even within the studies that did identify some 

potentially-relevant challenges, none ever specifically dealt with CBNFYED projects. As 

Caron & Carr-Hill (1991: 50) reasoned, ―the major problem with the institution-based data 

collection procedure is that its coverage is limited to the kind of programmes which are likely 

to come to the attention of the central authorities. Loosely structured and small-scale 

programmes will generally be overlooked.‖ This is certainly the case for CBNFYED projects 

like those in my study. Hence the whole thesis takes the form of a literature critique in itself, 

attempting to determine whether what is considered ‗known‘ about the challenges of 

managing different types of development projects in developing countries is actually true for 

CBNFYED projects in developing countries, from the perspective of the project manager 

him/herself.  

Finally, while all the literature drawn on for this study has viewed development as a positive 

notion, a brief outline of the post-development school of thought is pertinent to mention. 

Some post-development authors argue that foreign development initiatives (such as 

CBNFYED projects run by expatriate project managers) may unwittingly spread ―Western‖ 

values and ways of thinking in ―Southern‖ countries (Nordtveit 2010). Even more radical 

authors believe they are purposely used as vehicles for hegemonic purposes, strengthening 

the unjust relationship between rich and poor (Munck & O‘Hearn 1999: 21). From a post-

development perspective, development is seen as rooted in a colonial discourse in which one 

party is portrayed as ―advanced‖ and the other ―backward‖ or ―primitive‖. While some of 

these points may be true in certain situations, I was not satisfied with the empirical support 

for this theory, and moreover it failed to offer solid alternatives. It is true that not all 

development projects are successful, but for the most part they do alleviate inequalities 

effectively. When a project is judged on its merits individually – i.e. in terms of how sensitive 

it is to cultural differences, the degree to which it supports local efforts and focuses on 

holistic participatory and people-centred practices – the post-development debate does not 

even apply: the very concept that it seeks to critique (i.e. that all Western development is 

good) does not even exist.  
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3.6 The Research Model 

The full theoretical research methodology and findings has now been outlined, starting with 

the examination of six key research areas spanning two key research disciplines (education 

and project management) to find the most important literature sources (x16). These in turn 

were canvassed for all potentially relevant challenges to CBNFYED projects in DCs (x34). 

The resulting list of challenges was then divided into more manageable challenge areas (x9) 

and ordered according to how many times the literature sources made reference to them using 

a defined scoring system. At this point, the final research model to be used in the empirical 

research section was drawn, presenting – from left to right – an ordered list of the challenge 

areas with the sub-challenges listed underneath (see Figure 13 on the next page).  

A research model providing an overall framework for how to look at reality is useful for 

numerous reasons (Silverman 2006: 86). It will be used firstly as the questionnaire and 

interview guide, and secondly as a basis for comparison with the questionnaire and interview 

results. That is, the order project managers give to the challenge areas, and the challenges 

within each area, will be compared to the order given to the challenge areas by academics 

from both educational and project management fields. Ultimately, it will be used to determine 

whether the theoretical importance given to the challenges potentially faced by project 

managers of CBNFYED projects in DCs is in touch with the real-life perceptions of project 

managers of such projects in the field today. 
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Figure 13: The Research Model – 34 challenges grouped into 9 challenge areas and ordered according to theoretical importance. 
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4. EMPIRICAL METHODOLOGY 

 

4.1 Introduction and preconceptions 

Informally, the empirical methodology of this study was guided by the author‘s own preconceptions 

of the topic – that taking the perspective of the project manager him/herself is the most useful way of 

assessing the real-life challenges faced in the difficult contexts within which many CBNFYED 

projects exist. This preconception came from my volunteering experiences within such projects: I 

was incredulous after reading what numerous academics from different fields of research – and even 

education development INGOs and IGOs with hugely different financial and human resource 

availabilities – had to say about the most important everyday challenges of managing a wide range of 

development projects in developing countries: none of them captured accurately the realities I had 

experienced. I then thought that if the literature could not even capture the hardships and difficulties 

that I, as a volunteer worker, had experienced, then surely the far greater challenges faced by the 

managers of such projects would also not be accurate in the CBNFYED project context. This led to 

the empirical methodological decision to obtain firsthand the project manager‘s viewpoint on the 

relevance and importance of the challenges that academics and other practitioners of different types 

of development projects previously identified to be important. To add further value to the study, I 

thought it would be interesting to gather responses from different types of project managers (i.e. 

local and expatriate, and male and female) in different regions of the globe (i.e. Africa and the Sub-

continent). By chance, I also managed to get participants from both small and large-scale projects.  

Hence, the study aims to broaden the scope of knowledge in both the project management and 

education fields of literature. By collecting empirical data from real-life CBNFYED project manager 

perspectives, it provides unique insights into these fields in two ways: by shedding light on 

previously-neglected aspects of the educational development field of literature and project 

management field of literature (i.e. by looking at CBNFYED projects) and by taking a practical 

rather than purely theoretical perspective of the problems faced in these types of projects (i.e. 

through interactions with project managers in the field today). This is in answer to the fourth 

research question underpinning the study: 

4. What order of importance do four project managers with different personal 

attributes (i.e. gender and nationality) and geographical locations (i.e. Africa 

and the Sub-continent) give to the same challenges areas cited in the literature? 

 

In formal methodological terms, therefore, this study needed to use various qualitative research 

methods to best capture these real-life perceptions, including observations, a preliminary 

questionnaire and semi-structured interviews. Such a multi-method approach is believed to cancel 

out the different effects any one technique may have on a study, thereby minimising bias and 

increasing rigor (see Chapter 8 for more on rigor). These three empirical methods comply with the 

hermeneutical and dialectical methodology suggested by Guba & Lincoln (1994) to use within a 

constructivism research paradigm – but to a lesser extent the preliminary questionnaire – as they 

focus on interactive techniques between respondent and researcher that can more effectively draw 

out the highly-individualised and contextual constructions of reality experienced by respondents. The 

questionnaire, however, is still fundamental in initially getting the respondents to think about the 

topic, after which the interviews can be more effective in eliciting respondent feelings about the topic 



 
Empirical Methodology 49 

and thus allowing the researcher to more comprehensively understand the true perception of reality 

that each respondent holds.  

The first method – observation – was employed whilst the author volunteered in two of the four 

CBNFYED projects managed by the respondents in this study. In accordance with Silverman (2006), 

this was done during the exploratory stage of the research and was fundamental to understanding the 

context within which the other research methods would later be used. The empirical data collected, 

however, was only used in preconceiving the study‘s theoretical and empirical methodologies, as it is 

the opinions of project managers – not project workers – that is of interest to this study.  

Secondly, questionnaires were used in the preliminary stage of research. These were emailed to a 

small sample of previously-identified respondents, and entailed both ranking-type questions and one 

open-ended question that this author – as well as many others – believes can elicit the most valuable 

responses from sample respondents (Silverman 2006). The instrument was useful in instigating 

forethought of the topic in the respondents‘ minds, and the data collected was useful in letting me 

know roughly where the respondent stood in terms of his/her perceptions of the importance of the 

challenges cited in the literature. It was imperative that respondents had seen and retained a copy of a 

tangible, clearly-explained research instrument before the telephone interviews began, as it is 

unlikely that they would have conceptualised the everyday challenges they face in these terms 

before. By giving respondents time to mull over the words, understand their meanings and develop 

opinions about their importance, more informed and thus useful information could later be extracted 

during the interviews. 

Finally, semi-structured interviews were used as the main qualitative method of extracting, verifying 

and consolidating empirical data and were conducted with the same sample of respondents as the 

questionnaires. As Guba & Lincoln (1994) reflect, these dialectical interchanges are useful in 

eliciting further information about the rationale behind the order of importance given to the 

challenges in the questionnaire by each respondent.  

 

 

 

4.2 Research sample selection 

One of the most important aspects of a qualitative research strategy is having an appropriate sample 

of respondents, which delivers a high saturation and replication of data and accounts for all possible 

aspects of the phenomenon (Morse et al. 2002). In small-scale, non-probabilistic sampling studies 

like my own, this is more related to the authenticity of the data collected rather than the sample size 

(Silverman 2006). Indeed, it is the size of the sample and the sampling technique used – i.e. 

convenience sampling
2
 – that is a key limiting factor of the study, meaning that the scope, adequacy 

and appropriateness of the data are undoubtedly restricted. This is mainly due to the constrained 

time-frame and budget – which needed to be kept manageable at a master student level – but is also 

                                                           
2
 Convenience sampling entails the researcher selecting respondents based on ease of accessibility: I selected two 

project managers who I had worked with before, one from a website and one referred to me by a colleague 
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related to its purpose: to extract data to increase the depth of analysis and address gaps in the 

emerging analysis rather than increase the scope of analysis (Morse et al. 2002: 19). Hence it will 

now be shown how a wide range of sample respondents with different personal attributes and 

geographical locations, and with varying project types to manage, were sought to increase the study‘s 

depth of analysis. This in turn increases its applicability to project managers of different nationalities, 

genders and geographical locations; all with the same type of CBNFYED projects to manage in 

developing countries. As has been emphasised time and time again, the biggest advantage of a 

CBNFYED project is its fit with local economic, cultural and social contexts, hence a brief 

description of the project context, characteristics and project manager biography is necessary to 

contextualise the responses of each project manager that will follow in chapter 5. 

4.2.1 Cathy Emmerson – PREFER, Gashingiro/ Rwanda 

Project Context 

Rwanda is located in central eastern Africa and is characterised by a history of violence and poverty 

unlike any other country in this study. According to UNDP (2009) the percentage of the population 

living in poverty last year had only decreased by 1% since the civil war that has come to symbolise 

the nation ended in 1994, despite a massive influx of development aid and predominantly 

agricultural-related initiatives by the World Bank and the International Monetary Fund over the last 

16 years. The importance of evaluating the effect of other development initiatives on national 

poverty is therefore obvious, and the provision of youth education is one of these. Education 

provision in Rwanda is imperative if the already-damaged livelihoods, mental health and social 

networks of its survivors are to improve in the future.   

One unique contextual factor to stress is the percentage of child-headed households (CHH) that 

formed out of a severe decrease in prime aged males and females due to death, exile or imprisonment 

during the war. A 1998 study showed that 300,000 children were living in CHHs (Schaal & Elbert 

2006: 96), and that 95% of these children had no access to health care or education, had little in the 

way of basic household or agricultural necessities and were frequently denied the inheritance rights 

of their parents‘ property (World Vision 1998). Furthermore, the children who did outlive their 

parents still bear the mental scars of the war experience: a survey of 3030 children aged 8-19 years 

taken in 2000 found that 78.3% experienced death in their family, 60.9% were threatened with death, 

90% thought they would die, 95.5% saw violence, 69.8% witnessed injury or death, 87% saw dead 

bodies, and 16% hid under dead bodies (Dyregrov et al. 2000: 6). The importance of CBNFYED 

projects in not only educating but caring for children in such circumstances is therefore exacerbated. 

Even more importantly, the additional contextual challenges arising from the horrors of recent war 

must be taken into consideration and addressed by project managers if CBNFYED projects in 

Rwanda are to be successful.  

Project Manager Biography 

Cathy Emmerson, a Canadian former business owner, relocated to Northwest Rwanda eight years 

ago after several trips to Africa. Before becoming the joint project manager of PREFER (Poverty 

Reduction, Education and Family Empowerment Rwanda) with her Rwandan husband Uwayo 

Rashid, Cathy volunteered in two orphanages; ran a tour company, Internet café, and a souvenir 

shop; and initiated the non-profit Kinigi Goat Project – which still operates today – whereby goats 

are purchased from local markets with donation money and redistributed to vulnerable households 

selected by the local government. In 2007 Cathy purchased a large piece of land in the rural 

community of Gashingiro with the aim of creating a safe place for children from the community to 

gather in and play, easing the burden of childcare and creating a child-centred area where children 
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could sing, dance, play sports and ultimately forget for a time the lingering horrors of war. I 

personally know Cathy from my brief volunteering experience at the PREFER preschool almost two 

years ago, and stayed in contact with her ever since. Cathy is held in the community‘s highest esteem 

for her dedication and selflessness in ―giving a hand up and not just a hand out‖ to all members of 

the rural Gashingiro community. 

Project Characteristics 

Today, the PREFER preschool comprises of a four-

classroom building with four teachers and 159 students 

from ages 1-5 years, all of whom have access to 

educational materials and engage in daily learning 

activities. Cathy uses her office to treat children for minor 

illnesses, cuts or burns, and uses a small kitchen to 

prepare enough bread and sorghum (a thick drink made 

from grasses and grain) to feed all of the attending 

children each morning. It is financed by personal funding, 

volunteers and donations of up to $50,000 USD per year. 

While PREFER – a registered non-profit organisation – 

runs additional projects in the Gashingiro community 

(e.g. dance lessons and sewing classes for older girls from 

the community in the evenings) and in larger neighbouring cities (e.g. assistance for five mothers of 

abandoned babies in Ruhengeri) the focus of this study is on the challenges Cathy faces in the 

everyday management of the Gashingiro preschool.  

4.2.2 Ruth Nambowa Bulyaba – Another Hope Children Ministry (AHCM), 

Kampala/ Uganda 

Project Context 

Uganda is a landlocked country in east Africa with a similarly horrific political past. After its 

economy was devastated in the 1970‘s after the entrepreneurial South Asian minority was forcibly 

removed, Uganda has swung between numerous civil wars that robbed thousands of lives and 

displaced millions of people. This conflict – mainly in northern regions – meant many Ugandan 

children have ended up as orphans on the streets of its capital, Kampala. While not as frequently seen 

as in Rwanda, the number of CHH is still extremely high. Those children who do have parents often 

live in extreme poverty due to the lack of income-earning opportunities and the number of children 

within each family. While NGO‘s and the national government continue to help some of these 

children, it is recognised that many orphans, street children and children from impoverished families 

are still hopeless because organizations throughout the country cannot accommodate all of them. 

Once again, the need for and importance of CBNFYED projects in developing countries such as 

Uganda becomes apparent. 

Project Manager Biography 

Nambowa Ruth Bulyaba, a Ugandan citizen, has been the Executive Director and Founder of 

Another Hope Children‘s Ministry (AHCM) since its inception in October 2005. I made contact with 

her via email after reading about her project on the internet (which matched perfectly with 

CBNFYED project requirements) and thinking that as a local female project manager in a similar 

country and project context as Cathy is, any differences in opinion between the two women may be 

rather reliably attributed to their nationality (i.e. as a local vs. expatriate). Ruth (as she prefers to be 

 

PREFER Preschool students, April 2010 
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known) faced unimaginable challenges in her personal and family life – especially whilst trying to 

juggle family commitments with full-time university study – stemming from the desperate lack of 

income her single mother could make to care for 12 biological children. Despite the daily struggles 

and horror she faced, Ruth realised that children who don‘t have parents at all must suffer a lot more, 

and pledged to help those orphaned – and especially those with HIV/AIDS – once she graduated.  

In her own testament, after she graduated and was not already ―married off‖, Ruth described how her 

CBNFYED project was set up:  

―I went to the government office since I had 5 orphans that were not related to me, they did 

advise me to register as a community based organization. I searched the community that 

would have affected a lot with HIV/AIDS and it‘s not having international organization and 

this was Wakiso district. So I did go to the district offices and they registered me as a 

community based organization.‖ 

Project Characteristics 

AHCM is now an officially registered community-based organisation (CBO) committed to child 

development and advocacy for vulnerable children in the Nansana village of the Wakiso District, 

Kampala. Her AHCM project involves the shelter, care and non-formal education of 47 children – 

who were rescued from both poor/ single-parent families, and from slums and street dwellings – in a 

house rented by Ruth. AHCM has a focus on children with HIV/AIDS as Ruth believes these to be 

the most neglected by community and family members due to their disease. These children receive 

free medical treatment from one of the leading paediatric HIV/AIDS centres in Uganda, but Ruth is 

responsible for the additional food and transportation requirements. The project‘s main source of 

income has historically been Ruth‘s salary, but as she is now unemployed the only inflows are from 

donations, sponsors of children, arts and crafts the children make and AHCM T-shirts and music 

DVDs of performances by the students, comprising typically $50,000 USD per year. Ruth employs 5 

full-time staff who receive a monthly salary and 2 volunteers and 2 part-time staff who Ruth 

provides transportation expenses for. The project‘s future goal is to become self-sustaining through 

incorporating farming initiatives and poultry ownership that will help supply food on a continuous 

basis. 

 

Another Hope Children’s Ministry building (rented by Ruth) 
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4.2.3 Korvi Rakshand – The JAAGO Foundation, Dhaka/ Bangladesh 

Project Context 

Unlike the PREFER and AHCM project locations, the city of Dhaka – the capital of 

Bangladesh – is extremely vast with over 12 million residents and 725 mohallas, or 

villages. Similarly to the other two countries, however, it has a history of war, endemic 

disease, famine and environmental disasters (including floods, droughts and cyclones) that 

have left children without families in dreadfully poor slums or on the dangerously hectic 

streets. Such children have almost zero chance at attaining an education – both in formal 

and non-formal terms – as do those children in the most impoverished families, one third of 

whom reportedly cut spending on education to cope with rising food prices in a recent EFA 

survey (UNESCO 2010). Again, the necessity of CBNFYED projects becomes obvious in 

catering to the otherwise neglected needs of up to 4 million marginalised children across 

the country. 

Project Manager Biography 

Korvi Rakshand, a Bangladeshi national, was expected to take over his family business after 

completing his education. Instead, he chose to use his skills and education to help those unable to 

help themselves, prioritising the idea of sustainability to help his country develop to an 

unprecedented level. He was initially the project director of The Dhaka Project (TDP) – a similar 

grassroots organisation in the Gawair village of Dhaka – before he founded the JAAGO Foundation 

in April 2007. Joined by a group of colleagues and friends, Korvi set up JAAGO with the 

overarching intention of battling illiteracy and malnutrition in children living below the poverty line 

and rehabilitating them to better environments and social conditions, after which long-term and 

sustainable benefits could be experienced. He is a man dedicated to the betterment of the 

underprivileged and poverty-stricken children of Bangladesh, and has won numerous international 

awards and accolades for his tremendous work in beating the cycle of poverty through education for 

hundreds of the city‘s otherwise forgotten children. I met Korvi when I was volunteering at TDP in 

2009 when some of the volunteers went to neighbouring JAAGO to watch the National Day 

festivities put on by the children. 

 

Korvi (3
rd

 from right), myself (3
rd

 from left) and fellow volunteers at JAAGO, March 2009 
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Project Characteristics 

JAAGO, a grassroots charity organisation, began with a small-scale, Free-of-Cost English Medium 

School for the slum children of Rayer Bazar, Dhaka which provided international standard education 

to children from families with an average daily income below the International Indicator of Poverty 

(i.e. 2 USD per day). Since then, JAAGO has added one new class each year so that 280 students are 

now receiving non-formal education through the Foundation. It has already expanded into the Banani 

and Tangi townships and intends to continue expanding into every district of Bangladesh. It has also 

established satellite programs such as ‗Healthy Living‘, 'First Aid Centre' and 'Call for Hygiene' to 

ensure the continuous growth of the community physically and mentally. JAAGO receives 

approximately $70,000 USD per year through three main funding sources: child sponsorship (for $15 

USD/month from 200 sponsors), project/program sponsorship (from various corporate organisations) 

and donations.  

4.2.4 Sarwar Khaleque – Better and Sustainable Education Dhaka (BASED), 

Dhaka/ Bangladesh 

Project Context 

(See section 4.2.3 above) 

Project Manager Biography 

Like Korvi, Sarwar was expected to take over his father‘s business of selling foodstuffs in the 

Gazipur district on the outskirts of Dhaka when he completed his studies in 2006. However he too 

recognised a higher calling, relegating the inheritance of the business to his younger brother and 

using his meagre savings earned while studying to rent a small house and buy pencils, notebooks and 

colouring in books so some of the poorest street children in the area could spend their time more 

constructively and safely. His large, extended family support him in his work (e.g. his mother who is 

a nurse tends to the children when they are sick) and have become known as the ―shining angels‖ of 

the Joyna Bazar village. Sarwar currently works two or three days a week on small contracts during 

which time his sisters and mother look after the children. I was given Sarwar‘s contact details by a 

fellow volunteer at The Dhaka Project who I kept in contact with over the last 2 years.  

Project Characteristics 

BASED is a grassroots charity organisation dedicated to 

the care and non-formal education of street children in 

Joyna Bazar, Dhaka. It accommodates, educates and 

feeds 33 children who would otherwise have no home, 

education or food, using the minimal space within a 

small house and the adjacent empty block of land to do 

so. It focuses on interactive education techniques rather 

than memorisation of books (e.g. singing, dancing and 

playing sports) and is based on a curriculum developed 

by Sarwar to reflect the realities of the district he grew 

up in: that children are better served through practical 

means – such as teaching them how to plant seeds – that 

will benefit them in their real lives. BASED is funded 

by Sarwar‘s personal income and donations from local 

community organisations for up to $40,000 USD/year. 

 

Children at BASED, September 2009 
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The project received its first international volunteer in 2008, and since then has seen 9 more who also 

donate and raise awareness of the project – and thus further donations – back in their home countries. 

The following table presents a summary of the four respondents in my study. 

 
Table 4. Personal characteristics, geographical location and other project-related information about my respondents. 

Respondent 
Project 

name 
Nationality Gender Age 

Project 

location 

Years 

managing 

the project 

Funding 

received 

per year 

Cathy 

Emmerson 

PREFER Canadian F 57 Rwanda 8 $50k 

USD 

Nambowa 

Ruth Bulyaba 

AHCM Ugandan F 31 Uganda 4 $50k 

USD 

Korvi 

Rakshand 

JAAGO Bangladeshi M 25 Bangladesh 3 $70k 

USD 

Sarwar 

Khaleque 

BASED Bangladeshi M 26 Bangladesh 4 $40k 

USD 

 

4.3 Questionnaires 
 

4.3.1 The questionnaire guide 

The questionnaire can be found in Appendix 1. It began with some instructions for how to fill it in, 

and how to email it back to me once completed, then ―Section One: General Questions‖ was used as 

an introductory section where I asked for personal information (e.g. gender, age and name of project) 

that could be typed into text boxes beside each question. I then shifted to the main topics of the 

questionnaire. ―Section Two: Specific Challenges‖ contained all 34 specific challenges identified in 

the literature – grouped into the preordained challenge areas – and it was asked of the respondents to 

rank them according to their importance by putting a number in the columns adjacent. Each 

challenge area and its subsequent group of specific challenges was presented in a separate table for 

clarity and ease of understanding. ―Section Three: Challenge Areas‖ contained all 9 challenge areas 

in a table and it was asked of the respondents to rank them in their order of importance by again 

typing in a number in an adjacent column. A final open-ended question asked if there were any other 

challenges not mentioned that they thought to be important. The questionnaire concluded by 

thanking the respondents for their time, and asking them to check a box if they did not want their 

identity to be exposed in the academic work.  

In a critique of this instrument, it is acknowledged that it would have been better to ask the project 

managers to rank the 34 challenges in order of importance, regardless of which category they belong 

to. This would expose any disparities in the groupings I had made and also give a more accurate idea 

of which specific challenges are the most importantly regarded. However this was deemed 

impossible given the number of challenges (i.e. 34) and so the challenge area groupings were used. 

Also, I realised afterwards that giving detailed instructions may not be the most effective way to 
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elicit the required information, as it is entirely feasible that all challenges do not conveniently fall 

into a neat order and that some may be regarded as just as important as others. Finally, I reflected 

that instead of ranking from ―1 to 9‖, or ―1 to 4‖ et cetera, I should have asked my respondents to 

rank each challenge as high, medium or low in importance, as this would provide more valuable 

information than a number when that number is a product of my instructions rather than the project 

manager‘s perceptions. 

4.3.2 Submitting the questionnaires 

Once the structure, wording and formatting of the questionnaire was finalised, it was sent to one of 

the four target respondents to test whether its meanings were clear. The respondent chosen to test-run 

the instrument was Cathy Emmerson due to my more personal relationship with her, and her native 

language of English. The aim was to wait for her response back, check to see that she had completed 

it in the way that I had intended her to, and then send it by email to the other three respondents. As it 

happened, though, Cathy‘s only response was a strongly-worded email that criticised the contents of 

the questionnaire, saying that she did not even want to fill it in because it did not accurately reflect 

what she perceives are the everyday challenges of running her PREFER project in Rwanda. In this 

email, Cathy wrote: 

―I am finding that your choice of answers does not really tell the truth about Rwanda. The 

questions about women.....53% of our government is made up of women, we have more 

women in political power than any other country in the world. We have better internet access 

and cheaper phone usage than Australia. Your questionnaire does not allow the truth to come 

out. Rwanda has the largest solar power plant in the world.....I'm having difficulty with this.‖  

This was very interesting for me to hear, confirming a hypothetical notion that had begun to form in 

my own mind that the challenges identified in the literature are not overly relevant to CBNFYED 

project managers in the field today (from my own experience in the same context). I wrote back 

explaining that these are in fact challenges identified by academics, not myself, and to ―...please just 

rank the ‗academic challenges‘ in the most accurate way you can, then when it comes to the 

interviews I will make sure that your responses to the questionnaire are put in context.‖  

Given the limited time frame I had to complete the empirical research, and that Cathy‘s critique of 

the questionnaire was to do with the content (which was a product of my literature review and 

therefore unchangeable) rather than the instructions I had provided, I then immediately sent the 

questionnaires to Korvi, Ruth and Sarwar before waiting to receive Cathy‘s back (as I also knew she 

was on holidays at the time). As mentioned above, the full instructions for how to fill out and return 

the questionnaire were provided on the document, but these were repeated in the emails to all four 

respondents as well.  

4.3.3 Processing the data 

Morse et al. (2002: 18) state that ―collecting and analysing data concurrently forms a mutual 

interaction between what is known and what one needs to know. This pacing and the iterative 

interaction between data and analysis...is the essence of attaining reliability and validity.‖ By 

collecting the questionnaires back and processing the data in them before proceeding with the second 

stage of the empirical analysis (i.e. conducting interviews), this study maintains a high level of rigor, 

transparency and overcomes many of the criticisms of qualitative research strategies. The extent to 

which this questionnaire data can be ‗processed‘ however is minimal: given the interactive nature of 

constructivist studies like my own – where knowledge can best be elicited and refined through 

interaction between and among investigator and respondents – the data learned in the questionnaire 
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can be of only rudimentary assistance (Guba & Lincoln 1994). That is, while it is useful in initiating 

the required thought process in my respondents, and gives me an elementary idea of how important 

my respondents perceive the literature challenges to be, the most important empirical information is 

what will be learned in the subsequent interviews regarding why the respondents answered the 

questionnaire in the way they did. Hence, the completed questionnaires were mainly used as the 

basis for constructing the interview guide for each respondent, as will be outlined in the next section. 

It would also have been difficult to process the questionnaire data separately from the interview data 

as my respondents answered it in different ways. Ruth used some numbers more than once and some 

numbers not at all, while Cathy did not assign any numbers at all, instead writing a lot in the 

―OTHER‖ open-ended question section at the end. Korvi and Sarwar both gave a ranking from one 

to nine for the challenge areas, however this data only represents half of my sample so more 

statistical data processing could not even be done for these. Hence, as stated earlier, the main use of 

the data collected through the questionnaire was in structuring the interviews (i.e. starting with 

whichever challenge the respondent ranked as the most important in the questionnaire) and gaining a 

preliminary understanding of where the respondent stands in terms of the challenges they regard as 

the most and least important. 

 

4.4 Interviews 

The purpose of the interviews – the main hermeneutical and dialectical research technique used in 

the study in accordance with Guba & Lincoln (1994) – was to clarify why each respondent answered 

the questionnaire in the way they did, and uncover any further themes that may not have been 

adequately captured by the preliminary instrument. It was the main vehicle for carrying out the 

study‘s purpose: to understand whether the challenges listed in the questionnaire are actually relevant 

to project managers of CBNFYED projects in developing countries today, and if not, what some of 

the everyday practical realities are. I believe that for this part of the study, it helped tremendously 

that I was somewhat of an ‗insider‘ to the topic. That is, due to my personal relationship with two of 

the interviewees already, and an ability to relate to – and thus more thoroughly understand – most of 

the answers given by all four project managers, I perhaps elicited more information from the 

respondents than someone with less prior knowledge of the topic could have.  

Interviews are generally classified as either structured, semi-structured or unstructured in nature. 

Structured interviews typically follow a set order with a defined set of responses that can be 

statistically analysed by the researcher, whereas semi-structured interviews are much more 

responsive to the individual situation in which it is carried out, and thus statistical analysis is 

sacrificed (Saunders et al. 2007). Unlike unstructured interviews, however, semi-structured 

interviews still follow a generalised list of questions and topics, which is referred to as the interview 

guide and is highlighted in the following section. Most interviews lasted less than an hour, and all 

were conducted via Skype. 

4.4.1 The interview guide 

I constructed an overall interview guide to be used in all interviews which left room for changes 

depending on the participant‘s willingness to explore each question and theme. This can be found in 

Appendix 2. However any specific responses to questionnaire items that struck me as unusual or 

worth pursuing were obviously brought up in the interview on an individual basis. I decided to focus 

on the ranking of the nine challenge areas for numerous reasons: firstly, it was predicted that there 



 
Empirical Methodology 58 

would not be enough time to cover all of the 34 challenges identified in the literature, and secondly 

because it could even be detrimental to do so. If attention was drawn to these throughout the 

interview, it is possible that the participants may be constrained by the wording provided to them, so 

that instead of using their own creative thoughts and words they may resort to citing challenges from 

the preordained list of challenges that they already know to be theoretically important. It also 

complies with the theoretical methodology: the 34 challenges were never ranked in an order of 

importance but the 9 challenge areas were, hence eliciting a specific ranking of the 34 challenges 

would be futile.  

4.4.2 Conducting the interviews 

In accordance with the submission of the questionnaires, I conducted my first interview with Cathy 

Emmerson. This is for the same reason as before: I thought that it would be best to start with a 

person I am more comfortable speaking to (given our previous relationship) to build confidence in 

my interviewing skills and understand which questions can elicit the best responses from the rest of 

the participants. 

Before calling each respondent over the telephone, I emailed them to make sure they had a copy of 

the questionnaire they completed in front of them to allow for easier questioning and clarification of 

ideas. At the start of each interview I explained the purpose and goals of my research and explained 

how the data would be used. I asked the participants if I could record our interview and take notes as 

we conversed, which all interviewees agreed to. I then proceeded to the main topic of the interview 

which has already been highlighted to be the nine challenge areas and their individual rankings. I 

firstly asked each respondent if they are still happy with their rankings, and if they had numbered 

some of the challenge areas with a number more than once (e.g. Ruth gave ―1‖s to four challenge 

areas) I asked which of these they perceived to be the most important. This was done for all of the 

highest rated challenge areas first, then the lowest ones. That is, each interview was based around the 

few challenge areas that the respondent mentioned were the most important, and which they 

perceived to be the least important, as these extremes were thought to provide the most pertinent 

information about whether the challenges cited in the literature are actually relevant to CBNFYED 

project managers in the field. 

In terms of the actual questions themselves, I used a narrowing approach from broad to specific, 

opening up the conversation at the start with probing questions such as “Tell me about managing 

project financing...” to get the most original responses from the participants, then after I understood 

more about their real concerns I employed prompting techniques (such as asking them to “Please 

elaborate on what you meant when you mentioned ________”) to get more specific information. 

Ultimately, this technique enabled me to elicit the most personal perceptions of what challenges each 

respondent perceived to be the most important in the everyday running of his/her CBNFYED project, 

and therefore achieve maximum breadth and depth from each interview. At the same time, I was 

sensitive to the reactions of the participant and changed the topic if he/she became uncomfortable 

with my line of questioning. The responses to these questions are all outlined in the next chapter in 

section 5.2: The perceived importance and ranking of the nine challenge areas by the four project 

managers. 

After I had clarified all of the relevant themes in the questionnaire, I asked the respondents if there 

was anything they wanted to add that was not covered in the instrument. This was for the purpose of 

adding further value to the study: after it was clear that the challenges already cited by the literature 

were not exactly relevant to the CBNFYED project managers under study, it was a natural next step 

to try to uncover even some of the more relevant ones so that future research into the topic is further 

justified. Hence, my empirical methodology was greatly enriched by this final line of questioning. 
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The responses to these questions are all outlined in the next chapter in section 5.3: New challenges 

cited by the four project managers. I allowed some time at the end of each interview for the 

participant to ask further questions about the nature and intentions of my research then concluded 

each interview by thanking the interviewee. 

In total, four interviews were conducted with four respondents over a time period of eight days. The 

time span of each interview, the quality of the telephone connection and my overall judgement of the 

usefulness of the interview is summarised on the next page (ordered in the same way as before). 

Table 5. Summary of interviews 

Respondent Time of 

interview 

Quality of telephone connection Overall value of interview 

Cathy 

Emmerson 

56 minutes Very poor – she was in Rwanda and 

we were talking into computers 

instead of phones, had to call back 

due to dropped connection at least 4 

times 

Very good – she provided a lot 

of anecdotal evidence and was 

critical of the challenges cited 

by the literature 

Ruth 

Bulyaba 

43 minutes Good – I called the mobile number 

of her friend in the USA where she 

was staying at the time 

Good – she seemed unsure of 

her words at times but 

emphasised the challenge of 

meeting basic needs more than 

any other respondent 

Korvi 

Rakshand 

1 hour 14 

minutes 

Moderate – he was in London and 

we were talking into computers 

instead of phones, had to call back 

once due to dropped connection and 

background static 

Very good – he provided the 

most anecdotal evidence and 

clearly experienced different 

challenges than the other three 

respondents 

Sarwar 

Khaleque 

1 hour 9 

minutes 

Very poor – he was in Bangladesh 

and we were talking into computers 

instead of phones, called back twice 

due to dropped connection 

Good – he seemed slightly 

distracted but emphasised the 

importance of meeting basic 

needs like Ruth did 

 

In a critique of how I conducted the interviews, it is acknowledged that in some cases – after 

listening back to the taped recordings – I may have intervened too soon with paraphrased comments 

or clarifying questions when the respondent was simply pausing to think more about the topic at 

hand. Perhaps this comes from the ‗inside‘ knowledge I already have of the topic (i.e. trying to relate 

what they are saying to my own personal experiences and lack thereof) or my nature as a generally 

empathetic person (i.e. helping people to finish their sentences when struggling with words in 

English). Despite this, I believe such two-way interaction helped in fostering a more comfortable, 

relaxed and friendly atmosphere which not only made the discussions more interesting, but perhaps 

enabled more personal reflections to be made on behalf of the respondents. As Guba & Lincoln 

(1994) iterate, it is the interaction ―between and among‖ researcher and respondent that can uncover 

the truest personal constructions. 
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4.4.3 Processing the data 

Throughout each interview over Skype I was typing down notes and direct quotes at the same time. 

If I missed a word or thought I had misheard a word I would ask, “Sorry, did you say _____?” 

immediately after the respondent finished that sentence for clarification. This note taking did not 

impede the interview process or flow of questions as it was rudimentary at best, serving only to 

frame in my mind the most important thoughts of the respondents as they were aired. Immediately 

after each interview I re-read over my notes, adding explanatory sentences, elaborating on general 

ideas and making conceptual patterns between responses to different questions. This ensured the 

words of the respondent were still fresh in my mind, and minimised by personal influence on what 

was transcribed. As was mentioned earlier, the interviews were also recorded and referred back to 

during this data processing stage, as this allowed me to check the accuracy of quotes I had typed 

during the interview, search for other themes or patterns that I may have missed and so on. 

 

4.5 Ethical considerations 

Before any empirical research was conducted, I made contact with all four respondents to ask 

whether they would mind being a part of a master-level thesis. All said they would be happy to, and 

agreed via email that I could use their names in the document. To make sure I included a clause in 

the questionnaire that allowed them to remain anonymous, but no-one checked the box. In the 

interviews I asked again whether their responses could be quoted word-for-word in the thesis and all 

gave their consent.   

I also considered whether response bias was likely to occur. A friend who conducted a similar study 

based on participant perception warned me that participants often enquired as to whether they would 

receive compensation for the information they were sharing, and thus the risk of response bias (i.e. 

saying what they think I want to hear) is heightened. I tried to overcome this challenge by explaining 

in detail the intentions of the study and how the information would be used; however it is recognised 

that any study that focuses on data solely from participant perception will always run the risk of 

response bias. 
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5. EMPIRICAL FINDINGS 

 

5.1 Introduction 

The purpose of this chapter is to present the empirical findings from the two main empirical research 

methods: the preliminary questionnaire and semi-structured interviews (as it was stated in the 

previous chapter that the third method – observations – mainly informed the preconceptions of the 

study and not the actual empirical findings). The questionnaire provided a tangible instrument from 

which to refer to, while the interviews were recorded verbally and then later analysed.  

The chapter is structured around Guba & Lincoln‘s (1994) empirical methodology process. That is, 

the first step of the hermeneutical and dialectical methodology used in constructivist research 

paradigms like my own is to elicit and refine individual respondent constructions of reality through 

interactions between respondent and researcher, and secondly to create a consensus construction of a 

single reality that can be said to best represent all respondents (i.e. the four project managers) and, by 

association, all individuals and groups in the wider societal context (i.e. CBNFYED project 

managers in developing countries). Therefore, the first two sections will outline the empirical 

findings from the questionnaires and interviews in terms of the rankings given to the challenge areas 

by the four project managers, and any additional challenges they cited in the questionnaire and 

interviews that the literature had neglected to consider. The third section will then outline the four 

constructions of reality that the researcher came to understand based on these empirical findings. 

These four individual constructions will then be used to underpin the broad consensus construction 

of reality that will be outlined in section 5.5, which was created by this author to best represent 

CBNFYED project managers in developing countries today. This is, after all, the ultimate aim of my 

constructivist research paper, allowing me to finally understand whether the consensus reality of 

CBNFYED project managers is in fact similar to the consensus reality perceived by project managers 

of other development project types (which was portrayed in the literature and subsequently 

calculated by this author in Appendix 5). This process can be summarised as follows: 

 

5.2 The perceived importance and ranking of the nine challenge areas by 

the four project managers 

The first step in Guba & Lincoln‘s (1994: 111) hermeneutical and dialectical methodology is to 

reconstruct the previously held constructions of reality that respondents perceive, which under the 

relativist ontology are acknowledged to be individually held and thus ―multiple, apprehendable and 

sometimes conflicting‖ in nature. To do so, the data collected from the questionnaires and interviews 

must firstly be deciphered, the results of which are presented in this section. This is in accordance 

with the study‘s fifth research question: 

5. What, if any, are the main areas of difference and similarity between responses 

from the four project managers? 
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5.2.1 Cathy Emmerson‟s responses 

Cathy‘s questionnaire was the second I received back, after she had expressed concern with the 

wording and content of the instrument at the beginning of my empirical research process (as 

mentioned in the previous chapter). As in all interviews, my plan was to initiate conversation about 

the challenge areas perceived as most important first, then those perceived as the least important (as 

respondents obviously have stronger feelings for those challenge areas ranked at the extreme ends of 

the scale) before talking about the middle-ranked ones, if time permitted. Given that Cathy had not 

ranked the challenge areas at all in her questionnaire, I had to ask her to talk about the ones she 

thinks are the most important and why, and the ones that are the least important and why. Then, the 

plan was to open the discussion to talk about any new challenges she thought were more relevant 

than the ones she had already said were unsuited to her situation in the email above. At any rate, it 

seemed as though the overall relevance of the challenges identified in the literature that theoretically 

pertain to project managers running development projects in developing countries was not high in 

Cathy‘s case. Section Three of Cathy‘s completed questionnaire looked like this: 

 

No. Challenge area Ranking 

i  Managing project team members  

ii  Managing community involvement  

iii  Using project management practices  

iv  Managing project financing  

v  Managing political stakeholders  

vi  Operating in the developing country context  

vii  Maintaining student commitment  

viii  Managing project procurement  

ix  Other school management challenges  

x  OTHER, please specify: 

The greatest challenge I have is 300 children want to come to school and I have only 4 

classrooms..... so far.   

 

It makes all the difference in the world when there is a good government that puts 

education first, the gov‘t does not have the means to financially support us but 

everyone from the Executive Secretary to the Mayor and Governor offer me an open 

door policy for any questions or concerns I have.  The Education Minister has been 

instrumental in our school project.  When I moved to Rwanda in 2003 there were 

800,000 children attending primary schools thru out the country.  In January 2010 (the 

beginning of the school year) there were 2.3 million children registered for primary 

school.  The number of schools built and teachers trained in 7 years has been amazing.  

In my district of Musanze we have a population of 350,000.  65% of our population is 

under 18 years of age,  35% of our population is in primary school.   
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It was the least structured of all four interviews, and also the most problematic in terms of how clear 

the Skype line was and with constant breaking up of connection. I began by asking Cathy why she 

felt the questionnaire did not allow the truth to come about the real-life challenges she faces in 

managing her project, and her first example was the specific challenge of ―managing the project in a 

society with high security concerns‖ within the operating in a developing context challenge area. She 

said that ―Many countries are impoverished because the Government is bad: here it‘s because we had 

a genocide. So many of those questions relate to those countries who have bad governments. If I was 

in DRC and answered that question, that would be a big priority.‖ Cathy had the same opinion for all 

specific challenges within this challenge area as can be seen below: 

Challenges Ranking 

Managing the project in a society with high 

gender disparity (i.e. female marginalisation) 

Not an issue in Rwanda 

Managing the project in a society with rapid 

population growth and extreme poverty 

Poverty is lessening with each passing year, there is 

optimism within the population and each opportunity 

given them is made the most of 

Managing the project in a society with a huge 

rural/ urban divide 

I don‟t believe we have huge rural/urban divide 

Managing the project in a society with high 

security concerns (e.g. kidnapping of 

children or volunteers) 

We do not have high security concerns.   

 

She then touched on the issue of managing political stakeholders by saying that: ―Part of the reason I 

am here in Rwanda, and that the project is so successful, is that I can follow the leadership of the 

government, and it‘s a good one.‖ Unlike Ruth, Korvi and Sarwar, Cathy emphasised how important 

it was to work with the government to achieve project success. 

Challenges Ranking 

Maintaining good communication and inter-

personal relationships with government 

officials 

1.  The gov‟t has what is called Vision 20/20 where 

they want the country to be by 2020.  All districts run 

on a 5 year plan, because I follow the vision I have 

never had any objections from any gov‟t official...they 

are helpful and informative, teaching me to give a 

hand up not a hand out ensuring my projects run 

smoothly and my donors get the most out of their 

donation and the community gets the most out of the 

aid offered them 

Dealing with unwanted governmental 

interference in the running of the project 

Doesn‟t happen 

She then said: 

―For the challenges about recruiting, teaching and motivating the teachers... once again the 

government has been really helpful with that in that they‘re putting a lot of money into teacher 

training and have just increased the wages for teachers.‖ 
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This again shows how favourable her relationship is with the government and how irrelevant the 

challenge area of managing political stakeholders is to her personally, as well as the managing 

project team members challenge area. However, she did acknowledge that: ―There is still a problem 

of getting the teachers... we have the young people getting the training but we just don‘t have the 

manpower yet.‖ This complies with her ranking of the specific challenge of ―recruiting the right 

teachers for the right job‖ in Section Two: 

Challenges Ranking 

Recruiting the right teachers for the right job 1 

Training the teachers 2 

Motivating the teachers  4- having a steady paycheck is all the motivation 

they require 

Managing a workforce of international team 

members 

3 

 

Cathy‘s answers to the maintaining student commitment challenge area in the questionnaire had 

previously struck me as interesting, so when there was a long break in the conversation I asked her to 

comment on how hard it is to maintain student commitment in her project.  

Challenges Ranking 

Ensuring the children regularly attend school The children arrive at school before the teachers.   

Ensuring the classroom learning process is 

effective (e.g. dealing with disruptive 

behaviour) 

The children are so happy to be at school there is 

not a big problem with behaviour.  If there is acting 

out the punishment is to be sent away from school 

for the remainder of the day.....it has never 

happened twice. 

Deciding on an interesting yet appropriate 

curriculum 

Anything is interesting to children that have only 

rocks to play with at their homes 

Overcoming any problems associated with 

English-only instruction 

We have English and kinyarwanda 

 

Her answers matched these responses. In fact, Cathy reiterated that the problem is not in preventing 

students from being truant and disinterested but is actually the opposite: that ―we had over 400 

students wanting to be in school this year and we could only take 160.‖ This is the same challenge 

she emphasised in the open-ended question at the end of the questionnaire, saying: ―the greatest 

challenge I have is 300 children want to come to school and I have only 4 classrooms..... so far.‖ 

―The punishment for bad behaviour is that if you don‘t act nice you have to go home, and they 

always sit at the front gate crying until we let them back in again cause they don‘t want to 

leave, it‘s more fun at school‖ 
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I then opened up the conversation by telling her to comment on whatever she wanted to. She picked 

out the using project management practices challenge area so obviously feels rather strongly about 

it, and said:  

―Maybe number three, using project management practices, that‘s a challenge because not 

everyone here understands them. When I have a lot of volunteers here we can put projects into 

place much easier than when it‘s just me trying to teach 4 teachers how to do a project – I don‘t 

have the language skills and even my translator can have the language skills but still not 

understand what I‘m talking about as it‘s something they‘ve never done before.‖ 

She then brought up the managing project financing challenge area, saying: ―Project financing is 

important, but it‘s not difficult if you stay honest and keep up with it all the time.‖ It became clear 

that Cathy believes accountability and trust are important factors in increasing the number of donors 

to the project.  

―Having the school building now where people can see where the money went and that it was 

spent correctly has made a lot of difference. Getting the money isn‘t difficult but I also don‘t 

try to go for huge dollars and huge projects. I‘m still small enough that people don‘t just hand 

over $100 and say ‗here you go, good luck‘... they want to see that they have given medical 

insurance to two people, and it is that part of showing accountability that I find really important 

because then they trust me.‖ 

In terms of managing project team members, Cathy stated that ―Everyone is enthusiastic... it‘s a 

minor challenge.‖ Managing project procurement, other school management issues and managing 

community involvement were not issues raised by Cathy in the interview, and given the time that had 

elapsed I deemed it unnecessary to do so. I asked Cathy if she had any questions for me, thanked her 

for her time and cooperation and concluded the interview. 

 

5.2.2 Ruth Bulyaba‟s responses 

Ruth‘s questionnaire was the first I received back. After glancing at her ranking of the 9 challenge 

areas it was immediately obvious that her perceptions of the most important challenges in the 

management of her CBNFYED project did not match with the literature‘s. According to Ruth, the 

last four challenge areas appear to be more important than the first five challenge areas, which quite 

clearly demonstrates that what the literature emphasises as the most important challenges of 

managing development projects in developing countries may not in fact be the same in the 

CBNFYED project context. Her use of numbers more than once instead of from 1 to 9 was initially a 

source of despair, however I soon realised that this was a positive sign and that my strict instructions 

were in fact ineffectual (see section 4.3.1 for more reflection on this). Her responses to Section Three 

are shown on the next page. 



 
Empirical Findings 66 

 

Following the interview guide, then, I firstly asked Ruth if she was still happy with the rankings she 

had given in the questionnaire before moving on to the focus of the interview: to find out why she 

had ranked the challenge areas in the way she did. Therefore, as Ruth answered the questionnaire in 

an alternative way to what I had predicted (i.e. awarding numbers more than once) I had to deviate 

from my interview guide by firstly asking her to rank again the challenge areas she had given ―1‖s to 

in a separate order of importance, before asking her to explain why she thinks any one challenge area 

is the most important. Immediately she said that managing project financing is the biggest challenge, 

explaining that both getting the money and spending it on the appropriate things are equally difficult 

(which complied with her awarding of ―1‖ to both of these specific challenges in Section Two of the 

questionnaire). She elaborated that when you do have money, the biggest problem is of trusting 

project team members to spend the allowances given to them on the right things (e.g. on food for the 

children instead of personal items for the team member). Ruth then emphasised the difficulty of even 

getting to this stage, repeating that: ―You never know, you never know whether you will have 

enough money to buy food or other supplies‖. 

Ruth then cited operating in the developing country context to be the second most important 

challenge area, however in the questionnaire it appeared that none of the specific challenges listed 

were overly relevant to her situation: 

Challenges Ranking 

Managing the project in a society with high gender disparity (i.e. female marginalisation) 4 

Managing the project in a society with rapid population growth and extreme poverty 4 

Managing the project in a society with a huge rural/ urban divide 2 

Managing the project in a society with high security concerns (e.g. kidnapping of children 

or volunteers) 

2 

 

No. Challenge area Ranking 

i  Managing project team members 2 

ii  Managing community involvement 2 

iii  Using project management practices 3 

iv  Managing project financing 1 

v  Managing political stakeholders 5 

vi  Operating in the developing country context 1 

vii  Maintaining student commitment 2 

viii  Managing project procurement 1 

ix  Other school management challenges 1 

x  OTHER, please specify:  

Commitment of staff to perform their duties 
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This shows that what the literature believes to be the main problems associated with running projects 

in developing countries may not in fact be true in the real-life context: that perhaps the ―Western‖ 

academic view of developing country issues (e.g. gender disparity) are not really felt by people in 

those contexts at all. Instead, Ruth talked about the problem of government corruption as the main 

challenge of operating in the developing country context: that always having to pay government 

officials to do even the most insignificant task within their job description is something that Ruth 

thinks is especially apparent in developing and not developed countries.  

The other two challenge areas she ranked in the questionnaire as being of highest importance – i.e. 

managing project procurement and other school management challenges – were not mentioned by 

Ruth in the interview. However it appears that she thinks procuring ―adequate school supplies for 

specific subjects like science‖ is not an issue at all, giving it a ―4‖ whilst giving the geographical and 

community-network challenges ―1‖s. Likewise, it is obvious that ―installing telephones at the 

school‖ is perceived to be an irrelevant challenge by her awarding of a ―4‖ in the questionnaire. This 

is possibly for the same reason that Cathy stated: that mobile phones are ―everywhere‖ and are the 

only way people contact each other anymore. 

At this point in the interview I deemed it valuable to switch to the challenge area that stood out as 

being the least important in the questionnaire: that of managing political stakeholders. In the 

questionnaire Ruth gave this a ―5‖, which was significantly lower than the nearest ranking of a ―3‖, 

of which there was only one as well. Therefore, I thought it would be useful to understand why Ruth 

thinks this challenge area is so unimportant, as indeed in the literature it is the fifth most important 

challenge cited by all sources.  

Despite this significantly lower ranking in the questionnaire, Ruth raised many concerns about 

working with the government when prompted in the interview. She said that the biggest problem and 

frustration is that Government officers have to be paid every time you want something done for you 

– that ―nothing comes for free‖ and that this is certainly a result of corruption like was seen in the 

operating in the developing country context challenge area. Worse still, she said that she cannot 

access the international donations intended for her project because government members do not 

redistribute them, meaning ―the money doesn‘t reach to the people who need it‖. As a result, Ruth 

says she ―do not need or want to work with political stakeholders‖ as politicians simply take her 

money without fulfilling their responsibilities in return.  

Now that the challenges Ruth stated as being the most important and least important in the 

questionnaire had been addressed, I had to decide whether to proceed with the challenge areas ranked 

with ―2‖s and ―3‖s or with the answer she had given to the open-ended question at the end of the 

instrument. In the interest of keeping the interview as short and concise as possible I asked Ruth to 

elaborate on the response she had given to the open-ended question, as it is the purpose of this study 

to uncover the most relevant challenges project managers of CBNFYED projects themselves 

perceive to exist. Ruth‘s response to this will be outlined in the next section (i.e. new challenges 

cited by project managers).  

Some final points worth mentioning is that Ruth rated ―recruiting the right teachers for the right job‖ 

as significantly more important than any other challenges in the managing project team members 

challenge area in the questionnaire, but did not mention it once during the interview. In terms of 

managing community involvement, it was obvious in the questionnaire that ―managing parental abuse 

of the project‖ is not a problem at all for Ruth, as can be seen on the following page: 
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Challenges Ranking 

Building awareness in the local community of the project 1 

Finding out what parents and local community members want from the project 1 

Promoting urgency and accountability for change by parents and local 

community members 

1 

Dealing with parental abuse of the project (e.g. pulling children out for home 

and work duties during school hours) 

6 

Maintaining good communication with the local community 1 

Managing parent-teacher relations 3 

This she clarified in the interview by saying her relationships with parents is always good as they 

appreciate the selflessness of her actions in caring for their children in ways they could not. Using 

project management practices was not mentioned in the interview, despite the specific challenges in 

the latter challenge area all receiving ―1‖ and ―2‖ rankings in the questionnaire. Finally, the 

managing student commitment challenge area was not brought up by Ruth per se, but it was a 

concept she referred to when I asked her at the end whether there was anything else she wanted to 

add that was not already mentioned. It will therefore be covered in the next section. 

 

5.2.3 Korvi Rakshand‟s responses 

I experienced some delay in receiving Korvi‘s questionnaire back due to his extremely busy schedule 

in November, involving the organisation of JAAGO‘s annual flagship event – Universal Children‘s 

Day – on the 11
th

 and then departure to London to receive an award and attend meetings until the 

30
th

. Nevertheless, I received his questionnaire back and on the same day conducted the telephone 

interview with him while he was in London. Section Three in Korvi‘s questionnaire looked like this: 

 

No. Challenge area Ranking 

i  Managing project team members 2  

ii  Managing community involvement 4  

iii  Using project management practices 6 

iv  Managing project financing 3  

v  Managing political stakeholders 9 

vi  Operating in the developing country context 8 

vii  Maintaining student commitment 1 

viii  Managing project procurement 7 

ix  Other school management challenges 5 

x  OTHER, please specify: 
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Again, the interview guide dictated that I begin with the highest ranked challenge areas, then the 

lowest, before moving to the middle-ranked challenges if time permitted. His clear rankings made it 

easy to understand his perceived order of importance, so I began by asking why he thinks 

maintaining student commitment is the biggest challenge he faces in the everyday running of his 

project. Like Cathy and Ruth both explained, Korvi believes the challenge is not in motivating the 

children themselves, but in mitigating other factors that may prevent the children from attending 

school. According to Korvi, ―maintaining student commitment is one of the biggest challenges we 

face, and also what I think is most important for our project right now, because although the children 

are very motivated, often you will see that after one year or two years maximum they will drop out.‖ 

He explained that due to the temporary, unstable work their parents typically rely on, children are 

often pulled out of school to earn money on their behalf, thus the root problem is having to overcome 

the opportunity cost of capital the parents have in using their children to generate income. Korvi 

explained how JAAGO is working to overcome this obstacle by running a sewing centre where 

single parents can work to earn a stable income. 

I then prompted him to talk about the second most importantly-rated challenge area: managing 

project team members. According to Korvi: 

―The first thing is, to run your project you need your beneficiaries, who are the children. Then 

to take care of the beneficiaries, the second most important thing is the people who will run the 

project... the second challenge that we think is important is the team members, as the only 

reason we are expanding is their commitment.‖ 

Thus it appears he believes managing project staff and volunteers is fundamental but not actually a 

major challenge in his project, stating that: ―Because we have a dedicated team, a passionate team, 

that‘s why in 3 years we are going so fast. 100% credit of JAAGO goes to each and every staff 

member and volunteer.‖ This also matches with his ranking of the specific challenges in Section 

Two, where he rated ―recruiting the right teachers for the right job‖ as the most important challenge 

and ―managing a workforce of international team members‖ as the least. He also says: ―...[in 

JAAGO] people don‘t work for money, they actually have the passion, but of course they need 

money to work‖, and that ―...for 2 years JAAGO was a volunteer organisation, and now we are 

giving them only a very average money, like an allowance that they spend every day.‖ Hence 

Korvi‘s perception of the importance of managing project team members was made absolutely clear. 

The third most important challenge area ranked in the questionnaire is managing project financing. 

As Korvi states: ―After you can hold onto your members, and run the project, you need quality 

things. Quality people, quality things... that‘s where money comes in.‖ When clarifying why he rated 

this as the third most important challenge, he said that ―...there was a time money was a problem, but 

what I see now is that if you really work, work hard, then money comes in and out... that‘s not a very 

big problem.‖ He gave an anecdote about his past experience with the US Embassy:  

―The US Embassy, right now they are after us. There was a time when we went to their door, 

and now they are coming to us.... they can see that we don‘t use big sponsors, big corporates, 

because they have too many criteria, for example they look for quantity rather than quality, and 

we go for quality... so we say these are our things and if you go with us then we‘ll take the 

funds.‖  

 Hence it is again clear that although Korvi does not appear to encounter great difficulty in securing 

funds now that his project is bigger and more widely-known, he believes managing project financing 

to be one of the most fundamental project aspects. He believes that funding is the first obstacle that 
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needs to be overcome before the other challenge areas even come to exist, saying ―when I have the 

money, we are getting all these other things...‖ 

Managing community involvement was the fourth highest rated challenge area in Korvi‘s 

questionnaire, and completes the list of what he considers to be the topmost important challenge 

areas out of the total 9. Korvi explains why it is belongs in the same category as managing students, 

teachers and money: ―It‘s very highly important because initially we thought that in the area we are 

located we could get mugged and there would be problems, but when the locals started realising we 

are there for good reasons they started helping us.... starting from finding a place, walking me out 

from work to a safe place and so on.‖ Again, it is clear that Korvi believes this challenge area was 

more pronounced when the project was started as opposed to now, as community support is not only 

important in creating a safer environment in which to run the project, it is a basic necessity if the 

CBNFYED project is to have beneficiaries.  

Following interview protocol I then asked Korvi to tell me about the least important challenge area 

ranked in the questionnaire: managing political stakeholders. He said that: ―Number one, we don‘t 

want political people to get involved here, because in Bangladesh, if you get involved with any 

political party, the next government in 5 years time will make sure the project is shut down.‖ This, 

Korvi explained, is to do with competition between parties, so he never invites political figures to 

JAAGO events despite the huge media coverage this would attract, as this would only last for 5 years 

anyway. With regards to his relationships with local governmental ministries and bodies, he further 

showed this challenge area‘s insignificance by saying that: ―no-one dares to make trouble because of 

my personal background... my dad was into politics so all his friends are in high places... these are 

the things that saves us.‖ 

Operating in the developing country context was also discounted by Korvi as relatively unimportant, 

especially the specific challenge of ―managing the project in a society with a huge rural/ urban 

divide‖ given his location in Dhaka, a megacity with much better infrastructure and social amenities 

than more rural villages. ―In Dhaka I get a lot of volunteers and teachers, but when we go to villages 

that we are planning to expand into we are worried about getting good teachers... that‘s a concern but 

I‘m sure we can overcome that.‖ 

Korvi went on to say that the remaining three challenge areas – managing project procurement, 

using project management practices and other school management practices – fall into a ―middle 

level of importance‖. I did not go into detail about these given the interview had already surpassed 

one hour, but he did mention that managing project procurement is ―definitely important, very 

important, but in terms of the other things it is less important... we have a person who is managing all 

the stocks.‖ 

As before, I then asked Korvi if he would like to add any new ideas that had not already been 

covered, and he said that: 

―The problem we are facing is created by the parents... they don‘t want their children to come 

in the slums and work because they are unsure what will happen to them. A lot of girls face 

problems from their boyfriends... they don‘t want them to work here. These are some of the 

most important issues we face.‖  

―The volunteers are very passionate, just sometimes because of the location their parents are 

worried.‖ 
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Hence it appears that in his current position as project manager of JAAGO, Korvi sees challenges 

related to managing his students and staff as ever more important than the financial challenges he 

experienced in the beginning.  

―I remember when we were just starting, I myself used to do the accounts, then at night I 

would email all the details to a friend who would do the bookkeeping... I used to teach the kids, 

buy whatever stationery we need and I even used to clean the rooms because we couldn‘t get 

enough people to volunteer.‖ 

When asked about the overall relevance of the challenges written in the questionnaire, and after 

telling him that they are what the literature has to say about development project management in 

developing countries, Korvi said that they are somewhat accurate but not completely as ―...most of 

the books that are written are by the very high, high officials in UNICEF or Save the Children, but 

these people never work in the ground.‖ 

 

5.2.4 Sarwar Khaleque‟s responses 

Sarwar‘s questionnaire was the third one I received back. Like the responses of Ruth and Korvi, it 

was immediately obvious that Sarwar perceived the challenges identified in the literature in a very 

different order of importance than what is portrayed by academics. His rankings in Section Three 

looked like this: 

 

 

No. Challenge area Ranking 

i  Managing project team members 9 

ii  Managing community involvement 3 

iii  Using project management practices 8 

iv  Managing project financing 1 

v  Managing political stakeholders 7 

vi  Operating in the developing country context 4 

vii  Maintaining student commitment 2 

viii  Managing project procurement 6 

ix  Other school management challenges 5 

x  OTHER, please specify: 

Making these projects sustainable in the long run is always challenging. My 

minimal income makes it hard to run the project, as community sources do not 

contribute much. Other sources are – the subscription of the community 

stakeholders/cooperatives, donations from local government... but these are not 

enough to be sustainable. 
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This was my fourth and final interview, beginning as usual with the challenge area Sarwar rated as 

being the most important, that of managing project financing. This perception is the same as Ruth 

and is also what Korvi agreed was his biggest challenge when JAGGO was smaller and less-well 

known. Sarwar explained that: ―Getting money is challenging for many reasons... there are many 

charities fighting for funds in the same region, there are legal obligations when you want to take 

money from some companies, people want to see how you are spending it... it is hard.‖ He went on 

to say that due to the very local nature of his project, with almost zero contact with the outside world, 

it was initially difficult to find people to donate. He states: ―The biggest problem is not getting 

people to give the money, it‘s finding them in the first place.‖ 

The second most important challenge perceived by Sarwar is maintaining student commitment. His 

ranking in the questionnaire struck me as interesting because he prioritised ―deciding on an 

interesting yet appropriate curriculum‖ as the biggest challenge, yet in his testimony of his project he 

emphasised the different of his school to the formal system in being more interactive and reality-

based.  

Challenges Ranking 

Ensuring the children regularly attend school N/A 

Ensuring the classroom learning process is effective (e.g. dealing with 

disruptive behaviour) 

2 

Deciding on an interesting yet appropriate curriculum 1 

Overcoming any problems associated with English-only instruction 3 

 

I asked him to clarify this for me in the interview, and it became clear that like Korvi had 

occasionally done, he ranked the specific challenges in the order of importance to the project rather 

than in terms of the degree to which they are a challenge. Obviously, the specific challenge of 

―ensuring the children regularly attend school‖ does not apply given they actually live at the school. 

Managing community involvement was the third most importantly rated challenge area by Sarwar, 

despite the following responses to the specific challenges in Section Two of the questionnaire:  

Challenges Ranking 

Building awareness in the local community of the project 2 

Finding out what parents and local community members want from the project N/A 

Promoting urgency and accountability for change by parents and local 

community members 

3 

Dealing with parental abuse of the project (e.g. pulling children out for home 

and work duties during school hours) 

N/A 

Maintaining good communication with the local community 1 

Managing parent-teacher relations N/A 

 

 

 



 
Empirical Findings 73 

Sarwar‘s initial comment on why this is such a big problem despite the apparent irrelevance of the 

specific challenges (as seen in the questionnaire) was that:  

―This education program is needs-based. We educate the children in a way that will help them 

in the long run... they can easily apply it to their everyday lives. We must keep good relations 

with community so the children can get jobs later...they know where the children were 

educated and so they want to help them.‖ 

Hence his ranking of the specific challenges in Section Two made more sense, and the importance of 

the overall challenge area became clear. 

In the interests of being rigorous I then questioned him on the fourth most important challenge area – 

operating in the developing country context – before moving to the least importantly-rated challenge 

area. Sarwar had a lot to say about this, much of it the same as what Ruth iterated in her account of 

the most fundamental real-life, everyday challenges faced in running her AHCM project: 

―In poverty people don‘t get motivated for education but gets busy with survival. Street 

children grow up to think stealing, begging and rough living is the only way to survive – they 

don‘t want to go to school to waste time... also in remote places providing good education 

facilities and finding money for this is hard.‖ 

When asked about the low ranking he had given to the ―managing the project in a society with high 

security concerns‖ challenge, however, he did say that: ―In Bangladesh the security is much better 

than lot of developing countries. It‘s hard to find any cases of kidnapping of children or volunteers in 

Bangladesh.‖ 

I then shifted to the lowest ranked challenges – managing project team members and using project 

management practices – to try and understand why Sarwar believes them to be less important, and 

how much so. I asked Sarwar to explain what he thinks about the managing project team members 

challenge area and he replied that due to the small-scale, family-based nature of his project he did not 

encounter problems with motivating them to teach and so on. He did reflect that for other project 

managers of bigger, less community-embedded projects, recruiting teachers would definitely be a 

challenge as it‘s hard to find skilled teachers living in the local community or willing to go there to 

teach. He also said using project management practices is not a big challenge for the same reasons: 

BASED is very small and has a big support group locally so things like scope control, contingency 

allowances and showing accountability are not important in the everyday running of the project. 

At this point I decided to open the interaction up to see if he wanted to add any new thoughts or ideas 

that had not already been covered, but he seemed shy and slightly distracted by the children who I 

could hear screaming and shouting in the background. Thinking it best to wrap up – and given that 

the telephone line had been breaking up at increasingly regular intervals – I thanked Sarwar for his 

time, asked him if he had any questions for me and concluded the interview. 
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5.3 New challenges cited by the four project managers 

 The purpose of this section is to outline the challenges perceived by the four project managers that 

have not been mentioned in the existing literature (at least not in the sources used in this paper) and 

thus have not already been presented above. It is important to include these separately as firstly, they 

add value to the current education development and project management fields of literature and 

secondly, they are essential in reconstructing the four project manager constructions of realty that 

will be done in the next section. It fulfils the study‘s sixth research question: 

6. Do the project managers cite any new challenges not previously considered by the 

literature? 
 

 

5.3.1 Cathy Emmerson 

When asked to tell me about any other challenges that are important to her yet not covered in the 

questionnaire, Cathy said that: ―What is important to me, and what is a challenge in ensuring we do it 

correctly, is making sure that we help the right people, and making sure it‘s a ‗hand up and not a 

hand out‘‖. She went on to explain that the most important thing is to get people to take 

responsibility for achieving their own education goals, as in third world countries where many 

people don‘t have an education this is not always a high priority. The literature does not ever reflect 

this challenge, mentioning only that getting community members to take responsibility for change in 

the project could be a challenge faced by development project managers in developing countries.  

She also stated that:  

―What‘s a challenge is in the summertime we get a lot of volunteers, and often they go off on a 

tangent and teach the children what they know how to teach instead of teaching what needs to 

be taught... so sometimes it‘s reigning in the volunteers who are here. We had 37 volunteers 

this year, so it‘s a lot.‖  

This is a challenge to do with managing project team members but is not something reflected in the 

literature thus far, which only focuses on the recruitment, training, motivation and coordination of 

teachers rather than actually managing what they actually teach. In the CBNFYED projects that rely 

heavily on volunteers – and indeed all international projects that do the same – this could in fact be 

one of the most significant challenges faced by the project manager to ensure that the children 

receive a coherent, systematic and thus more complete education over time despite a regular change 

of teachers. 

5.3.2 Ruth Bulyaba 

As was mentioned in section 5.2.2 above, in the open-ended question at the end of the questionnaire 

Ruth added a new challenge to the list: ―commitment of staff to perform their duties‖. In the 

interview, she elaborated upon this to mean that the biggest problem to do with managing project 

team members is not any of the four mentioned in Section Two of the questionnaire, but is in getting 

them to stay with the project for a long period of time given the little remuneration they get. Rather 

than recruiting, training, motivating and managing team members – which the literature emphasises 

as being the most important staff-related challenges in development projects in developing countries 

– Ruth emphasises the problem of retaining staff to work for very little pay, as most leave after a 

short period of time to seek higher wages elsewhere. I believe this is an important observation, 
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adding knowledge to the education development and project management fields of literature that can 

perhaps be researched further in the future. 

Secondly, Ruth mentioned that the root cause of education challenges is a combination of contextual 

factors rather than any unwillingness to learn on the children‘s behalf. Ruth iterates that students 

definitely like to go to school, but: ―they lose motivation quickly as they start the day with no 

breakfast... then have to fetch water... they have no shoes on... and they are walking in the dirt as 

there is not transportation.‖ This in turn means students often arrive late to school and perform 

poorly because they missed some class, all problems stemming from unchangeable conditions such 

as the rural location of the school and the harsh and unpredictable local environment in which it 

operates.  

Finally, Ruth mentioned a challenge that was not once referred to in the literature: procuring medical 

supplies. I first saw that Ruth had considered this a significant problem on her website, where she 

listed some areas of the project she needed donations to improve. When she did not mention it during 

the interview, I asked her at the end if she considered it to be a relevant challenge and she replied 

that ―yes, it is really, really a problem.‖ Ruth went on to explain that rural villages typically rely on 

herbal remedies as a single doctor appointment can cost up to $5 to $10, but the risk is that ―you 

never know if it will work.‖ She said that ―with malaria now we are in bad trouble‖, and that despite 

seeking friends to donate and even help apply the medicine, she faces the problem that ―if you find 

money for medicine you may fail to have enough for food.‖ As Ruth states, ―one is no good without 

the other.‖ Again I believe this new challenge adds value to the existing literature, and is an 

important one for NGOs and project managers themselves to be aware of when planning and 

executing development projects of all types in the future. 

5.3.3 Korvi Rakshand 

Korvi also mentioned the challenge of retaining staff to work for little or no pay, but this was said to 

be experienced at the start of the project rather than now. Other than that, he did not mention any 

new challenges that were not already addressed in the literature used to inform this study. 

5.3.4 Sarwar Khaleque 

In the open-ended question Sarwar mentioned the challenge of sustainability, but this he went on to 

explain was more of a function of receiving enough funding than anything more unique, so it will not 

be included in this section. Other than that, he did not add any new challenges to the list already 

compiled through the literature. 

5.3.5 Summary 

Hence, the new challenges cited by the four respondents in my study are as follows: 

I. Retaining teachers 

II. Making sure teachers are teaching what they are supposed to teach, and not 

just what they know how to teach 

III. Overcoming environmental obstacles faced by children who go to school 

IV. Procuring medical supplies 

These are less plentiful than what I had hoped to find, however it is understandable that the 

respondents could not think of more unique challenges on the spot given the telephone interview 
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mode of contact (they perhaps feel more pressured time-wise than they would in a face-to-face 

interview). It is also realistic: there would be something majorly wrong if tens of new challenges 

were uncovered that all of the past literature – from both education and project management fields – 

had neglected to consider already.  

However, this should not detract from the theoretical and empirical significance of these four new 

challenges. These represent proof that not only is theoretical knowledge of my topic apparently 

inconclusive, but that more grounded empirical methodologies are an excellent way to build more 

knowledge and thus bridge theoretical gaps. The fact that such a small-scale study like my own – 

conducted by an inexperienced researcher with limited financial and time allowances – can uncover 

some new realities faced by project managers in developing countries points to the potential that 

more sophisticated research endeavours have in these traditionally positivist-oriented fields of study. 

It was the aim of this study to identify the degree to which the challenges mentioned in the literature 

were actually relevant to a very small sample of project managers of CBNFYED projects in 

developing countries (done in the previous section), so the identification of these four new 

challenges – that these respondents feel to be of similar, if not more importance – is in fact what I 

believe to be a rather significant achievement. 

 

5.4 The four project manager constructions of reality 

Using the data collected from the preliminary questionnaire and interviews presented above, the 

following reality constructs have been drawn up by this author to represent – to the best of my ability 

and knowledge – the way in which my four respondents view the challenging practical realities of 

managing CBNFYED projects in developing countries today.  

5.4.1 Cathy Emmerson‟s construction of reality 

It was clear from the outset (i.e. from her email and the submission of her non-ranked questionnaire) 

that Cathy‘s construction of reality was not at all similar to the construction of reality the literature 

proposes exists for many project managers in developing countries. For Cathy, the reality of 

everyday life in Rwanda is one that she likely believes is misunderstood by people who have never 

experienced it. She has an extremely positive vision of her life and surroundings in Rwanda, which is 

reflected in her passionate reaction to the wording of the questionnaire instrument which in her eyes 

was overly negative. In terms of what she perceives as the most challenging aspects of running her 

project, she is like Korvi in that what once may have been considered as important (e.g. obtaining 

donor financing) is now less so given her increasing experience in managing the project and the 

increasing awareness nationally and even internationally of PREFER, translating into easier fund 

acquisition and so on. Nowadays, Cathy is more concerned with the more nitty-gritty aspects of 

running the project like Korvi is – such as ensuring what is being taught is what needs to be taught – 

instead of the more rudimentary things that Ruth still perceives as the most important challenges – 

such as actually having teachers in the first place.  

5.4.2 Ruth Bulyaba‟s construction of reality 

Given the suffering and struggle that Ruth is accustomed to living with and seeing in her everyday 

life, it could be predicted that she perceives reality as a constant struggle to meet human‘s most basic 

needs – that of food, shelter and health. This is compounded by the fact that she is effectively the 

mother of 47 children who suffer from HIV, AIDS and who come from the poorest of impoverished 
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families or indeed no families at all. Thus for Ruth, the challenging practical realities of managing a 

CBNFYED project in a developing country are likely to be more concerned with meeting basic 

shelter, food, health and education needs than, for example, using project management practices or 

managing project procurement. Only after these basic needs are addressed – which is by no means an 

easy task in itself, and is far from stable in any case – can Ruth begin to worry about the other more 

specific challenges like what the literature purports to be important. Of these less vital challenges, it 

is no surprise that financial challenges are the highest rated: Ruth lives in a world where actually 

receiving the money you are supposed to receive is questionable, let alone trusting people you don‘t 

even truly know to spend it on the most important things. In her reality, dishonesty is not uncommon 

as after all, people who have nothing have nothing to lose. Thus in reconstructing the construction of 

reality Ruth portrayed in the questionnaire and interview, it could be said that her reality revolves 

around a fundamental struggle to meet the basic needs of the children in the project (i.e. shelter, 

food, health and education), which is compounded by the challenges she faces in obtaining funding 

and ensuring it is used properly.  

5.4.3 Korvi Rakshand‟s construction of reality 

Nowhere is it more obvious that individual constructions of reality continuously change over time 

and with more experience (as is the case in constructivist paradigms like my own) than in Korvi‘s 

case. The interview was instrumental in uncovering this fact, where Korvi portrayed subconsciously 

how his reality had become a little clearer as his project matured and expanded. Where once his 

reality was likely filled with extreme hardships in desiring to start a project to help his country but 

seeing that other people did not share his faith and passion to do so, Korvi‘s construction of reality in 

the present day is likely to be bright with prospect rather than constrained by feelings of struggle. 

While his reality 3 years ago would probably be similar to that of Cathy‘s and Ruth‘s today, it is now 

very different. The continued success of his project is his reality, dictating all parts of his life (work, 

personal, extra-curricular and so on). But he is pragmatic, still believing there to be challenges to 

overcome in his everyday life. The most important of these is ensuring the children of JAAGO 

finally achieve their full education, and providing the project resources required to do so. He is 

increasingly accustomed to media attention and the increased funding this brings, so the financial 

troubles he experienced as almost paralysing at the beginning are not an important factor in his 

present reality. In line with his increasing experience as a project manager, his reality has also 

become superior so that now he can reflect back on where he was and appreciate fully how far he has 

come. 

5.4.4 Sarwar Khaleque‟s construction of reality 

Somewhere between the harsh reality of everyday struggle that is most likely experienced by Ruth 

and the supremely positive, ambitious reality that is likely felt by Korvi lays the reality most likely 

experienced by Sarwa. He is a man who is accustomed to having an extremely supportive network of 

family and friends, and so he probably views the world as a rather safe place, and would like to think 

that his children experience the same feeling. His main problems in running BASED are more akin 

to Ruth‘s than Cathy‘s and Korvi‘s, probably due to the smaller-scale of the project, and likely 

revolve around the challenge of getting enough money to continue with his project goals. His 

students are his priority – reflected in his ranking of maintaining student commitment so highly – and 

his concern for them once they grow up and leave the project is reflected in not only what he teaches 

and how, but in the importance he puts on keeping a good relationship with the community so they 

can later have a place of employment and thereby a chance at a better, sustainable future. It is 

certainly a less-formal project than Korvi‘s and even Cathy‘s, thus his version of reality is also likely 

to be more fluid and changeable than practically-orientated and stable. 
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5.5 Consensus reality of CBNFYED project managers 

It is recognised in a constructivist paradigm that ―knowledge accumulates only in a relative sense 

through the formation of ever more informed and sophisticated constructions via the 

hermeneutical/dialectical process, as varying constructions are brought into juxtaposition‖ (Guba & 

Lincoln 1994: 114). This epistemological outlook – i.e. subjectivist and transactional – gives rise to 

the need to not only search for a higher number of constructions of reality but to compare and 

contrast them against each other to identify areas of similarity and disparity, thereby increasing 

knowledge of the phenomenon as a whole. According to these authors, the ultimate aim of 

constructivist studies like my own is ―to distill a consensus construction [of reality] that is more 

informed and sophisticated than any of the predecessor constructions (including, of course, the etic 

construction of the investigator‖ (ibid: 111). 

While this section ultimately aims to outline a synthesised version of reality that can be said to be 

relevant to CBNFYED project managers in developing countries based on the four reconstructions 

made above, it does not by any means purport that this is factual or indeed representative of all 

people, situations and project types. After all, the importance of recognising the unique cultural and 

social contexts that constructivist studies like my own exist in is stressed first and foremost in the 

literature ―in order that the dangers of thoughtless cross national transfer of educational policy and 

practice might be avoided‖ (Crossley & Vulliamy 1997: 446). The consensus construction of reality 

drawn up by this author to represent that of CBNFYED project managers in developing countries 

will now be outlined, based on the similarities between the four individual constructions described 

above.  

Providing the basic needs for the children within the project – in terms of accommodation, education, 

food and health care – is the fundamental first challenge that each project manager perceives must be 

overcome before anything else can be considered. All four respondents conveyed this fact at some 

stage of the empirical process. For Ruth and Sarwar, this challenge is still the most predominant one 

that they grapple with on a daily basis given the extremely localised and small-scale nature of their 

AHCM and BASED projects. Korvi and Cathy still of course consider this challenge to be important, 

however their greater experience in overcoming these rudimentary problems – given the degree to 

which their projects have grown to accommodate more children over time than the other two have – 

means it is not the challenge that they think of first when asked to prioritise their day-to-day work 

obstacles. Nevertheless, it is rather significant that past studies of a wide range of development 

projects in developing countries have not referred to the need to provide for these most basic of 

requirements first, before any more salubrious plans can be made.  

Out of all the challenges identified in the literature, though, it is clear that managing project 

financing is certainly the one that can be said to have high relevance for all four project managers, 

though again the degree to which it is perceived as a major day-to-day problem depends on the size 

of the project and experience of its project manager. Therefore, other than this, it is likely that 

CBNFYED project managers on the whole do not regard the challenges mentioned in the literature 

as overly relevant to their day-to-day lives. The degree to which they do become relevant, however, 

seems to depend on the size of the project and the experience the project manager has with working 

with trustworthy and informed team members over a longer period of time. For these types of 

CBNFYED project managers, the reality is likely to be more positively-perceived with notions of 

progress and attainment overshadowing feelings of constant struggle and battlement. Especially for 

Korvi and Cathy, the challenges perceived as important in this reality are more like steps to climb – 

or areas where improvement can be made – rather than basic requirements that, when not dealt with, 

threaten the project‘s entire existence. An example is Korvi‘s reported main challenge of keeping 
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children in school for a long period of time and Cathy‘s emphasis on ensuring the teachers teach the 

right things and getting students to take responsibility for their own education – all of which imply 

that there students are already in school and are already being taught by teachers: both of which are 

challenges still not definitively overcome in Ruth‘s case.  

Therefore, the consensus construction of reality of CBNFYED project managers in developing 

countries – ignoring the effects the project size and project manager experience has – is that meeting 

basic needs of children (i.e. accommodation, health and food) is paramount, involving most 

fundamentally a challenge of obtaining funding and more salubriously the challenges of ensuring 

that the project most effectively meets the education needs of its beneficiaries. This consensus 

construction will be used hereafter as the basis of comparison to the consensus construction of other 

types of project managers in developing countries as outlined in the literature (and calculated by this 

author). The process used to come to this conclusion can be pictorially depicted as follows: 

 

 

 

Figure 14. Moving from specific empirical findings to broad empirical constructions of reality in accordance with 

the constructivist paradigm and need to compare empirical vs. theoretical findings 

SPECIFIC EMPIRICAL RESULTS FROM EACH 
RESPONDENT  

i.e. 4 sets of empirical responses + new 
challenges

(in Section 5.2 + 5.3)

SYNOPSIS OF EMPIRICAL RESULTS FOR EACH 
RESPONDENT 

i.e. 4 CBNFYED project manager constructions of 
reality

(in Section 5.4)

SYNOPSIS OF EMPIRICAL RESULTS FOR 
RESPONDENTS AS A WHOLE 

i.e. 1 CBNFYED project manager construction of 
reality

(in Section 5.5)



 
Analysis and Discussion 80 

6. ANALYSIS AND DISCUSSION 

 

6.1 Introduction 

The purpose of this chapter is to interpret the empirical research findings outlined in the preceding 

section in light of existing theoretical research on the topic and in terms of the wider management-as-

organising and complexity theories underpinning the study. It can be pictorially depicted in the 

following way, based on the model devised for the previous section: 

 

 

 

 

 

 

 

 

Figure 15. Comparing theoretical frame of reference to empirical findings to uncover similarities and differences. 

SPECIFIC EMPIRICAL RESULTS FROM EACH 
RESPONDENT  

i.e. 4 sets of empirical responses + new challenges

(in Section 5.2 + 5.3)

SYNOPSIS OF EMPIRICAL RESULTS FOR EACH 
RESPONDENT 

i.e. 4 CBNFYED project manager constructions of 
reality

(in Section 5.4)

SYNOPSIS OF EMPIRICAL RESULTS FOR 
RESPONDENTS AS A WHOLE 

i.e. 1 CBNFYED project manager construction of 
reality

(in Section 5.5)

THEORETICAL FRAME OF REFERENCE 

i.e. 1 development project manager 

construction of reality 

(in Chapter 3) 

SIMILARITIES AND DIFFERENCES 

BETWEEN THEORETICAL FRAME OF 

REFERENCE AND EMPIRICAL 

FINDINGS 

i.e. 1 development project manager 

construction of reality 

(in Chapter 3) 
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6.2 Empirical findings vs. theoretical frame of reference 

A comparison between what was found in the empirical methodology and what was the outcome of 

the theoretical methodology is essential in answering the final research question of: 

7.      Do the orders of importance given by the four CBNFYED project managers to 

the challenges in the literature match the literature‟s perceived order of 

importance? If not, what are the main areas of difference?  

 

It was originally hoped that I could do some basic statistical calculations to see how similar the four 

respondents‘ rankings of the 9 challenge areas were to the ranking I calculated from the literature, 

but given the incompatibility of the eventual responses I could not do so. For example, Cathy did not 

use numbers at all, and Ruth used some numbers more than once and some numbers not at all. It was 

not deemed relevant to do this for the remaining two responses that could be analysed as these only 

represent half of the sample. Hence all comparisons outlined in this section are theoretical in nature, 

the most specific of which have already been outlined in the previous chapter as I was presenting the 

data and only the most important conclusions of which are highlighted here. The section is divided 

into two sub-sections, the first of which contains the two most significant departures in opinion 

between the literature and my four CBNFYED project manager respondents, and the second of 

which contains the second two most important differences in opinion.  

 

6.2.1 Main differences between empirical findings and literature findings 

The two most important and obvious departures in opinion between real-life CBNFYED project 

managers in developing countries and the academics and practitioners who have authored previous 

studies into numerous types of development projects in developing countries are as follows: 

 That the literature emphasises managing project team members as the most important 

challenge faced by project managers of development projects in developing countries, but the 

respondents in my study regard it much less importantly 

o Not only this, but they cite different challenges within the challenge area that the 

literature does not cover 

 That the respondents in my study emphasise managing project financing as the most 

important challenge they face, but the literature regards it much less importantly 

These two observations are what I regard as the most important and valuable empirical research 

findings to come out of my study, and will now be addressed in detail. 

 

Differences in opinion about the challenge of managing project team members 

It was found in the literature review that the general thrust of past research into the problems faced 

by project managers of various development projects in developing countries was that issues to do 

with managing project team members are by far the most common. In the educational literature, 

teacher recruitment, training, motivation and coordination were the running themes, encompassing 

all those problems such as having enough staff (Chalker-Scott & Tinnemore 2009), ensuring that the 
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staff you do have are committed to project goals (Komatsu 2009) and trying to provide enough 

incentive so that they are willing to deal with less-than-ideal conditions outside work, such as long 

commutes and rural living standards (Osei 2006). Authors in this field were found to often criticise 

other authors for taking too narrow a view of the problem, focusing mainly on the skills base of the 

teachers. This, other authors have shown, is in fact a rather inconsequential problem compared to the 

other challenges mentioned – such as motivating the teachers – when running education development 

projects in developing countries. Some in fact fall prey to their own accusations: Jain (1997) for 

example states that management should be put at the centre of attempts to improve primary 

education in developing countries rather than focusing on the skills base of teachers, yet the main 

aspect of management in these projects as emphasised by Jain is proper teacher development, a 

concept involving the improvement of the skills base of the teachers.  

Yet the empirical data collected in my study raises some doubts about the importance of such debates 

in the first place. Not one of the respondents answered that this is for them the most important 

everyday challenge faced in the running of their CBNFYED project, and some even openly 

disagreed that it is a challenge at all (Sarwar, for example, rated it as the least important challenge!). 

Perhaps this is due to the unique nature of the CBNFYED projects that were examined in this study: 

it could be that my respondents have lifelong personal relationships with their staff in their close-

knit, small-scale CBNFYED projects, eradicating some of the staff-related challenges faced in 

formal governmental projects or large-scale international ones. These bigger projects would almost 

certainly have more staff to manage and thus a higher probability that staff problems will arise. In 

any case, it is significant to see that in contrast to past authors in education and project management 

fields of literature, the perception of real-life CBNFYED project managers in developing countries 

today is that managing project team members is not a significant daily challenge they face. Hence, 

the first key outcome of the study is that: 

CBNFYED project managers believe managing project team members is not the 

most significant challenge they face in their everyday work lives, whereas the 

literature conveys that this is the case for project managers of other project 

types in developing countries. 

 

Differences in opinion about what makes managing project team members challenging: 

Not only is the challenge area perceived as less important by CBNFYED project managers, the 

specific challenges within this challenge area are also not completely exhaustive according to my 

respondents. Those respondents who did perceive it as an important challenge (most notably Korvi 

and Ruth) both brought up different areas of concern within the challenge area than what the 

literature has ever focused on. Ruth and Korvi, for example, both say that retaining teachers over the 

long term is harder than any of the other specific challenges, while Cathy emphasises that the main 

challenge in managing project team members is in making sure they teach the right things 

(disregarding the challenge of motivating completely).  

What is therefore apparent is that firstly, none of the four CBNFYED project managers in this study 

seem to find teacher- and staff-related problems as the most important ones they face in their 

everyday work lives. While it cannot be said that this discovery alone raises doubts about the 

decision of previous authors to focus on team member challenges – as these very well may be the 

most important problems faced by project managers of larger international or governmental 
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education development projects – it does suggest that CBNFYED project management may be 

unique and thus should warrant separate attention in future studies. Secondly, it is apparent that all of 

the respondents who do regard it as important think so due to specific challenges that are not 

necessarily related to the four mentioned in the research model (i.e. other than recruitment, training, 

motivating and coordinating). A summary of the opinions of the four CBNFYED project managers 

about the managing project team members is thus presented below. 

Respondent 
Opinion of managing project team members 

challenge area 

Cathy Emmerson Low importance – challenge of ensuring they 

teach the right things 

Ruth Bulyaba Medium importance – challenge of retaining 

staff 

Korvi Rakshand 2 – challenge of retaining staff 

Sarwar Khaleque 9 

 

Hence the second key outcome of the study is that: 

CBNFYED project managers believe that the specific challenges to do with 

managing project team members are different to what the literature iterates: that 

retaining staff is the most significant problem rather than recruiting, training, 

motivating and managing them. 

 

Differences in opinion about the challenge of managing project financing 

What does appear to be the most important challenge faced in the running of CBNFYED projects in 

developing countries is managing project financing. The fact that it was mentioned less times than 

three other challenges in the literature was a source of amazement even to me when conducting the 

literature review, as I had a preconception from the start that this would almost definitely work out to 

be the most important challenge faced by project managers regardless of project type – 

governmental, international, national or community-based. It is undoubtable that the INGOs, IGOs 

and national governments who commission most of the education development research that exists 

today – and whose projects are subsequently the most common ones being examined – would have 

more financial ‗padding‘ than the CBNFYED projects that this study focused on, meaning financial 

challenges would foreseeably be less commonplace. However the problem of ensuring donor 

financing is well-managed should theoretically still be of common interest to these organisations.  

Yet again, then, the degree to which the literature reflects the real-life perceptions of project 

managers of smaller-scale, unattached CBNFYED projects has been empirically shown to be limited. 

Every respondent in my study ranked managing project financing as either the first, second or third 

most important challenge they experience in their everyday work lives, matching my personal 

opinion and showing the realistic truth that in many developing country contexts the problem that 

must be overcome first and foremost – before even a project can begin and hence the other 

challenges can even arise – is of having enough money from a chronic lack of sources to initiate a 
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project. The literature, representing the perspectives of more financially-stable organisations linked 

to government bodies or international agencies, cannot be said to accurately represent the 

CBNFYED project reality. To highlight this, the responses of the four CBNFYED project managers 

to the question of how important managing project financing is are presented below: 

Respondent 
Opinion of managing project financing 

challenge area 

Cathy Emmerson High importance – challenge of being 

transparent in how you spend money 

Ruth Bulyaba High importance – challenge of getting the 

money and trusting people to spend it on the 

right things 

Korvi Rakshand 3 

Sarwar Khaleque 1 

 

Thus while what the literature says to be important challenges within this area – i.e. obtaining the 

funds, then spending them wisely – did receive empirical support from the four CBNFYED project 

managers (unlike the specific challenges within the managing project team members challenge area), 

the degree to which these problems are emphasised in existing literature is not compatible with the 

importance is has in the CBNFYED project context. Hence, the third key outcome of the study is 

that: 

CBNFYED project managers believe managing project financing is one of the 

most significant challenges they face in their everyday work lives, whereas the 

literature places it as only the 4
th

 most important challenge. 

 

6.2.2 Other important differences between empirical findings and literature 

findings 

In terms of the rest of the challenge areas and the specific challenges within each, the empirical data 

collected was not conclusive enough to draw significant patterns from. However, there are two 

additional challenge areas worth mentioning that received some interesting empirical results: that of 

maintaining student commitment and using project management practices. The observations made 

regarding these two challenge areas are: 

 That some respondents in my study emphasise maintaining student commitment as a highly 

important challenge they face, but the literature regards it as one of the least 

 That the literature emphasises using project management practices as the third most 

important challenge faced by project managers of development projects in developing 

countries, but some respondents in my study regard it as one of the least 
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Differences in opinion about the challenge of maintaining student commitment 

Maintaining student commitment could perhaps be said to have significantly more importance to 

CBNFYED project managers than the project managers supposedly represented in the literature, as 

two out of four respondents rated it as either the first or second most important challenge. In 

accordance with my initial disbelief at how little attention this challenge area had received in the 

literature, Korvi and Sarwar emphasised it as being the most important, or second most important, 

challenge they face in their everyday work lives. These two respondents did not raise any new 

specific challenges within this area though, with Korvi emphasising the difficulty in overcoming the 

opportunity cost of capital parents have of using their children to generate income (as cited by Jain 

1997 and Komatsu 2009) and Sarwar mentioning the hardship of deciding on and implementing an 

effective curriculum style (as cited by Jain 1997). Cathy and Ruth, on the other hand, both said that it 

was not a significant challenge they faced in their everyday work lives, hence there is only limited 

empirical evidence of the literature‘s mismatch with the perceptions of CBNFYED project managers 

in this regard. Hence, the fourth key outcome of the study is that: 

Some CBNFYED project managers believe maintaining student commitment is 

one of the most significant challenges they face in their everyday work lives, 

whereas the literature places it as only the 7
th

 most important challenge. 

 

Differences in opinion about the challenge of using project management practices 

On the opposite side, using project management practices was a challenge perceived as much less 

important to the four CBNFYED project managers as it was to the other project managers the 

literature supposedly represents. Sarwar ranked it at the second last challenge area in terms of 

importance while Ruth ranked it with a ―3‖, the second lowest score out of the whole questionnaire 

apart from the ―5‖ she gave to managing political stakeholders. Korvi, on the other hand, regards it 

as one of the middle-most important challenges, while Cathy conveyed that it is one of the biggest 

challenges for her given the relative lack of experience her project team members have with using 

project management techniques. Such responses show that this challenge area is probably not 

relevant to those CBNFYED projects that are extremely small in size and with few organisational 

members and peripheral projects to manage. Again, however, there is only limited empirical 

evidence of the literature‘s mismatch with the perceptions of CBNFYED project managers in this 

regard. Hence, the fifth and final key outcome of the study is that: 

Some CBNFYED project managers believe using project management practices 

is not the most significant challenge they face in their everyday work lives, 

whereas the literature conveys that it is the 3
rd

 most important challenge faced 

by other project managers in developing countries. 

 

It is also pertinent to mention that the empirical research did uncover some rather significant 

differences in opinion between the CBNFYED project managers themselves, such as Cathy‘s 

perception that having a close relationship with the Rwandan government has been nothing but 

beneficial while Korvi and Ruth adamantly believe less governmental involvement equals less 
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trouble. However it is outside the scope of this study to delve into the details of these intra-

respondent areas of difference. My study serves to identify whether the challenges identified in the 

literature of managing [mostly] international and governmental projects are in fact the same as in 

managing CBNFYED projects, from the perspective of four CBNFYED project managers 

themselves. Whether the literature turned out to be mostly relevant or not, it was then hoped that as a 

bonus I could elicit some additional challenges from the CBNFYED project manager perspective. 

Any similarities and differences in respondent perceptions noted in this study were for the sole 

purpose of constructing a consensus reality that could be applied to CBNFYED project managers in 

developing countries, as was dictated by the constructivist research paradigm my study is located 

within. Any more specific comparisons between respondent answers to the questionnaire and 

interview questions, and certainly the investigation into why such differences in opinion may exist, 

are recommended to be made by future authors but are outside the bounds of this study.  

To conclude, the purpose of this section was to highlight that there are in fact some significant areas 

of difference between CBNFYED project manager constructions of reality and the theoretical 

construction of reality portrayed in the literature as representing many types of project managers in 

developing countries today. This complies with the empirical findings of other authors investigating 

similar theories in satellite fields, such as Crossley & Vulliamy (1997: 450) who state that: 

―theoretical texts, mostly aimed at academic researchers in Western sophisticated education systems, 

so often bear little reality to the situation on the ground in many poor countries where cultural 

factors, distance, power relationships, poor working conditions etc. mean that theoretical blue prints 

are simply unworkable.‖ It shows that more ground-level research is needed into the perceptions and 

tales of people directly involved with managing CBNFYED projects in developing countries, not 

more theoretical posturing on behalf of academics and practitioners in the western world, or even in 

the developing world but embedded in international organisations or governmental institutions with 

enough ‗padding‘ around the project to forget the contextual realities or alter their existence. 

 

6.3 Empirical findings and the theories underpinning the study 

The empirical findings mentioned above will now be conceptualised within the provisional 

theoretical framework encompassing this study. Yet as Pettigrew et al. (2003: 9) found in his 

research into the development of new organisational forms in the 1990‘s, this is not an easy task 

when a single unifying theory within which to interpret empirical findings is unverified or absent. 

This is the case for my study: the theoretical framework I conceived my study to fall within – i.e. a 

combined management-as-organising and complexity theory framework – is a product of my own 

thinking and has never been used in this context before. Pettigrew et al. (2003: 9) goes on to explain 

that this difficulty is exacerbated when a study‘s empirical findings have only limited, fragmented 

and diverse empirical and theoretical backing from past authors – which is also the case for this 

study – and especially when past authors have little or no experience in the field so that the reader 

must disentangle the actual findings from what the author simply desired to find (Pettigrew et al. 

2003: 9). Despite these limitations, a brief attempt will now be made to posit the empirical findings 

of this study within the unverified theoretical framework of management-as-organising and 

complexity theories. 

Given the purpose of my study to find out in the most pedagogic and rigorous way possible whether 

the challenges faced by mainly international or governmentally-affiliated project managers (as 

presented in the literature) are relevant to project managers of CBNFYED projects, it made sense to 

look at and compare the everyday activities done by the two ‗sets‘ of project managers in the running 
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of their projects. By focusing the empirical data collection process on finding out the main 

challenges faced by the four CBNFYED project managers when undertaking everyday project 

activities – and thus taking a view of management in terms of organising rather than planning – it 

was believed that more relevant conclusions could be drawn when comparing these to the findings 

from the literature about the challenges faced in the organising of everyday education development 

project activities, and even in general international development project activities. In this way, the 

results of the theoretical methodology could be reliably compared to the results of the empirical 

methodology, as in both cases the same aspect of project management was being examined. That is, 

once the literature was looked at through a management-as-organising lens – and the challenges used 

in the research model were extracted according to this viewpoint – then it was necessary that the 

same lens be used to look at CBNFYED projects in developing countries so that all comparisons 

would be as trustworthy as possible.  

Hence, the empirical data collected on the challenges perceived by CBNFYED project managers in 

their everyday work lives is firstly backed by management-as-organising theory in terms of its 

existence, as Weick (1969) states that ―in the process of organizing, organizational actors are 

confronted by many complex, difficult, unpredictable, and equivocal situations.‖ The aspect of the 

empirical methodology that compares the theoretical and empirical findings – for the purpose of 

understanding whether the same challenges are faced by CBNFYED project managers as those 

predominantly international and governmental project managers represented in the literature – is also 

related to management-as-organising theory, as this is what dictated which aspects of the projects 

were studied and then later compared.  

Secondly, the findings are consistent with the supplementary theory of complexity that underpinned 

the rationale behind the research. From the beginning, it was hoped that complexity theory would 

eventually be able to justify to some degree the findings of my study, and now it appears it can do so. 

This is because my empirical findings were not exactly the same as the literature findings, thus 

confirming the existence of complexity in the CBNFYED projects that were the source of my results. 

Whether these can academically be classed as directionally-complex projects under Remington & 

Pollack‘s (2007) definition is still not known, however it is clear from the empirical results that 

CBNFYED projects contain a unique degree of complexity that consequently make its project 

managers perceive different challenges as important than what the literature has previously focused 

on.  

Again, then, it can be seen that not only does complexity theory support the empirical 

methodological decisions I made in studying the actual challenges of managing CBNFYED projects 

rather than the success factors behind, or benefits of such projects – as complexity theory dictates 

that this must firstly be understood before other avenues of research can be pursued – but it also 

supports the actual empirical findings themselves. Hence, the study has contributed in a small way to 

minimising the uncertainty faced in the everyday management of complex projects like CBNFYED 

projects in developing countries by providing empirical evidence of the limited relevance of past 

research, and identifying four new challenges cited by CBNFYED project managers themselves that 

should be further pursued in future studies. 
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The final model of the theoretical framework within which this study is located is thus as follows: 

  

 

 

Figure 16: After the research, there is less uncertainty than before in CBNFYED projects (i.e. in terms of the 

management of the everyday activities that make up the project‘s ―organisation‖) (author‘s own model adapted 

from the PMBOK Guide) 
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 ? ? 

?  ? 

         ?   
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Summary of research objectives: 

1. Identify all potentially relevant challenges cited in the literature 

2. Group these into more manageable ‘challenge areas’ 

3. Rank the challenge areas by order of importance according to the literature 

4. Obtain a ranked list of (a) challenge areas, and (b) challenges within each 

area by order of importance according to four project managers of CBNFYED 

projects in developing countries today 

5. Determine whether the four project managers cite any new challenges 

6. Compare the responses of the four different project managers with each 

other 

7. Compare the responses of the four project managers with the literature 

7. CONCLUSION 

 

7.1 Conclusions 

The purpose of this study was to address two key issues: that not only have CBNFYED projects been 

marginalised theoretically in past literature sources in education and project management fields of 

literature, but that no studies have used grounded empirical methodologies to research which 

challenges are perceived by the CBNFYED project managers themselves as the most important in 

their everyday work lives. The study addressed these two fundamental problems in the following 

ways: 

 The output of the theoretical methodology was a list of challenges that could potentially 

be relevant to the CBNFYED project manager – based mostly on past research into 

international or governmental projects of a similar nature – that bridged a surprisingly 

large gap in both education and project management fields of literature regarding the 

CBNFYED project‘s main everyday challenges 

 The output of the practical methodology was an understanding of the relevance of the 

challenge areas according to four CBNFYED project managers in the field today, and 

some new challenges not previously mentioned in the literature 

 Both of these methodologies were self-reinforcing and inextricably linked, underpinned 

by management-as-organising theory and complexity theory in terms of their form/nature 

and their content 

In more specific terms the study aimed to satisfy seven research objectives, which are summarised 

below: 
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The points at which each objective was accomplished during the course of the study are as follows: 

1. Identify all potentially relevant challenges cited in the literature 

Done through the literature review methodology (Section 3.2) and presented in the 

research model (Figure 13, page 37). 

2. Group these into more manageable „challenge areas‟ 

The penultimate step of the literature review methodology (section 3.2). 

3. Rank the challenge areas by order of importance according to the literature 

The final step in the literature review methodology (section 3.2) with the 

calculations shown in Appendix 5. 

4. Obtain a ranked list of (a) challenge areas, and (b) challenges within each area by order 

of importance according to four project managers of CBNFYED projects in DCs today 

Done through the empirical methodology outlined in Chapter 4 and presented in 

Chapter 5: Empirical Findings. 

5. Determine whether the four project managers cite any new challenges 

Done in section 5.3. 

6. Compare the responses of the four different project managers with each other 

Done in section 5.5 based on the empirical data collected from the four CBNFYED 

project manager respondents for the purpose of constructing a consensus reality of 

all CBNFYED project managers in developing countries today (as is dictated by 

the constructivist research paradigm within which my study is located). 

7. Compare the responses of the four project managers with the literature 

Done in both Chapter 5: Empirical Findings and Chapter 6: Analysis an 

Discussion. 

When turning back to the research question, then, the study can be seen to have fulfilled its aim. 

What are the potential challenges of managing community-based non-formal 

youth education development projects in developing countries according to the 

literature, and how relevant are these to project managers of CBNFYED projects 

in the field today? 

The potential challenges of managing community-based non-formal youth education development 

projects in developing countries according to the literature were researched then highlighted in the 

Research Model in section 3.6. The degree to which these ―academically-perceived‖ challenges are 

relevant to project managers of CBNFYED projects in the field today was in turn investigated in 

Chapter 4: Empirical methodology, and ultimately presented in Chapter 6: Analysis and Discussion. 

The main findings from this process will briefly be reiterated again here. 
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1
st
 key research outcome: Cathy‘s email 

The first sign that the challenges cited in the literature have limited relevance to CBNFYED project 

managers was Cathy‘s email, in which she conveyed her disbelief about the questions asked in the 

questionnaire. Her exact words still provide perhaps the best anecdotal evidence of the limited 

relevance those 34 challenges and nine challenge areas have to CBNFYED project managers in 

developing countries today: 

―I am finding that your choice of answers does not really tell the truth about Rwanda. The 

questions about women.....53% of our government is made up of women, we have more 

women in political power than any other country in the world. We have better internet access 

and cheaper phone usage than Australia. Your questionnaire does not allow the truth to come 

out. Rwanda has the largest solar power plant in the world.....I'm having difficulty with this.‖  

2
nd

 key research outcome: Four new challenges 

Although I had a rudimentary understanding of the main differences in opinion between the four 

project managers and the theoretical frame of reference (from the questionnaire and un-processed 

interview data), the second outcome that pointed to a large difference in literature perceptions and 

real-life CBNFYED project manager perceptions was that new challenges were cited by some of the 

respondents. This of course would not be possible if the literature findings explained completely the 

situation of CBNFYED projects managers in developing countries today. These four new challenges 

not only support further the notion that the literature is not in touch with reality in this case, but they 

add significant value to the study by actually increasing knowledge in the topic area.  

I. Retaining teachers 

II. Making sure teachers are teaching what they are supposed to teach, and not 

just what they know how to teach 

III. Overcoming environmental obstacles faced by children who go to school 

IV. Procuring medical supplies 

3
rd

 key research outcome: Three main areas of difference (theory vs. practice) 

After processing the data collected in the interviews and questionnaire, three main areas of difference 

between the consensus reality of project managers of various types of development projects in 

developing countries (as conveyed through the literature) and the consensus reality of CBNFYED 

project managers were uncovered. These are as follows: 

CBNFYED project managers believe managing project financing is one of the most 

significant challenges they face in their everyday work lives, whereas the literature places it 

as only the 4
th

 most important challenge. 

 

CBNFYED project managers believe managing project team members is not the most 

significant challenge they face in their everyday work lives, whereas the literature conveys 

that this is the case for project managers of other project types in developing countries. 
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CBNFYED project managers believe that the specific challenges to do with managing project 

team members are different to what the literature iterates: that retaining staff is the most 

significant problem rather than recruiting, training, motivating and managing them. 

 

4
th

 key research outcome: Two significant other areas of difference (theory vs. practice) 

The other most significant areas of difference between the consensus reality of project managers of 

various types of development projects in developing countries (as conveyed through the literature) 

and the consensus reality of CBNFYED project managers were uncovered to be: 

Some CBNFYED project managers believe maintaining student commitment is one of the 

most significant challenges they face in their everyday work lives, whereas the literature 

places it as only the 7
th

 most important challenge. 

 

Some CBNFYED project managers believe using project management practices is not the 

most significant challenge they face in their everyday work lives, whereas the literature 

conveys that it is the 3
rd

 most important challenge faced by other project managers in 

developing countries. 

 

It can thus be concluded that the list of challenges identified from the literature as being potentially-

relevant to CBNFYED project managers in developing countries today has only limited relevance in 

the real-life CBNFYED project context, as was reported by four CBNFYED project managers in the 

field today. This is evidenced by Cathy‘s email, the citing of four new challenges by my respondents 

that are not otherwise mentioned in the literature, the existence of three fundamental areas of 

difference between the literature rankings and the respondent rankings, and the existence of two 

other significant areas of different between the literature rankings and the respondent rankings. 

 

7.2 Implications of the study 

Previous studies into the challenges faced by project managers of various types of development 

projects in developing countries have been typically conducted by INGOs, IGOs and national 

governments, thus the development project types that are most often studied are international and 

formal in nature. While these may be the largest, most regularly seen project types, they are certainly 

not the only types of development projects in developing countries today. The challenges faced in 

community-based non-formal youth education development projects is one topic that could 

theoretically fall into both educational and project management fields of literature, yet to the best of 

this authors knowledge it has received zero attention in all prior research. My study, in focusing on 

the challenges perceived by CBNFYED project managers to be important in their everyday work 

lives, therefore makes some important theoretical and empirical contributions to the existing fields of 

project management and education literature. 
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Theoretical implications 

Based on the results of this study and the conclusions summarised in the preceding section, it can be 

said that this paper has three key theoretical implications. Firstly, the final Research Model (in 

section 3.6) built from the results of Chapter 3: Theoretical frame of reference is something that has 

never been done in the literature before, and is of theoretical value even before it is considered 

alongside the empirical research findings. The implication here is that more research is needed into 

what potential challenges are faced by project managers of various types of development projects 

face in developing countries today. Although many studies have identified the success factors and 

benefits of these types of projects, very few have actually examined specifically what hurdles need to 

be firstly overcome. The study is therefore valuable in that it provides a comprehensive yet deeply-

researched summary of all past research into the everyday challenges faced by a wide range of 

development projects – educational and other, international and local, governmental and non-

governmental et cetera – in developing countries today.  

Table 5. The theoretical implication that more research is needed into the challenges of all development project types. 

What 

project is 

studied 

What part of 

project is 

studied 

INGO-led 

development 

projects 

IGO-led 

development 

projects 

National 

government-

led projects 

INGO-led 

education 

development 

projects (etc.) 

Community-

based 

development 

projects, non-

formal 

education 

development 

projects (etc...) 

Community-

based non-

formal youth 

education 

development 

projects 

(CBNFYED) 

Benefits of...       

Success 

factors of... 

      

Challenges 

of... 

      

 

The second key theoretical implication is that, during the course of this research, it was discovered 

that research into one specific type of youth education development project – i.e. the CBNFYED 

project – is completely absent in all past studies. It was found that international and governmental 

projects dominate the education and project management fields of literature, and that even though 

community-based and non-formal youth education development projects have been examined 

separately by many authors, the CBNFYED project that is harder to find continues to be under-

studied. The implication here is that more research is needed into not only the challenges faced by 

CBNFYED project managers (as this study purports to do) but in terms of the success factors and 

benefits of such projects like what the literature has already done for many governmentally- and 

internationally-led development projects in developing countries. It also implies that there must be 

copious other types of development projects that have eluded research so far, and highlights the 

incapacity of research to ever be all-encompassing in a given research field. 
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Table 6. The theoretical implication that more research is needed into CBNFYED projects in all aspects. 

What 

project is 

studied 

What part of 

project is 

studied 

INGO-led 

development 

projects 

IGO-led 

development 

projects 

National 

government-

led projects 

INGO-led 

education 

development 

projects 

(etc.) 

Community-

based 

development 

projects, non-

formal 

education 

development 

projects 

(etc...) 

Community-

based non-

formal youth 

education 

development 

projects 

(CBNFYED) 

Benefits of...       

Success 

factors of... 

      

Challenges 

of... 

      

 

Finally, and perhaps most significantly, there is now some empirical evidence of the limited 

relevance of the challenges previously-identified in the literature (that are mostly based on 

international and governmental projects) to CBNFYED projects in developing countries today. The 

implication here is that, although this study does add some knowledge to the topic (i.e. in terms of re-

prioritising the importance of the previously-identified challenges, and especially the four new 

challenges), more grounded empirical research techniques are needed to extract further knowledge 

that can be of use in both education and project management research fields.  

 

 

 

 

 

 

 

 

 

 

 

 

SYNOPSIS OF EMPIRICAL RESULTS FOR 
RESPONDENTS AS A WHOLE 

i.e. 1 CBNFYED project manager 
construction of reality 

(in Section 5.5) 

 

THEORETICAL FRAME OF REFERENCE 

i.e. 1 development project manager 

construction of reality 

(in Chapter 3) 

LIMITED RELEVANCE OF THE 

THEORETICAL FRAME OF 

REFERENCE TO CBNFYED PROJECT 

MANAGERS IN THE FIELD 

i.e. 1 development project manager 

construction of reality 

(in Chapter 3) 
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Empirical implications 

The study also has two key empirical implications. Firstly, it demonstrates to other authors that it is 

not only possible but valuable to conduct more grounded empirical research (i.e. by eliciting real-life 

perceptions of people) in highly-contextual research topics like my own. The highly contextual, 

localised and detailed knowledge that can be extracted using more grounded methodologies – and the 

complementary constructivist research ontology and epistemology that goes with it – is hopefully 

recognised by the reader to be of huge value in future studies akin to my own. This implication runs 

parallel to the growing argument in general project management literature that ―projects-as-practice‖ 

approaches to research in this broad field can uncover more useful knowledge of a topic than the 

traditional process-oriented approaches can (Blomquiust, Hallgren, Nilsson & Soderholm 2010: 6). 

This implication is discussed more in the following section.  

Secondly, and more specifically, this paper demonstrates that especially in hard to reach places (i.e. 

in the most remote regions of Africa and the Sub-continent) and within difficult environmental 

contexts (i.e. with limited infrastructure, political volatility and so on), grounded empirical research 

into the perceptions of project managers running grassroots endeavours without government or 

international assistance can be of significant theoretical value. The implication of this study is that 

theoretical knowledge of how education is actually provided to youths in developing countries today 

is far from conclusive, and is in fact most often erroneous in contexts where governments and 

international aide agencies are not involved (i.e. in the CBNFYED project context). Theoretical leaps 

and bounds can be made in these under-researched areas, but first there is a need to assess the 

perceptions of people closest to the problems to better understand the challenging practical realities 

facing project managers of all project types in developing countries today.  

 
Figure 17. Theoretical and empirical implications of my study. 

• More theoretical research is needed into the challenges of managing all 
types of development projects in developing countries: past literature 
focuses mainly on the success factors behind, and benefits of, such projects

• More theoretical research is needed into all aspects of lesser known 
development project types, like the CBNFYED project

• It is no longer possible to assume that current research into the challenges 
of managing mainly internationally- and governmentally-led development 
projects is true for all project types: more knowledge can be added to both 
the educational and project management research fields of literature

Theoretical implications

• More empirically grounded methodologies (within a constructivist research 
paradigm) are valuable for highly-contextual research topics like my own

• More empirical research is needed into the real-life perceptions of CBNFYED 
project managers, to help both them and other project managers prepare 
for the harsh practical realities of managing projects in poor, remote 
developing country regions

Empirical implications
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7.3 Limitations of the study 

The three key limitations of the study are as follows: 

The sampling frame 

Due to the nature of my research topic, it was a basic necessity to have a reliable sampling frame – 

involving individuals from many geographical locations and with diverse personal attributes, and 

who run CBNFYED projects of different sizes and so on – from which to extract data. However 

given the very limited scale of the study, the sampling frame was not as representative as it could 

have been. The author recognises that a multi-stage, cluster sampling approach that selected a higher 

number of participants from a wider geographical area – using perhaps a grid referenced map or 

something similar – would have been preferable. As such, the findings from this study cannot be said 

to represent the opinions of all CBNFYED project managers in developing countries today, as indeed 

even out of the four I did sample it was shown that their opinions differed widely.  

The empirical research methodology 

Not only could the sample have been bigger and more representative, but the empirical methodology 

could arguably have been more formal to elicit more detailed and possibly statistically significant 

findings. Again, this was constrained given the time and budget available but also due to the study‘s 

purpose: most of the highly-contextual information supplied by the four project managers would 

have been lost in a more quantitative instrument. Hence, although the empirical findings are 

somewhat limited in terms of reliability and validity (see Chapter 8: Rigor of the Study for more on 

this), the empirical methodology chosen to elicit these was deemed sufficient enough to compile at 

least an initial knowledge-base (Caron & Carr-Hill 1991: 54). The questionnaire instrument, 

however, could definitely have been better in hindsight. Upon reflection, I realised that providing 

such strict instructions – i.e. getting respondents to rank the challenge areas in a defined order of 

importance – was perhaps not as useful as getting them to rank the challenge areas into ‗highly 

important‘, ‗moderately important‘ and ‗not important‘ categories would have been. This would have 

then allowed for more comparisons to be made with the literature in Chapter 6: Analysis and 

Discussion. As it was, limited significant differences between the literature‘s order of importance 

and the respondents‘ orders of importance could be identified as the questionnaires were not all 

answered in the same way, which I believe to be a result of my instructions. 

The relevance to other CBNFYED project managers 

Ultimately, while the study purports to address a gap in the literature that exists due to the 

unsuitability of generic development project challenges in predicting the challenges faced by 

CBNFYED project managers, it does to a certain degree fall victim to its own accusation. That is, 

due to the limited sampling frame and empirical methodology used to elicit ―more relevant‖ and 

―more specific‖ challenges as perceived by four project managers of CBNFYED projects, it may not 

be helpful for information seekers from outside these specific four project contexts. Indeed, for the 

very reason that these projects are so important (i.e. due to their flexibility to respond to client 

needs), it is impossible to generalise my findings to all CBNFYED projects in developing countries. 

As Caron & Carr-Hill (1991: 54) state of non-formal education project research: ―the only sensible 

detailed inventories of NFE are to be compiled locally for a local audience of organisers and 

potential participants‖, hence my study is only properly relevant to those project managers with 

similar personal characteristics to the ones I interviewed, and who operate similarly-scaled projects 

in satellite countries to those under study. 
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7.4 Recommendations and future research directions 

This study ultimately demonstrates that firstly, there is a surprisingly large knowledge gap in the 

literature regarding the management challenges faced by project managers of various types of 

development projects in developing countries, both in education and project management sources. 

There are many ways this gap can be bridged by future authors, such as to focus specifically on 

increasing knowledge of a specific aspect of these projects (i.e. the first theoretical implication 

highlighted in section 7.2) or on increasing knowledge of different types of projects (i.e. the second 

theoretical implication highlighted in section 7.2).  

Secondly, it has been shown that the challenges extracted from the limited body of literature that 

does exist – which was done in the most systematic and pedagogic way possible – actually only has 

limited relevance in the real-life context of one of these grossly under-studied project types: the 

CBNFYED project. That is, the most importantly-regarded challenges faced in the rather monolithic 

formal school systems and the large-scale international aide projects in developing countries were 

shown to be quite dissimilar to those perceived by CBNFYED project managers in the field today. 

Although this author does not by any means believe this study is indicative of the experiences of 

non-CBNFYED project managers, or even CBNFYED project managers in different contexts, it is 

hoped that the case for conducting more research into these theoretically under-prioritised project 

types has by now been well made. Instead of reiterating the same challenges over and over – or 

squabbling over which challenges are more important – more attention should be paid to 

understanding how these challenges vary in different project contexts.  

The best way to do this, I argue, is through more grounded empirical methodologies – located within 

a constructivist research paradigm – in place of traditional theory-based posturing. Unfortunately, the 

latter is a familiar enough phenomenon in all fields of research including education and project 

management, meaning that theoretical research into the needs for, benefits of and success factors 

behind innovative new endeavours advances far ahead of empirical analysis into the practical 

realities of such activities. Pettigrew et al. (2003: 7), talking of the proliferation of innovative forms 

of organising in the 1990‘s, explain why: ―...in the early stages of proclaiming novelty a new 

mobilizing language has to be found to capture the attention of practitioners and scholars alike.‖ The 

existence of this phenomenon today in research relevant to my topic is obvious: the literature is 

replete with attention-grabbing notions of Education for All and Universal Primary Education 

through One Laptop per Child initiatives and so on, yet feedback on the progress such projects have 

made from the perspective of those actually in charge of their implementation is noticeably scant. 

The limited set of case studies and other ethnographic research into the fundamental practical 

realities faced by project managers of all types of youth education development projects in 

developing countries is simply incompatible with the widespread heralding of the importance and 

benefits of such projects. It is a recommendation that runs parallel to the more general argument in 

project management literature that studying what people really do in projects (i.e. projects-as-

practice) can provide more realistic and useful knowledge than research that has a process-oriented 

approach (Blomquist et al. 2010).  

It is perhaps understandable why past literature employing such empirically-grounded research 

techniques have focused only on those projects run by INGOs, IGOs and national governments in 

developing countries: they are more often seen, have larger budgets, affect more people and are 

much easier to access than grassroots-level projects unattached to formal authorities and international 

aide agencies. But given new evidence of the limited relevance the outcomes of these studies have to 

other youth education development types – in this case the CBNFYED project – it is clear that more 

attention must be paid to what CBNFYED project managers actually perceive to be important 
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hurdles in its everyday management from their perspective. This study has shown – even in its 

limited nature – how it is not only possible to use constructivist research methods and 

hermeneutical/dialectical empirical methodologies in difficult environmental contexts, but more 

valuable as it can make leaps and bounds in theoretical knowledge. By taking the project manager‘s 

perspective of the challenges faced in his/her everyday life, this study forms the fundamental first 

step in ensuring that all such youth education development projects can be successful in contributing 

to global EFA goals and in ultimately closing the gap between education provision in developed and 

developing countries. 

There is not one form of education that is more important than another: policy makers must ensure 

all types of education – i.e. informal, non-formal, formal, internationally-run and community-based – 

are available to most effectively deliver knowledge to all calibre of beneficiaries. Yet more 

knowledge is needed of the practical realities of some previously-under researched types of 

education development projects, both from a theoretical perspective and a practical perspective as 

this study has shown. While it is recognised that no research endeavour can ever be realistically 

exhaustive, and that studies like my own should not be seen as substitutes for institution-based 

information gathering (such as that done by UNESCO) but complementary to it, it is unquestionable 

that a better understanding of all types of youth education development projects would allow for 

more relevant and holistic global educational agendas to be formed to more accurately serve the 

needs of children from all societal contexts (Caron & Carr-Hill 1991: 51). Indeed, youth education is 

one of the most basic thresholds that must be conquered before the rather worn-out — but seldom 

actually applied — slogan ―help to self-help‖ can become a reality for many people in the developing 

world (Haraldson 1983). The fact that the global financial crisis has already damaged governmental 

and organisational progress with EFA and UPE goals makes the situation all the more dire: a better 

understanding of the challenges faced in all manner of youth education development projects can 

help prevent the failure of such organisations to protect the life chances of vulnerable children in 

some of the world‘s poorest and remote regions. 
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8. RIGOR OF THE STUDY 

This chapter discusses the rigor of the study – both in terms of the methodologies used and findings 

gained – based on the use of verification strategies that help to ensure validity and reliability.  

8.1 What is rigor? 

It is agreed by both qualitative and quantitative researchers that rigor is essential in signalling the 

worthiness, factuality and constructiveness of any research endeavour (Morse et al. 2002). Yet the 

way in which it is achieved has been historically debated between the two types of researchers. 

Originally, validity and reliability was believed to determine a study‘s rigor, and was argued by 

researchers in ‗harder‘ fields like mathematics and sciences to be superior in quantitative rather than 

qualitative studies due to the more objective data gleaned (Morse et al. 2002). Some qualitative 

authors, in response, pointed out that even quantitative studies with large, non-random sample sizes 

and detailed statistical analysis still contained elements of subjectivity, as facts and theories are 

essentially inseparable: facts are only facts when viewed within some theoretical framework, and this 

naturally involves some subjectivity on behalf of the researcher (Guba & Lincoln 1994: 107).  

More predominantly, though, many qualitative authors argue that validity and reliability are not even 

relevant to qualitative research but that other quality criteria should be used to achieve rigor instead: 

Guba & Lincoln‘s (1994) analogy of ―trustworthiness‖ through credibility, transferability, 

dependability and confirmability provides an example. Yet however wide-spread the replacement of 

validity and reliability goals with quality criteria in qualitative research now appears to be – 

especially in past theses and dissertations that this author read during the course of writing – it is my 

opinion that validity and reliability goals are not only still relevant but are preferable to newer quality 

criteria and other evaluation standards. This is because, by definition, quality criteria such as 

credibility, transferability and so on are predominantly reflective rather than prescriptive in nature, 

based largely on post-study evaluation rather than during-study verification of research methods and 

findings (Morse et al. 2002). As a result, qualitative authors relying on post-study quality criteria to 

demonstrate research rigor may make serious oversights during the research process itself, and 

thereby surpass the most opportune time to correct them. Studies with validity and reliability goals, 

however, would be harder pressed to make these oversights when verification strategies are used 

during every step of the research process.  

Hence while the issue of rigor in qualitative research – and especially in constructivist paradigms 

like my own – is not well resolved, I will take the perspective that rigor can in fact be achieved. In 

showing how, I will take the rather unconventional approach followed by Morse et al. (2002) to 

show how validity and reliability was ensured – not trustworthiness or any alternative standard that 

arguably serve more to evaluate rigor than to ensure it – through the use of verification strategies. 

This does not necessarily mean more quantification of data, which this author has already argued to 

be absolutely necessary in qualitative studies like my own to reflect contextual factors, underpinning 

motivations and meanings, and individualised responses (Guba & Lincoln 1994). Rather, it requires 

more pedagogically-embedded checking mechanisms that ensure rigor is actively attained and not 

just reflectively stated at the end of the study. According to Morse et al. (2002), verification is the 

determining factor for achieving rigor in studies with validity and reliability goals, and its presence 

in this study – through the use of certain verification techniques as proposed by Morse et al. (2002) – 

will now be highlighted. 
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8.2 How rigor was sought 

Morse et al. (2002: 19) outline six verification strategies for use during the conduct of inquiry to 

ensure validity and reliability, and thus rigor, is achieved. The six strategies, their definition and 

evidence of how they were used in my study are outlined below. 

(1) Methodological coherence – the degree to which the research question and the components 

of the method are coherent. 

The interdependence of all components within my study – and indeed all qualitative studies – should 

by now be well recognised. The degree to which these interdependent components are in fact 

coherent with each other, however, is not as simple to detect. My study demonstrates methodological 

coherence in, for example, the way the empirical methodology uses dialectical research methods 

such as interviews to best capture the individual versions of reality each respondent is assumed to 

hold within a relativist ontology – which is coherent with the constructivist research paradigm 

underpinning this study – and it was only by taking the project manager perspective in particular that 

the adjoining subjectivist/ transactional epistemology could be fulfilled. More broadly still, this 

coherent set of metaphysical structures (i.e. epistemology, ontology and methodology) fits with the 

analytic goals set out in the research question: to find out from project managers themselves what 

they perceive to be the most important challenges of managing CBNFYED projects in developing 

countries today. 

(2) Appropriate sample – the degree to which participants who best represent or have 

knowledge of the research topic are assessed. 

Evidence of this verification strategy can be found in detail in section 4.2, however it is worth 

reiterating that given the extremely limited and non-probabilistic sample size, the study was 

representative of a wide range of project managers with different personal attributes, project types 

and geographical locations. Conflicting accounts were also found, indicating aspects of the 

phenomenon that were initially less than obvious and thus contributing to the validity of the work 

(Morse et al. 2002: 18). 

(3) Concurrent collection and analysis of data – the extent to which data was analysed as it 

was collected. 

Again this was iterated in section 4.3.3 and was achieved by collecting data from the preliminary 

questionnaire before the interviews began.  

(4) Thinking theoretically – the degree to which ideas emerging from data are reconfirmed in 

new data. 

As many authors have acknowledged, the use of multi-method approaches to data collection in 

conjunction with multi-stage analysis of data allows greater understanding of the empirical findings 

in light of an ever-increasing theoretical knowledge base. Evidence of this mixed method approach – 

i.e. using inductive and deductive elements – to constantly check new findings with existing theories, 

and re-check existing theories in light of new findings, can be found in both Chapter 6: Analysis and 

Discussion and Chapter 7: Conclusion. 
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(5) Theory development – the degree to which the study not only fits with but contributes to 

existing theoretical understanding. 

The use of management-as-organising theory and complexity theory in giving meaning to the 

findings of this study, demonstrating the study‘s validity and more broadly providing a rationale for 

the study‘s existence is hoped will benefit other authors too by perhaps broadening the conceptual 

relevance of the two theories in education and project management research fields.  

 Together, the employment of these six verification strategies throughout the entire research process 

is hoped can ensure a study‘s validity and reliability – from research question definition and choice 

of theories underpinning the study, to empirical methodology formation, data analysis and additional 

theoretical development. While Morse et al. (2002) cautions that verification strategies may be 

problematic to use in studies conducted by inexperienced researchers, in pilot studies or in studies 

where data is thin, he still argues for their use as: ―the purpose of pilot studies, if used in qualitative 

inquiry, is to refine data collection strategies rather than to formulate an analytic scheme or develop 

theory‖ (Morse et al. 2002). The exact same thing can be said of this thesis – aiming to give us 

practice in refining methodological strategies and general research techniques – and so to the best of 

this author‘s capacity, reliability and validity (and thus rigor) goals have been sought in this study. 
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APPENDIX 1: Preliminary questionnaire 

Instructions: 

1. This questionnaire is focused on identifying which everyday challenges are perceived to be 

the most important by you, the manager of a community-based non-formal youth education 

development project in a developing country.  

2. It is the first step in the contact I will have with you – after I receive back this questionnaire I 

will proceed with a telephone interview to discuss your responses and your reasoning behind 

them. 

3. For section one, please fill in the blank fields to provide some background information about 

yourself and your project. 

4. For section two, please rank the challenges in each sub-section in the order of importance as 

you perceive it (with ―1‖ for the most important challenge within each area).  

5. For section three, please rank the 9 challenge areas in the order of importance as you perceive 

it (from ―1‖ for the most important to ―9‖ for the least important). 

6. Please download the questionnaire, fill it in, save it and email it back to the following 

address: 

elizabeth.jamieson@hotmail.com 

 

Section One: General Questions 

1. What is your name?  

2. What is your nationality?  

3. What is your gender? 

4. What is your age?   

5. What is the name of your project? 

6. Which city/ country is it located in? 

7.  How many years have you been managing this project?    ___________  years 

8. What is the approximate amount of funding you receive per year?  

 

 

 

 

 

 

 

USD$ 

mailto:elizabeth.jamieson@hotmail.com
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Section Two: Specific challenges 

9. Which individual challenges do you perceive to be the most important within each of the 

following 9 challenge areas? Within each sub-section, please rank the challenges in the order 

of importance as you perceive it, with ―1‖ being the most important. 

Challenge area 1: Managing project team members [Please rank from 1 to 4] 

Challenges Ranking 

Recruiting the right teachers for the right job  

Training the teachers  

Motivating the teachers   

Managing a workforce of international team members  

Challenge area 2: Managing community involvement [Please rank from 1 to 6] 

Challenges Ranking 

Building awareness in the local community of the project  

Finding out what parents and local community members want from the project  

Promoting urgency and accountability for change by parents and local 

community members 

 

Dealing with parental abuse of the project (e.g. pulling children out for home 

and work duties during school hours) 

 

Maintaining good communication with the local community  

Managing parent-teacher relations  

Challenge area 3: Using project management practices [Please rank from 1 to 4] 

Challenges Ranking 

Showing accountability (e.g. doing performance reports and discussing these 

with project stakeholders) 

 

Optimising the allocation of resources (e.g. proportion of time and money spent 

on curriculum development vs. physical building repairs) 

 

Deciding on contingency allowances in case something goes wrong  

Controlling the project‘s scope (e.g. not sacrificing education goals for 

community demands) 

 

Challenge area 4: Managing project financing [Please rank from 1 to 2] 

Challenges Ranking 

Getting the money needed to run the project  

Spending the money gained on the most-needed things  

Challenge area 5: Managing political stakeholders [Please rank from 1 to 2] 
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Challenges Ranking 

Maintaining good communication and inter-personal relationships with 

government officials 

 

Dealing with unwanted governmental interference in the running of the project  

Challenge area 6: Operating in a developing country context [Please rank from 1 to 4] 

Challenges Ranking 

Managing the project in a society with high gender disparity (i.e. female 

marginalisation) 

 

Managing the project in a society with rapid population growth and extreme 

poverty 

 

Managing the project in a society with a huge rural/ urban divide  

Managing the project in a society with high security concerns (e.g. kidnapping 

of children or volunteers) 

 

Challenge area 7: Maintaining student commitment [Please rank from 1 to 4] 

Challenges Ranking 

Ensuring the children regularly attend school  

Ensuring the classroom learning process is effective (e.g. dealing with 

disruptive behaviour) 

 

Deciding on an interesting yet appropriate curriculum  

Overcoming any problems associated with English-only instruction  

Challenge area 8: Managing project procurement [Please rank from 1 to 3] 

Challenges Ranking 

Acquiring school supplies in a geographically-remote location  

Using familial/ community networks to acquire school supplies  

Acquiring adequate school supplies for specific subjects (e.g. science)  

Challenge area 9: Other school management challenges [Please rank from 1 to 5] 

Challenges Ranking 

Creating codes of conduct and getting all project team members to follow them  

Making safety and security plans for the school  

Installing telephones at the school  

Ensuring the school project is socially responsible  

Providing access to clean water and toilets at the school  
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Section Three: Challenge areas 

10. Using the individual challenges above as a guide to what each challenge area entails, which 

challenge areas do you perceive to be the most important in the everyday management of 

your project? Please rank them in the order of importance as you perceive it, with ―1‖ being 

the most important all the way to ―9‖ being the least important. Please then add in all other 

challenges that are not mentioned but you feel are important in the everyday running of the 

project. 

No. Challenge area Ranking 

i  Managing project team members  

ii  Managing community involvement  

iii  Using project management practices  

iv  Managing project financing  

v  Managing political stakeholders  

vi  Operating in the developing country context  

vii  Maintaining student commitment  

viii  Managing project procurement  

ix  Other school management challenges  

x  OTHER, please specify: 

 

 

I would like to offer in advance my sincere gratitude for the time you have taken to complete this 

questionnaire. All information provided will be treated with the strictest confidence, for academic 

purposes only. If you do not wish your identity to be revealed in the MSc. thesis, please put an ―X‖ 

in this box:  [ ] 

Thank-you and regards, 

Elizabeth Jamieson.  
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APPENDIX 2: Interview Guide 

i) Good morning... Thank-you for your time... I received your questionnaire back and 

would like to discuss with you your responses... Firstly can I make sure that you have a 

copy in from of you? Easier to answer the questions if we are looking at the same 

document... 

ii) Before we begin, I must ask for your permission to be quoted in this thesis?... 

iii) For the sake of saving time, I would like to skip to the last page of the questionnaire and 

work from there... Section Three will be the focus of the interview, and we can come 

back to Section Two if time permits. 

iv) [For Korvi and Sarwar] 

1. Firstly, are you still happy with these rankings? 

2. Secondly, lets get to the details behind why you answered in this way... 

a. You mentioned that __________ was the most important challenge you 

faced in your everyday work life... tell me about that... 

i. Could you clarify what you meant by ________? 

ii. What is your biggest problem in this area? 

b. You mentioned that ___________ was the second most important 

challenge you faced in your everyday work life... tell me about that... 

i. Etc. 

c. You have ranked __________ as the least most important challenge 

area... tell me about that... 

i. Etc. 

3. Are there any other challenges you want to add that are not already 

mentioned?... 

4. You have been a great help, I really appreciate you taking the time to talk to me. 

Is there anything you want to ask me about this process? Or the thesis? 

5. Thank-you for your time. 

v) [for Ruth] 

1. Firstly, are you still happy with these rankings? 

2. Secondly, lets get to the details behind why you answered in this way... 

a. You have written that __________, ________, ________ etc. are the 

most important challenges you faced in your everyday work life... which 
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one of these do you think is the most important of all?... Could you tell 

me why?... 

i. Could you clarify what you meant by ________? 

ii. What is your biggest problem in this area? 

b. Out of the other challenge areas you ranked with 1s, could you tell me 

which you think is the next biggest problem?... 

i. Etc. 

c. You have ranked __________ as the least most important challenge 

area... tell me about that... 

i. Etc. 

3. Are there any other challenges you want to add that are not already 

mentioned?... 

4. You have been a great help, I really appreciate you taking the time to talk to me. 

Is there anything you want to ask me about this process? Or the thesis? 

5. Thank-you for your time. 

vi) [for Cathy] 

1. Tell me about what you think about the questionnaire... why was it so difficult to 

answer?... 

2. Out of all the challenges on the last page, which do you think is the most 

important in your everyday life?... 

3. Which is the second most important? Etc. 

4. Which is the least important? 

5. Tell me about your response in the final question... 

6. Are there any other challenges you want to add that are not already 

mentioned?... 

7. You have been a great help, I really appreciate you taking the time to talk to me. 

Is there anything you want to ask me about this process? Or the thesis? 

8. Thank-you for your time. 
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APPENDIX 3: Why the literature was chosen 

Table 7. Which elements of the research question each literature source addresses in its content. 

SOURCE 

 

TYPE OF 

DEVELOPMENT 

PROJECT 

TARGET OF 

EDUCATION 

PROECT 

TYPE OF 

EDUCATION 

PROJECT 

MANAGEMENT/FINANC

ING OF PROJECT 

LOCATION 

OF 

EDUCATIO

N PROJECT 

TYPE OF 

CHALLENGES 

IDENTIFIED 

TYPE OF STUDY 

Education Other Youth Adult Non-

formal 

Forma

l 

Community

-based 

International Rura

l 

Urban PM 

specifi

c 

Other Empirical Theoretical 

Harvey 

2004 

X  X   X  X X  X  Case study  

Jain 1997 X  X  X  X  X   X Case study  

Abbasi & 

Al-

Mharmah 

2000 

 X N/A N/A N/A N/A X    X  Quant  

Diallo & 

Thuillier 

2005 

 X N/A N/A N/A N/A  X    X Quant (local 

project 

manager 

perspective) 

 

Muriithi & 

Crawford 

2003 

 X N/A N/A N/A N/A  X   X   X 

Komatsu 

2009 

X  X   X X  X   X Qual  

Kitavi & 

Van Der 

Westhuizen 

1997 

X  X   X X X X X  X Quant  

Lynch et al 

2010 

X  X 

(visual 

impair) 

  X X  X X  X Quant 

(itinerant 

perspective) 

 

Apaydin & 

Ercan 2010 

 

 

X  X   X X  X X  X 

(social 

respons) 

Quant 

(comparative) 
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SOURCE TYPE OF 

DEVELOPMENT 

PROJECT 

TARGET OF 

EDUCATION 

PROECT 

TYPE OF 

EDUCATION 

PROJECT 

MANAGEMENT/ 

FINANCING OF 

PROJECT 

LOCATION OF 

EDUCATION 

PROJECT 

TYPE OF 

CHALLENGES 

IDENTIFIED 

TYPE OF STUDY 

Education Other Youth Adult Non-

formal 

Formal Community-

based 

Internati

onal 

Rural Urban PM 

specific 

Other Empirica

l 

Theoretical 

Addi-

Raccah & 

Ainhoren 

2009 

X  X   X X   X  X (parent 

involve) 

Quant  

Barrs 2005 X  X  X (but 

with 

some 

govt 

ties) 

 X  X   X 

(commun

ity invol) 

Case 

study 

 

Osei 2006 X  X   X X  X X  X 

(teachers 

only) 

 X 

Chalker-

Scott & 

Tinnemore 

2009 

X  X (uni 

level) 

 X  X (mgmt) X 

(funding) 

X   X Case 

study 

 

Mfum-

Mensah 

2003 

X  X  X  X (mgmt) X 

(funding) 

X   X Case 

study 

 

Caddell 

2005 

X  X   X X (mgmt, 

but national 

financing) 

 X X  X Case 

study 

 

Gruendema

nn 1999 

X  X X X  X  X   X Opinion 

(expat 

perspecti

ve) 
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APPENDIX 4: Where the literature fits into the six research areas 

 

Figure 18. The literature sources within Meta-knowledge area 1: Youth education development project management in developing countries 

  

Literature sources

Type of challenges identified

Type of organisational involvement

Level of Governmental involvement

Meta-knowledge area Youth education development project
management in developing countries

Formal 

(i.e. government-run)

Internationally-
led projects

In PM

Harvey 
2004

In general

Kitavi & 
Van Der 
Westhuizen 
1997; 
Caddell 
2005

Community-
based projects

In PM In general

Komatsu 
2009; 
Lynch et al. 
2010; 
Apaydin & 
Ercan 2010; 
Addi-
Raccah & 
Ainhoren 
2009; Osei 
2006; Barrs 
2005

Non-formal 

(i.e. NGO-run)

Internationally-
led projects

In PM In general

Chalker-
Scott & 
Tinnemore 
2009; 
Mfum-
Mensah 
2003

Community-
based projects

In PM In general

Jain 1997; 
Gruendemann 
1999
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Figure 19. The literature sources within Meta-knowledge area 2: Management of other development projects in developing countries. 

 

Literature sources

Type of challenges identified

Type of organisational involvement

Level of Governmental involvement

Meta-knowledge area Management of other development projects in 
developing countries

Formal 

(i.e. government-run)

Internationally-
led projects

In PM In general

Community-
based projects

In PM In general

Non-formal 

(i.e. NGO-run)

Internationally-
led projects

In PM

Muriithi 
& 
Crawford 
2003

In general

Diallo & 
Thuillier 
2005

Community-
based 

projects

In PM

Abbasi & 
Al-
Mharmah 
2000

In general
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APPENDIX 5: Ranking of challenge areas according to existing literature 

Weighting system = 2 points if the challenge area is the focus of the study, 1 point for each time it is mentioned in the literature 

Key = α (focus), β (cited) 

Table 9. The calculations behind the ranking of the nine challenge areas. 

SOURCE /  CHALLENGE 

AREA 

Managing 

Project Team 

Members 

Managing 

Community 

Involvement 

Managing 

Political 

Stakeholders 

Maintaining 

Student 

Commitment 

Managing 

Project 

Financing 

Managing 

Project 

Procurement 

Using PM 

Practices 

Other School 

Management 

Issues 

Operating in 

the 

Developing 

Country 

Context 

Primary area of knowledge = Youth education development projects, non-formal, community-based, general challenges 

Jain 1997 

 

Perspective = Project Managers 

of programs (not projects) 

α β  β β β α   

Gruendemann 1999 

 

Perspective = expatriate teachers 

β  β  β  β  α 

Secondary area of knowledge 1 = Youth education development projects, non-formal, internationally-led, general challenges 

Chalker-Scott & Tinnemore 2009 

 

Perspective = theoretical 

α α   α   β  

Mfum-Mensah 2003 

 

Perspective = local managing 

communities 

 α  β      

Secondary area of knowledge 2 = Youth education development projects, formal, community-based, general challenges 

Komatsu 2009 

 

Perspective = local Government 

Education District Officers 

(EDOs) 

 

 

α β α β β    β 
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Lynch et al. 2010 

 

Perspective = itinerant teachers 

of visually-impaired children 

α    β β   β 

Apaydin & Ercan 2010 

 

Perspective = School managers in 

Turkey 

α β  α      

Addi-Raccah & Ainhoren 2009 

 

Perspective = Israeli school 

principals 

α α        

Barrs 2005 

 

Perspective = school teachers 

α α        

Osei 2006 

 

Perspective = school teachers 

α   β β β    

Tertiary area of knowledge 1 = Youth education development projects, formal, internationally-led, project management-specific challenges 

Harvey 2004 

 

Perspective = Project Manager of 

individual education projects 

β β β    α β  

Tertiary area of knowledge 2 = Youth education development projects, formal, internationally-led, general challenges 

Kitavi & Van Der Westhuizen 

1997 

 

Perspective = beginning school 

principals 

β β  β α β  β  

Caddell 2005 

 

Perspective =school and district 

staff 

β  α    β  β 

Fourth area of knowledge 1 = Other development projects, non-formal, community-based, project management-specific challenges 

Abbassi & Al-Mharmah 2000 

 

Perspective = 

    β β α  α 

Fourth area of knowledge 2 = Other development projects, non-formal, internationally-led, project management-specific challenges 

Muriithi & Crawford 2003 

 

Perspective = expatriate project 

managers in developing countries 

 

β β β   β α  β 
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Fourth area of knowledge 3 = Other development projects, non-formal, internationally-led, general challenges 

Diallo & Thuillier 2005 

 

Perspective = local African 

project coordinator 

α β β    β   

Number of times it is the focus 

of the study  

(x2 points) 

9 4 2 1 2 0 4 0 2 

Number of times it is referred 

to by literature sources  

(x1 point) 

5 7 4 5 6 6 3 3 4 

TOTAL SCORE 23 15 8 7 10 6 11 3 8 
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