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Abstract
This study provides a deeper knowledge and understanding about the ways in which multiple
local and global discourses shape the policies that emphasize the building of world-class
universities in China. As such, it examines the influence of neoliberal forces of globalization on
institutional and individual responses to these policies, with attention to their transformational
impact on the subjectivities of the faculty members. This qualitative case study (Creswell, 2009;
Stake, 2005; Thomas, 2011a) was informed by an engagement with a number of interrelated and
complementary critical social theories, namely, a Foucauldian analytical framework (Foucault,
1980a, 1980b, 1987, 1993), critical policy theories (Ball, 1994, 2005; Ball, Maguire & Braun,
2012; Rizvi & Lingard, 2010) and globalization studies (Rizvi, 2008, 2014; Rizvi & Lingard,
2006; Burawoy, 2000). In-depth interviews were conducted with fifteen faculty members from a
high-ranking university in a less developed province in China, and data were analyzed through
drawing upon the relevant national and institutional policies, examining China’ specific
historical and cultural realities, and engaging with the above-mentioned critical theoretical
framework. This study has found that the quest for world-class universities in China is consistent
with the logics of neoliberal globalization as manifested through a discourse that values
efficiency, deliverability and performance, and encourages competition, excellence and high
rates of return. It provides insights into the terms and enactment of various educational and
economic policies in China that are driven by such a neoliberal rationality, and how this
rationality was negotiated within a particular local context, entered into the university system to
influence governance of higher education, as well as gradually penetrated the minds of
academics to shape their subjectivities. This study fills an empirical gap by examining, from a

critical lens, the complicated process of construction of academic subjects in relation to specific



policy enactment. It provides theoretical possibilities for future critical policy studies and studies
on neoliberal globalization. It also identifies significant issues emerging from China’s current
pursuit of WCUs, particularly with regards to raising critical awareness and reconsideration of
the roles of faculty members and the question of balancing quality and equity in the process of
policy enactment.

Key words: subjectivity, neoliberalism, governmentality, critical policy analysis, globalization,
higher education in China, world-class universities
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Chapter One: Statement of the Research Problem and Theoretical Framework

Statement of the research problem and research questions

The field of education policy research, like any other “social and cultural activity in
general” has encompassed “multiple dynamics, multiple and partly overlapping histories, and is
in constant motion” (Apple, 1997, p. 125). The past few decades, on a global scale, have
witnessed a “shift from welfare to neo-liberalism (Jessop, 2002), from government to
governmentality, from politics to ethics, from discipline to subjectivity” (Ball, 2013, p. 120).
Consequent to this shift, there have been enormous educational, as well as political, economic
and cultural changes nationally and globally, and the ways that universities and academics are
governed have taken new forms. These changes are unprecedented and demand a timely
academic response.

As Ozga (2008) reminds us, we are living in an era that is governed by numbers (also
cited in Ball, 2012a, 2013a, 2015). With intensified forces of globalization and neoliberalism,
higher education has become one of the arenas that compete for excellence and efficiency, as it is
perceived as key to national development and productivity growth (Salmi, 2009; Torres &
Schugurensky, 2002). The quest for world-class universities (WCUs), therefore, has become a
high priority for governments around the world. Great attention has thus been devoted to creating
various quality assurance and international benchmarking measures to evaluate how well each
university performs with the new policies that emphasize building WCUs. Meanwhile, quite a
number of research studies have well documented how this educational/political agenda of
building WCUs has been localized and implemented in different places around the world
(Bernasconi, 2011; Byun, Jon & Kim, 2013; Huang, 2015; Jayaram, 2011; Postiglione, 2011;

Rhee, 2011; Mukherjee & Wong, 2011; Valida, 2009; Wang, Wang & Liu, 2011; Xavier &



Alsagoff, 2013; Yang & Welch, 2012). Inadequate attention and research effort, however, have
been given to an examination of the complex policy enactment process (Ball, Maguire & Braun,
2012), and in particular, how faculty members respond to the national agenda of building WCUs
and how their understandings of higher education and their subjectivities are shifting in the face
of the enormous changes caused by globalization, neoliberal forces and specific cultural
influences such as the national history, and socially transmitted behavior patterns and beliefs.

Through a critical analysis of selected policy documents and interviews with fifteen
faculty members at a high ranking Chinese university in a less developed province, this study
attempts to explore the following questions: 1) How are faculty members at a Chinese university
responding to and interpreting the policies that emphasize building WCUs in China? 2) How are
these faculty members constituted and constituting themselves as particular sorts of subjects in
the complex policy enactment process? 3) What are the effects of the specific national socio-
cultural practices in determining who they are and how they come to understand themselves as
academic subjects? And, 4) How are broader forces of globalization and neoliberalism, in the
form of a commitment to build world-class universities, affecting how professors in China are
coming to understand themselves as particular sorts of scholars or academic subjects? These are
the major research questions that | intend to address in this research.

Elaboration of the problem

The main objective of this study was to deepen the understanding of the process of
neoliberal governance and the shaping of academic subjectivities, more precisely, how individual
faculty members were being constituted and constituting themselves in the enactment of policy
of building WCUs within a specific context. In short, | was concerned to understand “the way in

which small processes, everyday mundane practices work to disadvantage, damage, undermine,



exclude, marginalize particular social groups” (Ball, 2011). I wanted to examine how various
prevailing discourses within this neoliberal education agenda had found their way to influence
faculty members and their teaching, research and the university academic culture as a whole. |
wanted to examine how Chinese faculty members at one university interpreted and translated
policy into their teaching and research practice. | wanted to understand the different forms and
roles of the “governance network™ in the contemporary Chinese higher education system (Ball,
2012b). Last, but not the least, this study was concerned to analyze China’s policies on building
WCUs in terms of their contributions to the enhancement of social justice. It was the researcher’s
hope that the findings of this study could help to shed light on these issues, since each of them
demands a timely academic attention due to their salient role in shaping the academic culture and
defining what higher education really is.

| chose to study the academic community (15 professors) from a high-ranking university
in China for a number of reasons. First, since the founding of the People’s Republic of China in
1949, especially during the last two decades, the enormous development in China has attracted
worldwide attention. In the field of higher education, in 1949 there were only 117,000 students
enrolled in regular higher education institutions(HEIs) in China (Ministry of Education of the
People’s Republic of China, 2011, February 25), and this number increased to approximately
26,253 million in 2016 (National Bureau of Statistics of China, 2016). From the early 1990s, the
Chinese government has launched several initiatives that emphasized and supported the building

of world-class universities, such as Project 211" and Project 9857, and has since achieved

! Project 211 was one important strategic initiative taken by the Chinese government,
with a commitment to support an estimate of 100 national key universities to reach the level of
world-class by the 21st century. It was officially launched in November 1995, and was
terminated in 2016. During this period, a total of 112 institutions of higher education had been



remarkable progress in terms of enhancing its national key universities’ research capacity,

international academic reputation, and international rankings. In the past 20 years, China is

“remaking the knowledge economy landscape” (Marginson, 2008). Yang and Welch (2012)

wrote,
between 1995 and 2005, the annual number of scientific papers produced in China rose
from 9,061 to 41,596, with the annual output of papers rising by 16.5% in contrast to
South Korea (15.7%), Singapore (12.2%), Taiwan (8.6%), the EU (1.8%), and the US
(0.6%) while in the UK the number did not rise at all. In 2008, China produced 112,000
scientific papers, and the number of papers by Chinese researchers in five top research
journals — Nature, Science, Cell, Lancet and New England Journal of Medicine — tripled
to 21 papers a year. China is set to take the first place within 10 years (Moore 2010).
(Yang & Welch, 2012, p. 662)

China’ role in the international academic community is becoming increasingly salient. Just as Li

and Chen (2011) predict, Chinese universities may contribute to “a reshaping of global

intellectual culture” (p. 241).

selected to receive extra financial support from the central and local governments. (Ministry of
Education of the People’s Republic of China, 2010, 2016 & n.d.)

2 Project 985 was another influential strategic endeavor taken by the Chinese government,
aiming at supporting a number of most competitive universities in China to become world-class.
It was first proposed by Jiang Zemin, the former President of the People's Republic of China, in
May 1985. A total of 39 universities were selected to be included in the Project 985. In 2016 it
was officially announced ineffective. Project 985, together with Project 211, has been replaced
by a new national university development scheme, known as “Double First Class University
Plan”, which aims at developing world-class universities and disciplines. In September 2017, the
Ministry of Education, Ministry of Finance, and the National Development and Reform
Commission of the People’s Republic of China jointly released the full list of the sponsored
universities and disciplines. (Ministry of Education of the People’s Republic of China, 2011a,
n.d. & 2017)



China has experienced an unprecedented economic, political, social and cultural change
in the past three decades. Tensions have emerged when the traditional Confucian culture that
worships education and educators encounters the new commercialization and privatization of
higher education that treat education as a service and educators as service providers, and when
the historically-shaped localized cultural discourses negotiate with numerous changes
consequent to the contemporary processes of globalization. The pursuit of WCUs in China,
therefore, is not merely an educational, economic or political issue — it involves cultural
dimensions. It has to be understood in relation to China’s long feudal history, the one-hundred-
year (1839-1945) history of being invaded by external powers, and contemporary times which
have been marked by its struggles for economic and social development and innovation. The
pursuit of WCUs in China, therefore, can be viewed as a much contested terrain which mirrors
the issue of dominance and resistance as raised in some postcolonial studies (Bhabha, 1994;
Spivak, 1988). The colonial discourse has had a huge impact on shaping Chinese people’s
notions of modernity, development and knowledge. The “western knowledge” and educational
models are highly valued. Western degrees are more preferred over domestic ones. Academic
articles published in western journals are more valued, and learning a foreign language,
especially English, is emphasized. On the other hand, Chinese leaders emphasize China’s WCUs
have to possess “Chinese characteristics”, and there is a dynamic between the western dominant
discourse and the Chinese indigenous civilization and culture. As Rizvi et al. (2006) suggest, this
issue of dominance and resistance requires more urgent attention than ever with the
“contemporary material conditions characterized by the global movements of capital, people and
ideas that no longer follow the familiar one-way colonial path from center to periphery, but

involve more complicated flows and networks of power” (p. 254).



Meanwhile, though there is recognition and affirmation of the spectacular education
achievements made by China, literature has also documented criticism over the problems that
have occurred as a result of China’s ongoing higher education reforms, which leads to the central
concerns that this PhD study is seeking to address (Cai, 2012, Chen & Wu, 2011; Wang, 2014;
Wang and Seddon, 2014; Yi, 2011). What can be learned about how these forces of globalization,
economic development and neoliberalism are affecting universities in China? How are professors
in contemporary Chinese universities responding to and being shaped by the policies in the
current context of tremendous economic, political, cultural and educational shift? What are the
complex forms through which Chinese faculty members are being influenced by the current
higher education policies which emphasize the making of Chinese universities as world-class
institutions of higher learning?

The second reason to examine Chinese universities is because there is a gap in the
literature, in terms of both the lack of empirical studies that examine faculty members’
subjectivities related to China’s policy of building WCUs, and the inadequate studies that
employ a critical theoretical lens to understand China’s policies that emphasize the building of
WCUs.

In terms of the research content, existing literature that examines the agenda of building
WCUs in China generally touches upon the following three aspects: 1) the contexts of this
education agenda and the government’s initiatives, 2) the institutional strategies towards building
world-class universities, and 3) challenges and problems that emerged in the policy
implementation process and critical reflections on this national education agenda. However, little
attention has been given to exploring the complex and subtle ways in which faculty members are

affected by the policy enactment and are negotiating their subjectivities in the enactment process.



The notion of “policy enactment”, as opposed to the traditional conception of “policy
implementation”, is introduced by critical policy sociologists such as Stephen Ball (Ball, 2009;
Ball, Maguire and Braun, 2012) and Ozga (2000). In an interview, Ball stated that the use of the
term “policy implementation” suggested “a linear process whereby policy moves into practice in
some direct way that is both mysterious but obvious” (Mainardes & Marcondes, 2009, p. 304).
Viewing policy only as “an attempt to solve a problem” (Ball et al., 2012, p. 2) marginalizes or
ignores “the other moments in processes of policy and policy enactments that go on in and
around schools” (p. 2). Therefore, Ball et al. (2012) suggest to use the term “policy enactment”
instead to capture or uncover the “the jumbled, messy, contested creative and mundane social
interactions” that link policy texts to practice (p. 2). In this sense, policy is viewed as a process,
which is “as diversely and repeatedly contested and/or subject to different ‘interpretations’ as it
is enacted (rather than implemented) in original and creative ways within institutions and
classrooms but in ways that are limited by the possibilities of discourse” (pp. 2-3). In other words,
policy enactment is a process that privileges and silences certain voices, and therefore inevitably
involves social justice issues in the sense that policy will benefit or marginalize certain social
groups. In this sense, policy research that examines the subjectivities of faculty members in the
process of the enactment of China’s policies that emphasize the building of WCUs will open up
discussions on social justice issues in the ongoing higher education reforms as they pertain to
Chinese universities. This objective is seldom addressed in existing literature.

Yang (2006) examined the current status of China’s education policy research, and found
that due to the tradition of China’s intellectuals, as well as the consequence of marketization,
there was a lack of criticism and “sufficient reflections on the actuality of policy phenomena and

their processes” in the majority of education policy research conducted by researchers in China



(p. 217), and more importantly, a lack of critical indigenous perspectives that “focus on the local
context” (p. 218). As Yang suggests, it is imperative for China to “interrupt this tendency to
provide possibilities for a decolonizing educational policy and practice”, and Chinese
intellectuals “need to develop their unique perspectives and values based on rich local experience
and an awareness of their local society and culture” — “to grasp the meaning of locality in the
situation when nation-states experience transnational destabilization” (p. 218). The study,
therefore, also seeks the possibility to refine the existing theories that can explain the discursive
formation of academic subjectivities of faculty members in relation to policy enactment at
contemporary China in response to the emphasis on creating WCUSs.

The third and final reason to study the case of a Chinese university comes from my
personal and emotional ties to China, and also my previous experience as a student and later a
faculty member at a Chinese university. | have witnessed how faculty members in Chinese
universities are now “working within a new value context” with the introduction of market forces
into the educational system (Ball, 1994, p. 51). As Stake (2005) suggests, a case study researcher
should select the case from which the most data can be obtained. | believe my knowledge about
China and its higher education system, my proficiency in Chinese language, as well as my social
ties and cultural sensitivity have the potential to facilitate my data collection and analysis.

Significance of the Study

This study fills an empirical gap by examining from a critical lens the complicated
process of construction of academic subjects in relation to specific policy enactment. It provides
theoretical possibilities for future critical policy studies and studies on neoliberal globalization. It
also identifies significant issues emerging from China’s current pursuit of WCUs, particularly

with regards to raising critical awareness and reconsideration of the purpose of higher education,



the roles of faculty members and the question of balancing quality and equity in the process of
policy enactment.

Theoretical framework

To examine the academic subjectivities of faculty members within the context of WCUs in
China with regards to policy enactment in the contemporary era of globalization, this study
draws upon a number of interrelated and complementary critical social theories. First and
foremost, the Foucauldian analytic framework (Foucault, 1980a, 1980b, 1987, 1988a, 1988b,
1993) is used to understand the power relations and techniques of governance in the process of
subjectification. Second, to make sense of the interrelationship between subjectification and
policy enactment, this study draws on some theoretical work in the field of critical policy
sociology, namely, the theorizing of policy enactment (Ball, 1994 & 2005; Ball, Maguire &
Braun, 2012) and studies on the impact of globalization on policy (Rizvi & Lingard, 2010). Third,
to understand how globalization is influencing the local/global relationship, reshaping education
and research imaginaries and raising new research challenges, some globalization studies are
visited (Rizvi, 2008, 2009, 2014; Rizvi & Lingard., 2006; Burawoy, 2000). | embrace what Ball
(1994) and Harvey (1990) have proposed, that any critical social research is “not bounded by a
single (grand) theoretical perspective” (Harvey, 1990, p. 8); rather, “the concern is with the task
rather than with theoretical purism or conceptual niceties” (Ball, 1994, p. 2).

The Foucauldian analytic framework: Foucault’s notions of power, knowledge,
subjectivity and governmentality. As discussed earlier, the main purpose of my study was to
understand how faculty members were constituted and constituting themselves as particular sorts
of subjects in the enactment process of China’s policies to build WCUs, and how their

subjectivities simultaneously influenced their teaching, research and the university academic
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culture as a whole. Given this purpose, | believe it is most pertinent and important to draw upon
Foucault’s critical analytical framework on power knowledge, governmentality and
subjectification.

Foucault’s work has contributed greatly to sociological studies on education. In the
following paragraph, I will discuss three of Foucault’s most influential concepts, power,
knowledge and human subject, the examination of which, as Foucault himself indicated, had
been the center discussion of his work. His analytic insights have provided important resources
for many scholars working across a range of disciplines including the field of education. Closely
related to these three concepts is his theory of governmentality, which is discussed together with
his concept of the subject. I will then explicate how these concepts have informed my research.

Power as a productive network. Foucault rejects the traditional liberal and Marxist
theories of power, which consider power as a commaodity that is possessed by an elite few. He
believes the notion of repression “is quite inadequate for capturing what is precisely the
productive aspect of power” (Foucault, 1980a, p. 119). To reject this “repressive hypothesis”, he
wrote,

If power were never anything but repressive, if it never did anything but to say no, do you

really think one would be brought to obey it? What makes power hold good, what makes

it accepted, is simply the fact that it doesn’t only weigh on us as a force that says no, but
that it traverses and produces things, it induces pleasure, forms knowledge, produces
discourse. It needs to be considered as a productive network which runs through the
whole social body much more than a negative instance whose function is repression.

(Foucault, 1980a, p. 119)
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For Foucault, power is not merely something that one can possess, but something that can be
“employed and exercised through a net-like organization” (Foucault, 1980b, p. 98). It is not only
an external force, but a set of practices, when exercised, internationalize, individualize and
normalize one’s notions and behaviors. It is “like a shifting and changing interactive network of
social relations among and between individuals, groups, institutions and structures that are
political, economic and personal” (Ball, 2012, p. 30). This kind of “disciplinary power”, as
Foucault (1980a) argues, is everywhere, and is often localized rather than centralized. The effect
of disciplinary power is circulated in a manner “continuous, uninterrupted, adapted and
individualized throughout the entire social body” (p. 119). Compared with the effect of
apparatuses developed by the monarchies of the Classical period, such as the army and the police,
the exercise of disciplinary power is less noticeable but “much more efficient” and “less open to
loopholes and resistances” (Foucault, 1980a, p. 119).

Meanwhile, Foucault does not deny sovereign power. He thinks that the State is
important, but “the State can only operate on the basis of other, already existing power relations”
(19804, p. 122). To explain the relationship between the power of sovereignty and that of
discipline, Foucault (1980b) wrote,

The powers of modern society are exercised through, on the basis of, and by virtue of,

this very heterogeneity between a public right of sovereignty and a polymorphous

disciplinary mechanism (p. 106)...sovereignty and disciplinary mechanisms are two

absolutely integral constituents of the general mechanism of power in our society (p. 108).
Power relations, as Foucault argues, “form the basis for the functioning of the State” (Foucault,
19804, p. 123), and “a society without power relations can only be an abstraction”, since “to live

in society is to live in such a way that action upon other action is possible — and in fact ongoing”
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(Foucault, 1983, p. 223). This network of power relations disciplines people to act in certain
ways which simultaneously strengthens this network. Normalization, as well as the discursive
production of knowledge, thus, comes into being, which will be discussed in the next session.

For Foucault, power is not an evil, but rather “strategic games” (Foucault, 1987, p. 130).
Power is “not necessarily repressive, prohibitive, negative or exclusionary (although it can be all
of these things)” as it is also positive (Gaventa 2003, p. 4). Foucault (1987) wrote,

| don't see where evil is in the practice of someone who, in a given game of truth,

knowing more than another, tells him what he must do, teaches him, transmits knowledge

to him, communicates skills to him. The problem is to know how you are to avoid in
these practices - where power cannot play and where it is not evil in itself - the effects of

domination which will make a child subject to the arbitrary and useless authority of a

teacher, or put the student under the power of an abusively authoritarian professor, and so

forth. I think these problems should be posed in terms of rules of law, of relational

techniques of government and of ethos, of practice of self and of freedom. (p. 130)

For Foucault, it is neither possible nor necessary to escape from all power relations, but rather it
is important to recognize the technologies of power and those of self and how to mobilize them
in the interests of certain political objectives.

Then how is Foucault’s notion of power related to my research on how faculty members
are constituted and constituting themselves as certain subjects in the policy enactment process?
As Ball (2011) suggested, “the teacher subject is constructed in a network of social practices
which are infused with power relations” (p. 611). Disciplinary power, in this case, can be
understood as the internalized and normalized mentality that is shaped by the historically,

politically, culturally, and geographically specific set of rules that these faculty members, as well
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as other people involved in the policy making and enactment process, consciously or
unconsciously follow. The educational policies are the result of the negotiation of various
external historical, economic, cultural and political forces, and the policies themselves are also
practiced as both a form of disciplinary power, as well as a form of sovereign power that likely
leads to certain disciplinary effects that (re)shape the academic culture of a university and the
subjectivities of the faculty members. Through practicing this new disciplinary power, the
university and the faculty members are also producing a new educational agenda which
immediately becomes part of the existing power system.

The significance of Foucault’ notions of power for my study is not simply to help me to
say that “things are not right as they are”; it is to point out “what kinds of familiar, unchallenged
and unconsidered modes of thought” upon which our accepted practices rest (Foucault, 1988b,
pp. 154-155). It is to identify and examine the political, cultural and ideological dynamics in
policy enactment and the subjectivities of faculty members. More importantly, it is to explore the
possibility of detaching certain negative/unjust/oppressive disciplinary rules from the policies, as
well as from faculty members’ thoughts and practices, so that, if possible, to contribute to the
creation of anti-oppressive policies, or, teaching and research pedagogies within the context of
building WCUs in China.

Knowledge and truth as effects of power. Foucault objects to the essentialist view of
knowledge/truth, which views knowledge as universal and objective. Rather, he suggests that
truth and knowledge are effects of power, and are created through discourses. Discourses, as
Foucault defines them, are “practices that systematically form the objects of which they speak”,
and “are not about objects; they do not identify objects, they constitute them and in the practice

of doing so conceal their own invention” (Foucault, 1972, p. 49).
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Discourse is “the domain of subconscious knowledge”, which is,
secretly based on an “already said”; and that this “already said” is not merely a phrase
that has been already spoken, or a text that has been written, but a “never said”, an
incorporeal discourse, a voice as silent as a breath, a writing that is merely the hollow of
its own mark. (Foucault, 1972, p. 25; also cited in Ball, 2013, 19-20)
Ball (1994) further elaborated Foucault’s notion:
Discourses are about what can be said, and thought, but also about who can speak, when,
where and with what authority. Discourses embody the meaning and use of propositions
and words ....it (discourse) is ‘more’ than that (language and speech). We do not speak a
discourse, it speaks us. We are the subjectivities, the voices, the knowledge, the power
relations that a discourse constructs and allows. We do not ‘know’ what we say, we ‘are’
what we say and do. (pp. 21-22)
In his recent book on Foucault and Education, Ball (2013) deepened this elaboration:
Discourse is the conditions under which certain statements are considered to be the truth
(p. 19)....But statements are not necessarily speech acts; they can be grids diagrams and
equations (p. 20)....the operation of discursive practices is to make it virtually impossible
to think outside of them; to be outside of them is, by definition, to be made, to be beyond
comprehension and therefore reason (pp. 20-21).
Ball’s remarks, full of Foucauldian wits, provide a lucid understanding of how
knowledge/truth/rationality is produced through discourses. For Foucault, discourse is not only
what we say and do, but also the historically/politically/culturally constructed rules that govern
what is said or to say and how to act in a particular way. Foucault further defined

knowledge/truth, and explained the relationship between knowledge/truth and power:
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truth isn't outside power, or lacking in power...truth isn't...the privilege of those who
have succeeded in liberating themselves. Truth is a thing of this world: it is produced
only by virtue of multiple forms of constraint. And it induces regular effects of power.
Each society has its régime of truth, its ‘general politics' of truth: that is, the types of
discourse which it accepts and makes function as true; the mechanisms and instances
which enable one to distinguish true and false statements, the means by which each is
sanctioned; the techniques and procedures accorded value in the acquisition of truth; the
status of those who are charged with saying what counts as true. (Foucault, 1980a, p. 131)
These discourses, mechanisms or techniques produce and sustain truth. Linked in this circular
relation with systems of power, truth is to be understood as “a system of ordered procedures for
the production, regulation, distribution, circulation and operation of statements” (Foucault, 1980a,
p. 133).

Foucault’s notion of knowledge has great implications for this study. In the enactment of
policies that emphasize building WCUs in China, knowledge may take various forms and can be
both the material and conceptual. Whatever form it takes, knowledge (or more precisely, what
counts as knowledge) is determined by the socially available discourses and are materialized in
many forms such as policy documents and artefacts. In addition to the prevailing discourses in
the specific historical, political, cultural, geographical, economic and social contexts, the
construction of knowledge is also limited by each individual educator’s experience and mentality.
For example, it is based on a certain sort of “knowledge” that underscores the Chinese national
government’s decision to build WCUs. This sort of knowledge is constructed through the
negotiation of various available discourses that are reflected in texts such as the national

development plan, the government’s economic or educational report, certain academic research
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articles, newspaper articles as well as in the circulation of discourses involving some traditional
perceptions of education, and the specific understanding of the nation’s history. The various
national and/or local education agencies, again, draw on certain knowledge, interpret this
education agenda and then draft certain education policy documents for universities to enact.
Again, these policy documents are made and justified based on certain knowledge, such as the
consensus among the policy makers that there is an urgent need to build WCUs. This imperative
is driven by neoliberal agendas and fueled by forces of globalization. When it comes to the
institutional level, the university again interprets the national/local policy documents and then
transforms them into institutional policy documents and practices, based on their specific
contextual circumstances (such as the university histories, school cultures and material
conditions) and, more importantly, their specific values and beliefs. The faculty members, both
as the receivers and the creative actors in the policy enactment process, are required to follow the
policies by the top-down power, but meanwhile interpret the institutional policies (interpret the
interpretations of interpretations) and then translate them based on their values and knowledge
which are shaped by the available discourses within the existing power relations in which they
are implicated. They are performing who they are while enacting the policies. It is the operation
of discourses that continuously shape how education is understood, how the world-class
university is defined, and what it means to be a “desirable” faculty member.

The actual process of “knowledge” production and operation is complicated and full of
tension. It involves numerous stakeholders within the policy network. In each phase of policy
enactment, conflicting types of knowledge may fight for voices, as the available discourses to
each knowing subject may not be in tacit agreement. Policy makers or faculty members always

have some priorities over others given certain economic/social/political contexts or sometimes
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simply based on their own specific preference. As a result, negotiation takes place at each stage
of policy enactment. Just because of the different priorities, knowledge is also non-essential; it is
relational and always subject to change, depending on who defines what knowledge is and under
what conditions. It is also worth noting that knowledge is both overt and covert. This makes it
more important to identify the taken-for-granted forms of knowledge, and to examine the process
of knowledge production.

Foucault’s notions of knowledge and power relations are significant in that they point to
the importance of identifying the accepted discourses in the contemporary Chinese society,
especially in the higher education system. Foucault’s notions provide inspiration for the
researcher to explore the mechanisms that enable faculty members to distinguish truth from non-
truth, and to become who they are as particular sorts of academic subjects.

Subject as effects of power and the art of governmentality. As Foucault suggests, the
word “subject” can be understood in two different ways: “subject to someone else by control and
dependence, and tied to his own identity by a conscience or self-knowledge”, and “both
meanings indicate a form of power which subjugates and makes subject to” (Foucault, 1982, p.
212; also cited in Ball, 2013, p. 125). This explication of “subject” well explains the process of
subjectification, in other words, how individuals are subjected and constitute themselves within a
particular context. Subjectivity is not “who we are”, but “what we do” — “an active process of
becoming” (Ball, 2013, p. 125).

Foucault developed the notion of “governmentality” to link the “technologies of
domination — the ways in which the subject is constituted by power—knowledge relations” and
“of technologies of the self — the ways in which individuals constitute themselves through

practices of freedom” (Allen, 2011, p. 43). In other words, technologies of domination
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“determine the conduct of individuals and submit them to certain ends or domination, an
objectivizing of the subject” (Foucault, 1988, p. 18); while the technologies of the self, as
Foucault wrote,
permit individuals to effect by their own means or with the help of others a certain
number of operations on their own bodies and souls, thoughts, conduct, and way of being,
so as to transform themselves in order to attain a certain state of happiness, purity,
wisdom, perfection, or immortality (1988, p. 18).
Foucault believes in the freedom of people. He believes that people react very differently to the
same situation. In Martin’s interview with Foucault in 1982, Foucault said, “the way people act
or react is linked to a way of thinking, and of course thinking is related to tradition” (Martin,
1988, p. 14).
Foucault believes that technologies of the self have to be studied together with
technologies of domination:
I think that if one wants to analyze the genealogy of the subject in Western civilization ...
he has to take into account the interaction between those two types of techniques —
techniques of domination and techniques of the self....The contact point, where the
individuals are driven by others is tied to the way they conduct themselves, is what we
can call, I think government. Governing people, in the broad meaning of the word,
governing people is not a way to force people to do what the governor wants; it is always
a versatile equilibrium, with complementarity and conflicts between techniques which
assure coercion and processes through which the self is constructed or modified by

himself. (Foucault, 1993, pp. 203-204)
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“Government” here, as Foucault suggests, can be understood in a more comprehensive sense: it
refers to both the management by the state of administration and the mentalities, rationalities,
and techniques through which subjects are governed (Mayhew, 2004). It is a “continuum, which
extends from political government right through to form of self-regulation, namely, technologies
of the self” (Lemke, 2000, p. 59). Governmentality, in Foucault’s words, is “the conduct of
conduct” (Foucault, 2002, p. 337) — “a form of activity aiming to shape, guide or affect the
conduct of some person or persons” (Gordon, 1991, p. 2). This activity, as Gordon nicely
captures, “could concern the relation between self and self, private interpersonal relations
involving some form of control or guidance, relations within social institutions and communities,
and finally, relations concerned with the exercise of political sovereignty” (p. 2).

In Foucault’s later work, governmentality appeared as a significant focus in his thinking
about the exercise of power and power relations. He used the term “rationality of government” or
“art of government” to describe “a way or system of thinking about the nature of the practice of
government” (Gordon, 1991, p. 3). Foucault traced a genealogy of governmentality from its form
as the “pastoral power” in the early Christianity to its post-war forms as neoliberal thought in
western societies (p. 3). His notion of government allows for a more complex analysis of how
neoliberal forms of government lead to controlling individuals through not only direct state
apparatuses, but also indirect techniques. Lemke (2000) provided a good example:

The strategy of rendering individual subjects "responsible™” (and also collectives, such as

families, associations, etc.) entails shifting the responsibility for social risks such as

illness, unemployment, poverty, etc. and for life in society into the domain for which the
individual is responsible and transforming it into a problem of "self-care”. One key

feature of the neo-liberal rationality is the congruence it endeavors to achieve between a
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responsible and moral individual and an economic-rational individual. It aspires to
construct responsible subjects whose moral quality is based on the fact that they
rationally assess the costs and benefits of a certain act as opposed to other alternative acts.
As the choice of options for action is, or so the neo-liberal notion of rationality would
have it, the expression of free will on the basis of a self-determined decision, the
consequences of the action are borne by the subject alone, who is also solely responsible
for them. This strategy can be deployed in all sorts of areas and leads to areas of social
responsibility becoming a matter of personal provisions (Rose & Miller 1992; Garland
1996, p. 452-5; Rose 1996, p. 50-62; O’Malley 1996, p. 199-204). (Lemke, 2000, p. 12)
An example from my research can further elaborate this notion. In the long Chinese history, it is
considered an honorable mission and moral responsibility for educators to “chuandao shouye
jiehuo ” (proselytize, instruct, and dispel doubt). With marketization and commercialization of
higher education and various consequent education reforms, however, the expected roles of
educators are shifting subtly. The ways in which educators see themselves as educators are also
changing, not only directly as a result of the enforcement of governmental intervention, but
through different social/cultural media, and more importantly, the ways educators understand
their own practices and labour given broader forces of globalization and the impact of neoliberal
agendas in higher education. The faculty performance evaluation systems, as well as many other
market-driven forces, may all gradually change the ways educators see themselves and perform
or enact their own subjectivities. Unlike the traditional government apparatus, in many cases,
some reforms appear to be ideologically neutral, so that the transformation has happened in a
subtle way in that educators may believe that what they are doing is based on their own will and

rationality, and is for their own benefit.
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Foucault’s notions of governmentality are specifically useful in the realm of education
policy studies. Policy, through a Foucauldian lens, is not merely the materialized representation
of power possessed by the state or other authorities, but also involves the complex contexts in
which the dictated, materialized policy is practiced and constantly and continuously reinterpreted
and re-translated. This process is never ending, just like the process of subjectification. The
individual subject , therefore, should not be understood in essentialist terms, but as an effect of
disciplinary power, and is produced through subjection to the inscription of his/her body within
historically specific discourses. The subject, as Foucault asserts, can never exist alone outside of
the power relations. He wrote,

(Individuals) are always in the position of simultaneously undergoing and exercising this

power. They are not only its inert or consenting target; they are always also the elements

of its articulation. In other words, individuals are the vehicles of power, not its points of

application. (Foucault, 1980b, p. 98)

Put in a different way, an individual itself is “one of the prime effects of power that certain
bodies, certain gestures, certain discourses, certain desires, come to be identified and constituted
as individuals” (Foucault, 1980b, p. 98). As Butler (1997) later explicates, people produce
themselves as subjects through performing the discourses through which they talk and act.

One particular contribution of Foucault’s notion of subject and governmentality is his
advocating of changing “the political, economic, institutional régime of the production of truth”
— how not to be governed that way (Foucault, 1980a, p. 133). He wrote,

It's not a matter of emancipating truth from every system of power (which would be a

chimera, for truth is already power) but of detaching the power of truth from the forms of
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hegemony, social, economic and cultural, within which it operates at the present time.

(Foucault, 1980a, p. 133)

Related to the field of education, these remarks not only suggest significance of identifying
and/or creating - anti-oppressive teaching and research pedagogies, but also point out a starting
point for such efforts.

Related to this research, Foucault’s notions of the subject and governmentality are
significant at least in the following two ways. First, these notions have greatly informed my
research through framing my research questions, informing what kinds of data to collect and how
to collect and analyze them. As mentioned earlier, the central question of my study was to
explore how the faculty members had been constituted and were constituting themselves as
particular sorts of subjects in the academy, which was exactly inspired by Foucault’ notions of
subject and governmentality. Later on, in my data collection and analysis process, Foucault’s
notions on how the “technologies of the self” and “technologies of dominance” operate
interactively on the production of self have informed my understanding of both the disciplinary
and productive relations of power in the constitution and formation of academic subjectivities for
faculty members in one Chinese university context. | was inspired to explore how higher
education policy documents, in the forms of faculty performance evaluation systems, rankings,
exams, hiring criteria, and institutional meetings, operate together to continuously redefine the
meanings of good university, good teaching, good research, and most importantly, the meaning
of a “good professor”. In addition, I am interested in examining how the individualized,
internalized and normalized knowledges are produced and reproduced in the process of faculty
members’ performing and enacting their subjectivities, which simultaneously produce new

discourses and professional cultures. More importantly, Foucault’s notions allow me to seek the
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possibility of challenging the existing discourses within the current Chinese higher education
system by disrupting the reproduction of certain values and beliefs on higher education.

Foucault’s notions of subject and governmentality also create a productive space to
reflect on my own identity, positionality, and especially, my role as a researcher. “What are we
in our actuality?” This Kantian question should be given attention, not only in terms of an
exploration of outside forces and their impact on faculty members in the academy, but also in
terms of reflecting on the limits of our own self-constitution and formation as researchers. Indeed,
what lens do I wear? What values do | cherish? On top of these, how do | become who | am as a
consequence of my access to certain discourses rather than others? And, what is possible for me
to become? These ethical concerns are what I need to bring into my research.

To sum up, I have drawn upon four of Foucault’s influential notions: power, knowledge,
subject and governmentality. These elements “neither are reduced one to the other nor absorbed
one by the others, but whose relations are constitutive of one another” (Flynn, 2005 p. 262, also
cited in Ball, 2013, p. 27). The conduct of the individual subject is governed through power
relations, which operate on the discursive elements that continuously produce and sustain certain
knowledges and regimes of truth. It is through this complex process that the individual self is
constituted and also constitutes himself or herself as a particular subject. As I discussed
previously, Foucault’s analytical framework informs my research in significant ways, and
empowers me to create a space for “thoughts and new possibilities for action” (Rabinow & Rose,
2003, p. xi).

Policy sociology as a critical response to traditional educational policy research.
Since this study aims to examine how faculty members are constituted and constituting

themselves as particular kinds of scholarly subjects in the enactment of China’s policies that
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emphasize building WCUs, | also engage with some theoretical insights from critical policy
sociology to understand the policy contexts and also its relation to the formation of specific
academic subjectivities. Particularly, this study is inspired by Ball’s theorizing of policy
enactment, and Lingard and Rizvi’s analysis of globalizing education policy (Ball; 1994; Ball et
al, 2012; Lingard and Rizvi, 2010). As a critical response to the traditional policy analysis, the
field of critical policy sociology aims at “exposing power and rhetoric, facilitating empowerment
and emancipation, and connecting their research to practice and activism” (Diem et al, 2014,
p.1085). These insights are closely related to Foucault’s notions on power, knowledge, subject
and governmentality. As Orsini and Smith (2006) wrote, critical policy study “is not an
ideological straitjacket”, but “an orientation to policy analysis inspired by the Lasswellian
tradition® and by a desire to speak truth to power” (p. 1).

“Policy sociology”, as Ozga (1987) first named it, did not become an important
subdiscipline of the field of education until the 1980s, when policy making and politics was
relatively underdeveloped as a research focus among sociologists of education (Burgess, 1986).
Before the 1980s, the dominant/traditional educational policy research relies “first and foremost
upon functionalist, rational, and scientific models” and ‘“has tended to operate within a
traditionalistic (i.e. positivist) paradigm” (Diem et al, 2014, p. 1068). Policy studies guided by
the traditional theoretical framework were mostly “managerialist, technicist and uncritical in

approach” (Taylor, 1997, p. 23).

% Considered as the founder of the field of policy sciences, Harold Lasswell envisioned a
policy science orientation which was characterized by “a multidisciplinary approach” with “a
problem-oriented focus that was contextual in nature” and “an explicitly normative orientation”
(Fischer, 2003, p. 3). The policy orientation as proposed by Lasswell is an effort to tackle the

“policy complexities that accompanied the rise of big government and corporate capitalism”
(Fischer, 2003, p. 3)
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The works under the label of critical policy studies are mostly “rooted in the social
science tradition, historically informed and drawing on qualitative and illuminative techniques”
(Ozga, 1987, p. 144). Another leading feature of the scholars under this label, as Burgess and
Murcott (2014) identifies, are their concerns regarding equity issues within the education system.
Their critical orientation distinguished themselves from those who were working under the
banner of sociology but were more aligned with management and administration studies that
employed the management theories which valued business ideologies, one prevailing discourse
at that time. Prunty (1985) nicely captured the missions of critical policy studies:

The personal values and political commitment of a critical policy analyst would be

anchored in the vision of a moral order in which justice, equality, and individual are

accompanied by the avarice of a few. The critical analyst would endorse political, social
and economic arrangements where persons are never treated as a means to an end, but

treated as ends in their own right. (p. 136)

The following paragraphs will discuss how this study is inspired and informed by the theorizing
of policy enactment (Ball, 1990, 1994, 1995, 2001, Ball et al, 2012, Ball, 2013) and Rizvi and

Lingard’s (2010) analysis of the impact of globalization on education policy.

The theorizing of policy enactment. In many ways, Ball’s works are greatly influenced
by Foucault’s analytical framework of knowledge, power and discourse. As one of the most
prominent scholars in the field of educational policy research, he provides an insight into
understanding policy, social class and how they interrelate through utilizing sociological
concepts, theory and methods. Ball (2005) advises that conducting policy research should not be

viewed only as an attempt to find answers to research questions on a policy issue or social
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problem; rather it should be taken as “interpretational forays into the dynamic complexities of
high modern society” (Ball, 2006, p. 1). His research orientation, as he shared in an interview in
2011, is fundamentally about “social justice and social equality and in particular the way in
which small processes, everyday mundane practices work to disadvantage, damage, undermine,
exclude, marginalize particular social groups” (Ball, 2011). This orientation also provides a
perfect match for my proposed research.

Ball’s works on critical policy sociology involve a wide range of issues, such as the
notion of a Policy Cycle in the 1990s, the operation of managerialism and market forces on
education (Ball, 1994), the effects of policy on education (Ball, 2008), and other concerns around
equity in education, such as globalization, class, gender and race. Ball creatively employs both
structural and poststructuralist theories and analyses, which he believes “are necessary for
‘bearing witness’ and for an adequate critical understanding of educational realities” (Apple,
2013, p. 206). The following paragraphs will focus on his understanding of policy as both “text”
and “discourse”, the conceptual base for his theorizing of policy enactment, followed by a further
explanation of the theorizing of policy enactment and how it is useful for this study.

Just as G. E. Moore believes, definitions play a key role in understanding philosophical
disagreements and issues, and many disagreements actually result from people’s insufficient
knowledge of the concept (Pugh, 2010). For a very long time, the term “policy” has been
perceived in different ways and used to describe different things, and the understandings of its
purposes and functions have therefore differed. What is policy? Over this question, there have
been long debates. Literary deconstructionists view it as text, emphasizing the “meaning-making
in the hands of the readers rather than writers”; whereas social deconstructionists view policy as

discourse, since “society is more than an accumulation of private, subjective meanings”, which
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are “bound to historical conditions” (Bacchi, 2000, pp. 46-47). The center of their debate is “the
extent to which the state determines the policy making process and as a consequence the room
available for other actors” (Lall, 2007). Reflecting upon “the possibilities of combining the two
approaches” (p. 47), Ball (1994) argues that policy is both text and discourse. He wrote,
somewhat under the influence of literary theory, we can see policy as representations
which are encoded in complex ways (via struggles, compromises, authoritative public
interpretations and reinterpretations) and decoded in complex ways (via actors’
interpretations and meaning in relation to their history, experiences, skills, resources and
context)....This conception is not simply one which privileges the significance of
readings of policy by its subjects...policy authors do make concerted efforts to assert
such control by the means at their disposal, to achieve a “correct” reading. (Ball, 1994, p.
16)
Ball (1994) argues that texts are “the product of compromises at various stages”, influenced by
multiple agendas, ensuring only “certain influences and agendas are recognized as legitimate”
and “certain voices are heard at any point in time” (p. 16). He also suggests that when “the
problems faced by the state change over time”, policies, representations and key interpreters all
change - it has an “interpretational and representational history”, and “neither does it enter a
social or institutional vacuum” (p. 17). Policies are “textual interventions into practice” (p. 18),
and they enter “existing patterns of inequality, e.g. the structure of local markets, local class
relations”. Therefore, no matter how proactive the readers are, “their readings and reactions are
not constructed in circumstance of their own making” (p. 18). Policy texts “enter rather than

simply change power relations” (p. 18).
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Ball’s notions of policy as text emphasize the significant impact of the state on policy
making, interpretation and enactment. Meanwhile, Ball employs Foucault’s notions of power,
knowledge and discourse, and suggests that policy “ensembles, collections of related policies,
exercise power through a production of ‘truth’ and ‘knowledge’, as discourses” (Ball, 1994, p.
21). Policies are “texts and ‘things’ (legislation and national strategies)”, but also “discursive
processes that are complexly configured, contextually mediated and institutionally rendered”
(Ball et al., 2012, p. 3). Ball wrote,

The state is here the product of discourse, a point in the diagram of power... ‘The state

can only operate on the basis of other, already existing power relations’ (Rabinow, 1986:

64), like racism and like patriarchy. I am not arguing that the state is irrelevant, or that it

should not play a key role in policy analysis. But serious attention needs to be given to

the play of state power within ‘disaggregated, diverse and specific (or local) sites’ (Allan,

1990) and to the ways in which particular fields of knowledge are sustained and

challenged. (Ball, 1994, p. 22)

Ball’s analysis of policy as discourse demonstrates the complexity and interplay of multiple
discourses, and the discursive production of “knowledge” and identity within the policy
enactment process. By doing do, Ball also wants to indicate that policies “from above are not the
only constraints and influences upon institutional practice” (p. 24), but also to “provide a
mechanism for linking and tracing the discursive origins and possibilities of policy, as well as the
intentions embedded in, responses to and effects of policy” (Ball, 1994, p. 26).

Ball described the history of contemporary education policy as “a set of relations among

games of truth and practices of power” (Ball, 2013, p. 45), and wrote,
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in thinking about what our history consists of, it is not the school or the state on which we

should focus our attention, but rather on the technologies that make up the school as an

institution, that constitutes its functioning and effects, and the norm and methods of the

state. (Ball, 2013, pp. 45- 46)

In their recent book, Ball, Maguire and Braun (2012) further elaborate the interrelationship
between the textual and discursive effects of policy, and how they operate together in the
“jumbled, messy, contested creative and mundane social interactions” that “somewhat link texts
to practice” (p. 2). They argue that policy cannot be taken as a “closed preserve of the formal
government apparatus of policy making” (Ozga, 2000, p. 42; also cited in Ball et al, 2012, p. 2).
It is not a problem to be resolved, and therefore cannot be implemented. Rather, policy has to be
enacted as it is a process, “as diversely and repeatedly contested and/or subject to different
interpretations as it is enacted (rather than implemented) in original and creative ways within
institutions and classrooms”, but “in ways that are limited by the possibilities of discourse” (pp.
2-3).

Ball et al. (2012) thereby propose a theorizing of policy enactment which identifies three
“constituent facets of policy work and the policy process”, namely, “the material, the interpretive
and the discursive” (p. 15). They argue that all of these three facets are indispensable to “capture,
understand and represent” policy enactment (p. 15). Though the material policy texts are
“normally written to be authoritative and persuasive and are accretive and intertextual”, Ball and
his colleagues believe that “texts may be subject to a variety of interpretations, depending on
interpreters’ own experiences, identities and subjectivities” (Hall, 1997; also cited in Ball et al.,

2012, p. 15), and also depending on whether the texts offer limited possibilities for interpretation
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or not. The material, cultural and political contexts, as well as the habitus of each individual
make policy enactment a complex process of the negotiation of different voices and interests.

This framing of policy enactment developed by Ball et al. (2012), is not to produce
ingredients or recipes for how education institutions such as schools do policy (they believe this
IS a mission impossible as policy is far beyond a linear process that can be modeled), but to
provide some insight into policy enactment. In a Foucaudian sense, the policy enactment process
is always a work in progress, which can be continuously negotiated and modified.

Related to my study, in the case of China’s pursuit of WCUs, though different
universities and individuals may interpret and respond to this national policy agenda differently
based on the same policy texts, their responses are still confined by the national policy
documents. Policy texts are the result of negotiation of various discourses available to policy
makers, which reflect the existing power relations and certain contingencies. When the policy
texts enter into existing power relations and are interpreted, recoded, reinterpreted, translated and
practiced, they produce new discourses and subjectivities.

Ball and his colleagues’ theorizing of policy enactment is relevant and significant in that
it allows for an in-depth analysis of the policy context of the discursive production of knowledge
and subjectivity, and allows me to raise questions such as: 1) What are the existing power
relations or patterns of inequality on which these policy documents entered into? In other words,
what are the political/historical/cultural/global contexts in which the Chinese government
developed policies regarding the quest for world-class universities? 2) How are such polices
imposing on the social imaginaries of faculty members and how they come to understand
themselves as particular sorts of academic subjects? 3) What are the intentional and unintentional

consequences of this policy agenda on the formation of professional cultures in a university? 4)
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Avre there any possibilities to interrupt the discursive production of certain kinds of knowledge
and subjects? The theorizing of policy enactment together with Ball’s “detailed critical
understanding of the ideological and economic dynamics of neoliberalism(s) globally and locally”
(Apple, 2013, p. 5) greatly inspired my research design and data analysis.

Understanding globalization as an empirical fact, an ideology and a social imaginary.
The impacts of the neoliberal globalization on shaping higher education policy and the
professional culture are tremendous. In the debates over what globalization is and what its
origins and consequences are, Held and McGrew (2005) summarize that there is a minimum of
three different positions: globalists who view globalization as a “real and significant historical
development that has fundamentally altered all aspects of our lives”, sceptics who view
globalization as a “primarily ideological social construction that has limited explanatory value”,
and global enthusiasts who believe globalization involves “a significant reconfiguration of the
organizing principles of social life and world order” (also cited in Rizvi and Lingard, 2010, p.
23). Responding to this debate, Rizvi and Lingard (2010) propose that globalization can be
understood in at least three different ways:

as an empirical fact that describes the profound shifts that are currently taking place in

the world; as an ideology that masks various expressions of power and a range of

political interests; and as a social imaginary that expresses the sense people have of their

own identity and how it relates to the rest of the world, and how it implicitly shapes their

aspirations and expectations. (p. 24)
A social imaginary, as Rizvi and Lingard (2010) interpret, refers to “a way of thinking shared in
a society by ordinary people, the common understandings that make everyday practices possible,

giving them sense and legitimacy” (p. 34). The neoliberal ideology, as one but the dominant
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discourse that interprets globalization, is embedded within a social imaginary. Neoliberalism, as
Henry (2012) defines, is “unbridled free-market fundamentalism”:
(Neoliberalism) employs modes of governance, discipline and regulation that are
totalizing in their insistence that all aspects of social life be determined, shaped and
weighted through market-driven measures. Neoliberalism is not merely an economic
doctrine that prioritizes buying and selling, makes the supermarket and mall the temples
of public life and defines the obligations of citizenship in strictly consumerist terms. It is
also a mode of pedagogy and set of social arrangements that uses education to win
consent, produce consumer-based notions of agency and militarize reason in the service
of war, profits, power and violence while simultaneously instrumentalizing all forms of
knowledge. (Henry, 2012)
Rizvi and Lingard (2010) adopt Foucault’s notion of bio-power to describe how the neoliberal
social imaginary of globalization has guided and shaped people’s conduct, and they also adopt
Easton’s notion of policy as an “authoritative allocation of value” to point out how governments
use policy to “forge people’s subjectivities in terms of a dominant social imaginary” (p. 36) .
Rizvi and Lingard (2010) suggest that globalization has induced an “unmistakable global
trend towards a convergence in thinking about educational values” (p. 72). This neoliberal values
orientation is “manifested clearly in privatization policies and in policies that assume the validity
of market mechanisms to solve the various problems and crises facing governments” (p. 72).
Other social values such as equality and democracy have been re-articulated and subordinated to
dominant economic concerns. The consequence of this shift of values, as Rizvi and Lingard

identify, has “widened inequalities not only across nations, but also within the same community”,
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and has brought disastrous consequences to those whose “economic prospects have declined and
whose cultural traditions have become eroded” (p. 92).

Rizvi and Lingard (2010) suggest that neoliberal globalization has also induced a globally
converging discourse which emphasizes that education policies should shape curriculum,
pedagogy and evaluation in the way to enhance economic development and system efficiency.
Standardized testing, for example, has become a more favorable evaluation method embraced by
many governments around the world. Globalization has also transformed “state sovereignty into
a shard exercise of power” (p. 137), with a large number of “intergovernmental and non-
governmental organizations existing above the nation” imposing policy effects inside nations and
national education systems (p. 136). This neoliberal discourse in education seeks to create the
new “‘self-capitalizing” individual (p. 138), one “who has to continually invest in his or her own
education, professional development and lifelong learning so as to actively and productively
participate in the globalized economy and labor market” (p. 138) .

With all the problems consequent to the neoliberal market-driven forces, Rizvi and
Lingard (2010) propose a new competing social imaginary that will “emphasize cosmopolitan
learning that does not ‘ontologize’ market logic and the self-capitalizing individual, but seeks to
work with a different moral sense of people’s ‘situatedness in the world’, in ways that are both
critical and reflexive”, and will “recognize the social and cultural nature of human behaviors and
being, as well as concern for the collective common good within an environmentally sustainable
politics”, and the need to think locally, nationally and globally (p. 201). They argue that this new
social imaginary is “necessary to frame education policy”, which “needs to be globalized and

deparochialized in new ways” (p. 202).
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Rizvi and Lingard’s perspectives of globalization and its impact on education policy have
both theoretical and methodological implications for this research. They provide an illuminating
account of the operation of neoliberalism on many aspects associated with education policy
enactment. Similar to Foucault and Ball, Rizvi and Lingard also recognize the power relations
that dwell in both the existing education structure and the new policy, and the complex policy
enactment process in which conflicting values are negotiated. Such theoretical frameworks
inform my thinking about my own research: 1) How does neoliberalism influence the production
of both policies and academic subjects through the enactment of China’s education policy of
building world-class elite universities? And 2) How do these policies operate “in an uneven and
unequal geopolitical space”, “creating conditions that extend global inequalities” (Rizvi &
Lingard, 2010, p. xii)? | am also inspired to explore the possibility of the construction of the
“new social imaginary” that they propose, which I believe is an indispensable part of my study.

Locality vesus globality: insights from globalization studies. As noted by many, the
contemporary processes of globalization have brought about tremendous changes across the
globe. The flows of people, ideas, technology and capital are constantly challenging and
restructuring the traditional ways that any form of locality exists and operates. The local thus is
inextricably linked to the global. Regardless of whether it is a remote community or a nation-
state, it is performing itself in a particular way in the “global net” — constantly being influenced
and reshaped by the global sphere while simultaneously redefining the global contexts. Just as
Rizvi (2008) suggests, “no community is entirely unaffected by the global processes” even
though sometimes people might not be aware of the influences (p. 19).

When situating the constitution of the faculty members’ subjectivities in the

interconnected and tensioned local/global net, this study cannot avoid addressing questions such
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as: 1) How is the study of subject formation in a local university related to the contemporary
globalization processes? 2) Through what avenues does globalization exert its influences on the
constitution of the individual academic subject? And, 3) What particular analytical and
interpretational frameworks can be drawn upon to address the new research challenges
associated with the contemporary processes of globalization? | therefore also engage with several
studies on globalization to facilitate my data collection and interpretation related to these
questions (Bhabha, 1994; Fanon, 1968, 1984; Rizvi, 2008, 2009, 2014, Rizvi &Lingard, 2006;
Burawoy, 2000).

In their collective work on postcolonialism and education, through reviewing and
discussing the most influential works on postcolonial theories, politics and practices, Rizvi,
Lingard and Lavia (2006) propose a “more liberatory rather than conciliatory postcolonialism” to
“integrate postcolonialism with an understanding of contemporary globalization” (p. 249).
Postcolonialism, as Rizvi et al. (2006) point out, has significant relevance to the study of
globalization, as it “makes visible the history and legacy of European colonialism”, and allows
us to understand how “it continues to shape most of our contemporary discourses and institutions
— politically, culturally and economically” (p. 250).

Rizvi, Lingard and Lavia (2006) discuss the postcolonialism inspired by Frantz Fanon
(1968, 1984), which identifies the lingering dominance and surveillance of colonial discourses
over the colonized, even after the latter gain independence. Fanon believes that independence
and liberation are two different things, as a nation often “fails to achieve freedom because its
aspirations are primarily those of the colonized bourgeoisie, who simply replace the colonial rule

with their own form of dominance, surveillance and coercion over the vast majority of the people,
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often using the same vocabulary of power” (Rizvi et al., 2006, p. 251). Consequently, the “native”
is usually portrayed and created as “inferior and colonialism’s devalued other” (p. 252).

Rizvi et al. (2006) continue to discuss the perspectives of Homi Bhabha. Bhabha refuses
to “view colonial power in some absolute sense, always guaranteed to produce the intended
effects in the colonial subjects” (Rizvi et al., 2006, p. 253). Instead, Bhabha argues that
postcoloniality always involves “the ‘liminal’ negotiation of cultural identity across differences
of race, class, gender and cultural traditions” (Rizvi el al., 2006, p. 254). Bhabha develops the
term “hybridity” to describe the ways in which colonised peoples resist the power of the
coloniser, and he suggests that cultural identity is negotiated through “the continual interface and
exchange of cultural difference” (Rizvi el al., 2006, p. 254). It is the “ambivalence at the source
of traditional discourses on authority” that enables “a form of subversion” which “turns the
discursive conditions of dominance into the grounds of intervention” (Bhabha, 1994, p. 45; Also
cited in Rizvi et al., 2006, p. 253).

Rizvi et al. (2006) agree that the term of hybridity is a “useful antidote to cultural
essentialism”, but is insufficient in itself to “provide the answers to the difficult questions of how
hybridity takes place, the form it takes in a particular context, the consequences it has for
particular cultural groups, and when and how particular hybrid formations are progressive or
regressive” (p. 254). For example, they argued,

While it is true that the contemporary global condition is underlined by much variability,

multivocality and the processes of fuzziness, cut-and- mix and criss-cross and cross-overs

suggested by the idea of hybridity, it is also the case that the processes of cultural
hybridization are never neutral, but involve a politics in which issues of economic and

cultural power are central. (Rizvi el al., 2006, p. 254)
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Based on this insight, Rizvi et al. (2006) propose to locate postcolonial analysis “in its
contemporary material conditions characterized by the global movements of capital, people and
ideas that no longer follow the familiar one-way colonial path from center to periphery, but
involve more complicated flows and networks of power” (Rizvi et al., 2006, p. 254). As
globalization has given rise to new forms of power networks, they believe it imperative to “re-
think narratives of colonization and anti-colonization” (p. 255). They suggest that postcolonial
histories “have amply demonstrated the persistence of global inequalities” and have largely
represented the values of the west (p. 257). The so-called global culture created in the
contemporary processes of globalization appears to be natural and tends to conceal the fact that
the global circulation of knowledge and ideas is unsymmetrical and unequal, but is in fact the
continued production of “colonial structures of inequality” (p. 257).

This understanding of globalization is further elaborated in Rizvi’s (2009) article “Mobile
Minds”, when Rizvi (2009) talks about how he thinks of globalization today in terms of giving
rise to contemporary forms of colonialization, since colonial histories, as Rizvi (2009) argues,
have significantly “affected the patterns of global flows” of “capital, people and ideas” at the
contemporary time (p. 204). He suggests that globalization has to be understood in historical
terms, and the history “shapes the way in which its people are engaging with the issues of
globalization” (Rizvi, p. 111). Mobility, as one leading feature of the contemporary globalization,
is “reshaping the world” but “different people and communities experience it differently” (p.
106). Globalization of research “involves the reconstitution of the definitions of significance,
quality, relevance, and so on in the context of an increasing mobile, multicultural and globally
networked world” (p. 114). Moreover, locality also needs to be understood in relation to the rest

of world, not only in its own historical terms, because all localities “are produced as a result of



38

both global and historical interrelations” (p. 101). The questions of relationality, positionality
and reflexivity are therefore crucial in understanding “how the Other is constructed and

represented” (Rizvi, p. 113).

Rizvi and other’s engagement with postcolonialism in their studies of globalization are
particularly inspiring and relevant to my proposed study. The study of the subjectivities of the
faculty members at a local Chinese university is thud placed in the intersections of policy,
specific Chinese discourses, its specific semi-colonial experience and the contemporary
globalization processes. In addition to recognizing how the local historical, cultural, political,
economic discourses exert influence on the constructions of the localized policies and particular
sorts of subjects, this study also examines how the education policies and academic subjects have
been “increasingly shaped by the global forces and pressures (Rizvi, 2009, p. 113). Examining
how neoliberalism is negotiated within a specific local context allows for a better understanding
of the construction of locality — how policies emphasizing building WCUs in China have been

localized and how the local academic culture and subjects have been constructed.

Another theoretical inspiration that guides this study is Burawoy’s (2000) theorizing of
global ethnography, which discusses how globalization opened up the theoretical and
methodological possibilities. He and his colleagues develop their own distinct method of
“grounded globalization”, through observing how people within a specific location negotiate,
challenge, and reproduce the complex global sphere in which they reside. Burawoy (2000)
discusses how global and local are interconnected and interdependent in the contemporary era of
globalization, which makes ethnography and the traditional case method and the techniques of

fieldwork no longer sufficient to examine the ongoing complex social processes associated with
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this phenomenon. He reviews a number of existing influential theories and identifies the urgency
to develop new ones to address the research challenges raised by the new social change. For
example, he identifies two limitations of Bourdieu’s analysis of reproduction: first, Bourdieu’s
focus on domination is not sufficient to address “the functions of conflict, the peace in the feud,
and the ritual of rebellion” (p. 21); second, Bourdieu’s focus on reflexivity which demands that
researchers are accountable to the “natives” is not sufficient to understand today’s relationship
between the researcher and the subject, since there is no longer any “clear demarcation between
us and them” and the “political and economic orders that upheld such divisions have fallen” (p.
19).

Facing the research challenges posed by globalization, Burawoy (2000) raises the
question: “how to extend the extended case method to the globe”? - What might be counted as a
“historically grounded, theoretically driven, macro ethnography” (p. 24)? To address this
question, based on the existing ethnographic studies, Burawoy (2000) first pulls together the
concept of an “extended case method with a sensitivity to questions of power and reflexivity” (p.
26) and identifies four dimensions of the extended case study:1) the extension of the observer
into the world of the participant: The researchers immerse themselves in the research field rather
than conducting research at university, but the relations of dominance may distort “the mutuality
of exchange” of information (p. 27), 2) extensions of observations over time and space: The
researchers spend extended periods of time to examine the lived experience of the subjects, and
recognize the significant role of the space, the situation; the overemphasis on role of the situation,
however, may silence the voices of other agents, 3) extending out from micro processes to macro
forces: Some ethnographers view the micro as an expression of the macro, but for Burawoy, the

micro is shaped by its relation to the macro, and the macro is being represented by “external
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forces”. Burawoy, therefore, points out the power of objectification, which constitutes the
extralocal as forces, but fails to recognize that “forces are only the historically contingent
outcome of processes” (p. 27); 4) the extension of theory: Burawoy suggests that the
ethnographic or extended case study research may risk the power of normalization when the
researcher attempts to discipline the study so that it conforms to the theoretical framework
through which the study is approached”, and “we must expose our theories to continual critique
from those they presume to understand, we must search for anomalies that challenge our theories”
(p. 28). He suggests that “what makes the field ‘interesting’ is its violation of some expectation,
and an expectation is nothing other than some theory waiting to be explicated” (p. 28).
To sum up, the ubiquity of domination, silencing, objectification, and normalization are
four major shortcomings of the extended case method, which,
seeks to highlight those limitations not by ignoring them but by centering them by
entering into a dialogue with those we study, by encouraging different voices to challenge
our emergent accounts of process, by recognizing there can be no one-way determination
between processes and forces, and by developing theory through a process of dialogue
with other theorists as well as with the world we encounter as ethnographers. We are
engaged in a reflexive science in which the limitations of method become the critique of
society. (Burawoy, 2000, p. 28)
In the edited book, Burawoy and his colleagues focused on the fourth dimension — to elaborate
and refine the existing theory. They take the “globe” as the common context for all their studies
to contribute to an understanding of globalization. Their global ethnography or extended case
study entails three strategies: understanding global forces, global connections and global

imaginaries. They explore, not only the ways of operation of the global forces, but also the
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origins of global forces, and reveal the tensions and negotiations between the local and the global.
In their exploration of the social processes of the global forces, they also identify the global
connections which diminish the geographical boundaries and bring new challenges and
opportunities. Finally, they touch on the analysis of social imaginaries, which produce and
disseminate “different images of globalization”, and have thereby been adopted by the
“corporations, governments, parties, unions, and so forth” to justify “their self-interested action
as driven by global pressures” (Burawoy, 2000, p. 31). The global ethnography or extended case
study, therefore, also involves exploring and explaining the production process of these global
imaginations, and how the local and global imaginations fight for voices.

Burawoy’s perspective on ethnographic research and globalization are another important
source of theoretical inspiration for my study. Similar to all the other theories discussed
previously, Burawoy’s perspectives are also about power relations, governmentality, dominance
and resistance, but he provides a very clear elaboration of how to connect the operation of
globalization to the methodological execution of the research, and in so doing encourages some
deep reflections on the ethical and theoretical concerns of conducting research in an era of
intensified globalization. Guided by Burawoy’s notions on global ethnography, I am inspired to
explore: 1) How global forces have entered into and operated in the Chinese higher education
system? 2) What are the tensions and negotiations between the local and the global forces in
China’s pursuit of WCUs? 3) What global connections have diminished the geographical
boundaries and bring new challenges and opportunities to China’s higher education system? And,
4) what social imaginaries have been adopted by the Chinese national and local governments, as

well as institutions, to justify their pursuit of WCUs as driven by global pressures?
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Summary. In this section, | discussed a number of interrelated and complementary critical
social theories. Through engaging with a Foucauldian analytic framework, the critical policy
theories and studies on globalizations, | attempted to situate my examination of the faculty
member’s subjectivities in relation to policy enactment within a historical and global context. My
theoretical framework allows me to: 1) understand globalization in its historical terms, and how
it operates as a hegemonic force that is fueled by neoliberal influences; 2) understand how
globalization is reshaping education and the formation of subjects; and, 3) situate the process of
subjectification in the intersections of numerous interrelated yet sometimes conflicting
discourses. This theoretical framework provides me with a critical lens to examine the multi-
layered and multifaceted power relations that have discursively constructed both the faculty
members’ subjectivities and China’s policies that emphasize building WCUs. My critical
engagement with this discursive construction, furthermore, provides me with an opportunity to
identify and construct possible alternative discourses rooted in social justice, and an opportunity

to refine the existing theories.
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Chapter Two: Literature Review

Introduction

This chapter is intended to provide a general review of existing studies on China’s quest
for WCUs, which generally focused on the following areas: a) the political, economic and
sociocultural contexts of the policies emphasizing building of WCUs in China, usually taking the
form of policy analysis, b) the institutional initiatives and experiences, in other words, policy
implementation studies, and c) the emerging problems and critical reflections on this national
education agenda, either in form of policy analysis or empirical study. These three categories of
studies sometimes overlap with one another, and also overlap with literature examining the
impact of China’s quest for WCUs on faculty members. Though existing literature demonstrates
both an empirical and theoretical gap in the study of the subject formation in relation to the
enactment of policies that emphasize the building of WCUs in China, these studies provide the
contextual background and serve as valuable resources for the examination of the subjectivity of
faculty members.

The policy context and government initiatives.

The historical, socio-economic and political background of China’s pursuit of WCUs has
been touched upon in many studies examining Chinese higher education reforms (Bie & Vi,
2014; Gu, Li & Wang, 2009; Guo et al, 2012; Guo & Ngok, 2008; Heaney, 2012; Ho, 2006; Pan,
2013; Yang, 2009; Zhang, 2012). Policy review is the major form taken in most studies of this
kind. For instance, Gu, Li and Wang’s (2009) book titled “Higher Education in China” provides
a comprehensive introduction of higher education in China, including “its history and

development, its magnitude and structure, its operational system and management, its processer
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of enrollment and employment” (p. xi). Similarly, Yang’s (2009) book presents a thorough
review of the major national policies and events related to the development and reforms of
Chinese higher education since 1978. From another perspective, Zhang’s (2012) book comprises
of two parts: reviewing and reflecting on China’s higher education developmental path since
1949, and conducting a case study that explores how a particular university in China responds to
and survives the national higher educational reforms. As identified in these three studies, there
are several developmental milestones in China’s pursuit of WCUs:

1) In the late 1970s, the post-Mao Chinese leader Deng Xiaoping launched the economic
reform that aimed at transforming China in two decades “from a closed backwater to an open
centre of capitalist dynamism with sustained growth rate unparalleled in human history” (Harvey,
2007. p.1). With the economic reforms and the Open Door Policy, Deng began to identify
science, technology, intellectual resources and the enhancement of the education level of the
whole nation, as being key to China’s economic development. Education was therefore officially
reconceptualised as a way of stimulating national economic and social development. From 1977
to 1999, Chinese higher education system experienced the transformation from Elite Education
to Mass Education. This was also the period when China’s education agenda of building WCUs
fermented. After the Cultural Revolution (1966-1976), which had paralyzed China politically
and significantly affected the country’s economy, culture, ideology and education, the Chinese
government faced significant challenges in restructuring higher education. In 1977, the Unified
National College Entrance Examination was officially resumed. Zhang (2012) indicates that this
was the first step towards reconstructing China’s higher education system. Though the
government was determined to develop the education system, an inconvenient truth was that the

severe scarcity of capital and other resources made it impossible for the government to establish
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a higher education system to accommodate the large population. Under enormous economic
pressure, on the Symposium on Science and Education Work in 1977, Deng Xiaoping suggested,

Education still has to ‘walk on two legs’. In terms of higher education, one leg is to

establish universities and colleges, and another leg is to establish part-time and vocational

colleges. Efforts should first be concentrated on developing a number of key colleges and

universities. (Zhang, 2012, p. 75)

Zhang, therefore, highlights how this policy resulted in the springing up of a large number of
higher education institutions in different forms, but the scarcity of resources and the
government’s focus on key universities seriously restricted the higher education expansion.

2) To further enlarge the scale of higher education system and encourage private capital
investment in higher education, in 1983 the State Council issued a policy document titled “The
Ministry of Education and the State Planning Commission’s Report on the Acceleration of the
Development of Higher Education”. This policy encouraged a variety of social forces to operate
education enterprises. This policy was written into the Constitution of the People's Republic of
China to officially legalize and encourage the involvement of different social forces in higher
education (Zhang, 2012).

3) In 1985 “The CPC (Communist Party of China) Central Committee’s Decision on the
Reform of the Education System” was issued, which was a milestone in the history of China’s
higher education. This document touched upon a series of important issues such as “the reforms
of admission and recruitment system”, “the reform of the college graduates’ employment
system”, and “greater institutional autonomy” (Gu et al., 2009, p. 13). In this document, the
separation of university administration from the political power was emphasized. As Lao (2003)

points out, “(The government) was able to realize that the institutional autonomy was the core
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issue of HE reform, and that enhancing the institutional autonomy was the direction of the HE
reform — this was the greatest improvement of and contribution to the HE reform in China” (Lao,
2003, p. 72; Also cited in Zhang, 2012, p. 78). A three-tier higher education management system
was introduced, which identified a shared administrative responsibility of HE among “the central
ministry, the provincial government and the regional city” (Gu et al., p. 13). All these policies
prepared the Chinese higher education system to transform from “planned” to “market-driven”
(Zhang, 2012, p. 79). During the 1980s, the institutional autonomy, however, developed slowly
as it was limited by the “inbred practices and resistance from the existing institutional system”;
multiple pressures the Chinese HE institutions experienced from both inside and outside of the
institutions resulted in “an insufficient driving force of the development of HE in China” - the
“planned” characteristic of the system has profoundly restricted the restructuring of HE (Zhang,
2012, p. 81).

4) The 1990s witnessed China’s further transformation from a planned economy to a
market economy. After having achieved the higher education enrolment expansion, the “Outlines
of Education Reform and Development” was issued in 1993, which emphasized the “quality
oriented” development of higher education, and a “greater institutional autonomy” which can be
responsive to the “societal needs” (Gu et al., 2009, p. 14).

5) In 1995, the “Project 211 was launched with a commitment to support an estimate of
100 national key universities to reach the level of world-class by the 21% century. This project
entailed three major tasks: the development of the overall institutional capacity, key discipline
development, and the enhancement of the public service system of higher education (Ministry of
Education of of the People’s Republic of China, 2010, n.d.). Until 2008, a total of 112 higher

education institutions (about 6 percent of total number of the higher education institutions in
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China, which is approximately 1700) had been selected into the project based on their overall
academic competiveness (Ministry of Education of of the People’s Republic of China, 2010, n.d.;
Yang, 2009, p. 178). These selected universities, according to Yang (2009),

take on the responsibility of training four-fifths of doctoral students, two-thirds of

graduate students, half of international students and one-third of undergraduates. They

offer 85% of the state's key subjects, hold 96% of the state's key laboratories, and utilize

70% of scientific research funding. (p. 178)

6) To provide further support to the elite universities, on May 4, 1998, in his well-known
address on the ceremony to celebrate Peking University’s 100th anniversary, Jiang Zemin, then
Secretary General of the Communist Party of China (CPC), proposed that “China needs to build
a group of leading universities with world class characteristics in order to realize the
modernization of the country” (Gu et al., 2009, p. 14). Followed by Jiang’s address, the “Action
Plan for Education Revitalization for the 21st Century” was issued and Project 985 (“98” refers
to the year 1998, and “5” refers to the month of May) was officially launched which was aimed
at establishing a number of research universities and key research centers of excellence (Yang,
2009). Until 2004, thirty-nine universities have been selected, with nine of them being
considered as the “Chinese Ivy league” and were designed to develop into “world-class”
universities, and the rest being expected to become “world-known” universities (pp. 172-173).

Project 211 and Project 985 have had immense impact on the development of China’s
higher education. There has been a remarkable enhancement in the overall capacities of the high-
level Chinese universities consequent to these two projects. According to Yang (2009), until
2009, among the universities being selected into Project 211, there had been a seven-fold

increase in their research funding, seven-fold increase in their SCI (Science Citation Index) paper
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publication, five-fold increase in the number of faculty members with doctoral degrees, and four-
fold increase in the value of the university facilities (p. 176). For the selected universities, both
Project 211 and Project 985 have tremendously fostered their building of “first-class academic
disciplines”, improved their campus infrastructure development, increased their innovative
capacity, and enhanced their overall teaching and research capacities (Yang, pp. 176-178).
Consequent to the two projects, the influence of China’s higher education has been greatly
improved.

In another policy analysis, Bie and Yi (2014) have explored the context of China’s higher
education development and policy response in the past 30 years. Their study starts with
reviewing the situation faced by Chinese higher education such as the demographic changes,
economic development and higher education massification in the past few decades. Bie and Yi
(2014) find that the higher education system in contemporary China has developed “a capacity to
absorb more than 30% of the age group to undertake undergraduate studies”, while this
enrollment rate was less than 10% at the end of twentieth century (p. 1501). Meanwhile, the
college age population has been decreasing since 2009 due to China’s family planning policy.
The changes in population structure require the Chinese higher education system to address the
needs of the emerging non-traditional population for colleges and universities. Bie and Yi have
also discussed the changes in the economic conditions. They argue that the philosophy of
pragmatism has always been a prevailing discourse in modern Chinese higher education history.
Either in the planned economy period or in the market economy time, it has always been a high
priority for higher education policies to respond to the demands of the national economy. Bie and
Yi (2014) continue to discuss a number of reforms initiated by the Chinese government to

address the new socio-economic situation, such as reforming the National College Entrance
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Examination system, improving the quality of education, constructing a modern university
system, promoting marketization and internationalization, and strengthening the quality
guarantee system. They then point out a number of conflicts in the policy making process,
namely, the conflicts between education scale and quality, between the values of utilitarian and
non-utilitarian, centralization and decentralization, and localization and internationalization.

Similar policy analysis studies include Wang and Cheng’s (2014) book chapter on the
effects of the Project 985, the “centralized, outcome-oriented funding programme” which has
been consistently invested by the Chinese government since 1998 even during the financial crisis
of 2008 (p. 112). Their study finds that with the support of the Project 985, the selected
universities have significantly strengthened their international competiveness but are still far
behind to catch up with their international counterparts. The study also suggests a number of
major problems within the policy implementation, such as the corruption related to the funding
distribution, and the enlarging gap between the selected key universities and the less prestigious
ones.

Another related body of literature has examined the strategies taken by the Chinese
government to support the building of world-class universities, such as strengthening the quality
assurance system, attracting and retaining talents in China and beyond so as to enhance teaching
and research capacity, and promote the internationalization of Chinese higher education. Fang’s
(2010) policy review compares the similarities and differences between the LTQA (Learning and
Teaching Quality Assurance) systems in Chinese and British undergraduate education. Through
reviewing policies related to LTQA system in both countries, Fang suggests that there are
remarkable differences between the Chinese and British LTQA systems in terms of their

different “initiative, organization, focus, methods and functions of LTQA in undergraduate
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education” (p. 19). According to Fang, the Chinese LTQA system is initiated and supervised by
the government, not as autonomous as its British counterpart. Also, the evaluation method of the
Chinese LTQA system is summative rather than formative, the evaluation focuses on teaching
rather than learning, and the evaluators do not include external examiners or student
representatives. Fang (2010) suggests that the academics among the inspecting panel are very
limited since the majority of the examiners are the senior administrator of Chinese universities.
As a result, “universities often felt unsatisfied with the evaluation feedback and
recommendations given by the evaluation panel for the reason that they lacked concrete
recommendations convincing to the universities due to experts’ limited expertise in the specific
fields of the universities” (pp. 30-31). Moreover, unlike what has been practiced in the British
system, the final reports of Chinese LTQA are only open to leaders and government inspectors,
but not to staff, students or other stakeholders. As a result, British LTQA system has a significant
impact on universities’ teaching and learning, while the impact of LTQA for Chinese universities
is very limited. Fang therefore concludes that the British LTQA system has offered valuable
experience for China to learn from.

In another empirical study, Wang (2014) examines the QA (Quality Assurance) system in
HE in China and its impact on university governance and academic performance. It starts with an
introduction of the history of the QA system and higher education governance change in China,
followed by a discussion of “how QA affects accountability and autonomy from the perspective
of the faculty” (p. 253). The empirical data was collected through interviewing twelve academics
and four administrators, and collecting twenty-nine questionnaires from staff members from nine
higher education institutions in Beijing in 2008. In 2012, five follow-up interviews were

conducted to investigate the policy update and the impact of changes. This study finds that there
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are both appreciation and criticism from the participants about the QA system and strategies. On
the one hand, QA system exerts positive influence on research quality and accountability. On the
other hand, however, the participants complained about the “tedious bureaucratic procedures and
excessive documentation” involved in the evaluation process. Wang (2014) also finds that
though the development of QA was expected to improve the students’ learning experience,
students’ opinions were not included in the extensive list of evaluation indicators. The
participants’ responses suggested that the QA system was not employed for the improvement of
learning but simply a “strategy to monitor use of funding, to control faculty performance and to
supervise university development” (p. 260). This paper concludes by highlighting the importance
of involving faculty and students in the current QA system to enhance the quality of HE.

As Salmi (2011) identifies, a high concentration of talent is one important component in a
WCU. Chinese government therefore has taken different initiatives to foster a strong academic
force. One important step has been to attract international talents to work in China, especially to
entice these overseas trained highly educated Chinese citizens to return to China. During the past
two decades, Chinese government has been trying to cope with the problem of “brain drain”.
Since 1981 Chinese government has been encouraging students to study abroad in various forms.
As reported on the official website of the Ministry of Education of the People’s Republic of
China (2011b), an estimated 1,905,400 Chinese have left the country to study overseas between
1978 and 2010, but only 632,200 returned after their study. The recent years, however, have
witnessed an increasing percentage of returnees. According to a recent report (International
Labour Organization, 2017) on China’s policies enacted by the Chinese central, provincial and
prefectural governments to entice the internationally-trained highly educated talents, there were a

total of 353, 500 people who returned to China after their overseas study in 2013 (p. 14).
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Related to the building of WCUs, three of the most influential initiatives taken by the
Chinese national government are “The Thousand Talents Plan”, “The Ten-Thousand Talents
Program” and “Hundred Talents Program of the Chinese Academy of Sciences”, all aiming at
attracting topnotch scholars to return and work in China. These programs have created very
favorable working conditions and living benefits for the selected awardees. For example, the
living benefits for the awardees selected by “The Recruitment Program for Innovative Talents
(Long Term)” (one subproject of “The Thousand Talents Plan”) include:

Each awardee shall receive a one-off, start-up package of RMB 1 million yuan from the
nation’s central budget; be entitled to medical care, social insurance including pensions,
medical insurance and work-related injury insurance; and may purchase one residential
apartment for personal use. The housing and meal allowance, removing indemnity, home-
leave-subsidy, and children-education-allowance in the wage income in Chinese territory
within 5 years shall be deducted before taxes in accordance with relevant laws and
regulations. Employers have to offer job opportunities to spouses, and children will have
guaranteed admission to schools. The income level should be decided on their previous
jobs overseas through negotiation with due living allowances. (The Recruitment Program
for Innovative Talents, n.d.)
The Chinese national government has also been making great efforts to promote and strengthen
the internationalization of China’s higher education, through establishing transnational
partnerships, internationalizing teaching and research, promoting talent exchanges between
China and other countries, internationalizing the university governance and contributing to the
international communities.

The institutional strategies
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Different from the agenda of building WCUs in most western countries, the pursuit of
WCUs in China is mainly initiated and supported by the government. The individual institutions,
meanwhile, also take an important role in fulfilling this inspiration.

A number of studies have touched upon how different key universities in China localized
and implemented this national agenda. Wang et al.’s (2011) policy review, for example,
examines how Shanghai Jiao Tong University (SJTU) responds to the national and local policies
to build itself into a WCU. Wang et al. (2011) describe in detail the strategies employed by SJTU
to develop itself into a WCU through reviewing related policy documents and reports.

The first and foremost strategy developed by SJTU develop is to reform its management
style from traditional to strategic management. In the traditional university management system,
the President is mostly “appointed by the government or is elected by the academic community
and subsequently approved by authorities (p. 42-43). The pitfall of this appointment system is
that the most suitable leader might not be appointed. SJTU therefore allows vice president to
share the authority and responsibilities for policy implementation.

Inspired by the western management style, in December 2008 SJTU established the
Academic Council which is comprised of both administrative and academic authorities with the
university president serving as the council president. The establishment of this council changed
the situation that “academic power is usually superseded by the administrative authority”, and
therefore provided more authority for the faculty members, improved the teaching and research
quality and enabled to make more informed policy decisions (Wang et al, 2011, p. 43).

SJTU also adopts “international” benchmarking to promote “faculty quality, research
excellence and talent cultivation” (Wang et al., 2011, p. 43). Research quality is emphasized

compared with quantity. The performances of individual department and faculty members are
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evaluated based on the significance and international influence of their research projects, rather
than numbers of “uninfluential” papers or funds. For example, in this evaluation system, each
department and school are only allowed to list five of their projects. The emphasis on quality and
originality has a particular impact on the department of sciences, and the development of
fundamental sciences.

Campus development is another important component of the management reform.
Through transferring the main campus from one expensive area to a comparatively remote area,
and establishing a new main campus that is large enough to house all five originally separate
campuses, SJTU laid a solid infrastructure base to implement its strategic plan (Wang et al.,
2011). The new buildings enable a more conveni