Pacific Voices - Teacher Education on the Move is the third volume in the PRIDE
Project’s Pacific Education Series.

Embedded in the rationale for this book is the belief that meaningful shaping and
improvement of educational processes and systems depend in the first instance

on the quality and vision of the practising teachers. We must, then, as a matter of
urgency, look to the richness and adequacy of our preparation of our teachers for
Pacific classrooms.

Pacific teacher education is at a crossroads. How do pre-service and in-service
teacher preparation institutions reconstitute or reconceptualise themselves in the
rapidly changing, intensely globalising world for which they are preparing young
people? How do they plan their activities and programmes taking cognisance

of what is best international practice in curriculum, pedagogical approaches,
assessment and educational theory? How do they best do this without losing
touch with the time-tested best of local ‘theories’ and practice, even as they try to
imagine what the future may hold?

The third in the Pacific Education Series, this book is an outcome of the

fourth PRIDE Regional Workshop, held at the National University of Samoa

in late 2005. Participants were teacher educators and senior policy makers in
Departments/Ministries of Education involved in teacher education, from 15
Pacific countries. Resource people included international and Pacific educators
who provided both the global and local/indigenous perspectives on good models
of teacher education.

These key people in teacher education engaged in reconceptualising pedagogy
and learning in their own countries and in the region. Intensive reflection on
global developments in education and examination of the implications for teacher
educators, professional development and the pre- and in-service preparation

of teachers in the Pacific, using a ‘think tank’ approach and reports to plenary
sessions, kept 10 workgroups on their toes; chapters 4—13 are fruit of these
exchanges. Other chapters are written by key resource people at the workshop:
Allan Luke, Russell Bishop, Carmen Luke and Unaisi Nabobo-Baba.

The chapters in the volume cover teacher education-both pre-and in-service—in
the context of globalisation, values education, local knowledge and wisdom,
teaching practice, models of delivery and new literacies. A case study from Maori
teacher education offers valuable comparative insights.
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Preface

This book is the third in the Pacific Education Series published by the PRIDE
Project (Pacific Regional Initiatives for the Delivery of basic Education)
implemented by the Institute of Education at the University of the South
Pacific. The first two resources are a book titled Educational Planning in the
Pacific: Principles and Guidelines and a CD-Rom on Financing of Education: a Pacific
Perspective.

Launched in 2004, the PRIDE Project is funded jointly by the European Union
and the New Zealand Agency for International Development (NZAID). It
serves fifteen nations in the Pacific region: Cook Islands, Federated States of
Micronesia, Fiji, Kiribati, Marshall Islands, Nauru, Niue, Palau, Papua New
Guinea, Samoa, Solomon Islands, Tokelau, Tonga, Tuvalu and Vanuatu.
The Project seeks to improve the quality of basic education by helping each
country to develop and implement strategic plans that are built on a strong
foundation of local cultures and values, yet draw on the best that the global
world of education has to offer.

This volume is an outcome of the fourth PRIDE regional workshop, held at
the National University of Samoa from 28 November to 2 December 2005.
A total of 43 participants attended, drawn from PRIDEs fifteen participating
counttries.

In putting together this account of the workshop, we in the Project are
conscious of how much we are indebted to all the regional participants and
resource people; without their input, this book would not be. In particular, we
thank our keynote speakers, Professor Allan Luke, Professor Russell Bishop
and Professor Carmen Luke, for providing global and indigenous perspectives
on teacher education, media and youth culture, and educational reform.
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We are deeply grateful to the workshop participants for the generation of
many new ideas in their intensive workgroup activities, as reflected in the
group chapters in this volume. We also take the opportunity to thank our Chief
Guest, Magele Tafafunai Mauiliua Magele, Vice Chancellor of the National
University of Samoa, for his insightful comments during the opening. We
thank the participants for providing spiritual nourishment at the beginning
of each day and pay special thanks to Tili Afamasaga, Dawn Rasmussen and
Susan Faoagali for their invaluable organisation and support as in-country
participants. Last but not least, we thank Unaisi Nabobo-Baba for keeping us
on our toes as our critical friend.
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1

Teacher education at the crossroads:
which path should we take?

Priscilla Puaman 1

In the Pacific, teaching and learning, and therefore teacher education, are
facing an uncomfortable dilemma. On one side is the inheritance of outdated,
cumbersome, colonial and neocolonial educational structures, ideologies, values
and attitudes wherein curriculum, pedagogy and assessment continue to reflect
twentieth century ways of knowing and doing. On the other side is the desire
of governments to implement reforms they believe will bring their educational
and economic systems on a pat with the new realities of the global wotld.

Playing catch-up with the rest of the world, usually defined in Western terms,
has never been easy and poses enormous challenges for Pacific countries with
limited resources and small economies. These nations continue to struggle with
issues associated with basic education provision, resource and infrastructural
development, appropriate and coherent national curricula, retention of students
in secondary schooling, access to higher education, indigenous education,
provision of adequate rural services—in a nutshell, with quality education for
their populations.
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How can teacher training institutions and teacher professional development
programmes deal with these tensions alongside the unprecedented changes
brought about by a rapidly evolving technological and globalising landscape
in the new knowledge economy? How can teacher development programmes
and institutions prepate teachers, and therefore their students, for the
demands and challenges of life and work in ‘New Times’ (Hall, 19906) in the
twenty-first century? What local cultural responses should they make to these
new conditions? Do Pacific Ministries of Education, policy makers, teacher
educators and teachers have agency to make a significant contribution to a
reconceptualised and more culturally appropriate education system?

In this chapter, I briefly discuss ten issues and challenges facing teacher
education in the Pacific. The ideas are culled from my cumulative experience
of over two decades of working in teacher education and in education in
general in the Pacific region. The important question to ask is, which path
should Pacific countries take in their quest to have the best of both worlds?
On the one hand is offered the possibility of an educational system and teacher

2 education models that are solidly grounded and rooted in best traditional or
indigenous cultural practices and epistemologies, on the other are ranged the
best of the offerings of the West and the global world. Or perhaps, rather
than ‘either . . . ot’, we need to strive for some kind of blending or grafting of
the best that each has to offer, to produce a system uniquely crafted to our
particular needs and situations. In this way, and perhaps only in this way, can
we make our education systems our own.

For the purposes of this chapter and the rest of this book, the term Pacific
refers to the 14 independent (island) countries in the Pacific region, plus
Tokelau (which is still undecided about its political status). This includes four
larger nations: Fiji, Papua New Guinea (PNG), Solomon Islands and Vanuatu;
seven not so large nations: Cook Islands, Federated States of Micronesia
(FSM), Kiribati, Palau, Republic of the Marshall Islands (RMI), Samoa and
Tonga; and four small island nations: Niue, Nauru, Tokelau and Tuvalu. From
the smallest nation of Tokelau to the largest of Papua New Guinea, all these
island countries are implementing many reforms, in an attempt to improve
the quality of their education systems.
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Teacher education at the crossroads: which path should we take?

Issues and challenges in teacher education

Dismantling colonised mindsets

At the heart of any educational system are teachers and students engaging in
the teaching and learning processes. The preparation of teachers, both pre-
service and in-service, is vitally important if Pacific educational systems are to
produce quality learning outcomes and if students are to attain an appropriate
standard of success, however that might be defined. Given the historical past,
a great challenge facing these countries today is that they have inherited all
the ideological and physical structures, including the fact that instruction
continues to be in the colonial language. Dismantling these structures or even
finding alternatives has been difficult given that these countries have not

experienced anything different.

However, Pacific peoples would do well to recognise the important fact that
they now have agency to do something about the situation and that they
can utilise the resources available to them to do something for themselves by
themselves. 3

Copycat mentality

It is an inescapable part of our historical experience over not quite two
centuries that teacher education systems in Pacific countries have—like the
overall education systems they serve—been modelled on Western systems,
thus perpetuating the cycle of ‘copycatting’” what happens in metropolitan
countries. The uncritical acceptance and adoption of curricula, pedagogical
approaches, assessment methods and field preparation principally derived
from Western theories mean that Western theories of learning and teaching,
psychology and assessment permeate teacher education institutions in the
Pacific, without sufficient interrogation of their appropriateness to the Pacific
contexts into which they are being so enthusiastically, even dogmatically,
introduced and entrenched. Vygotsky, Piaget, Bruner, Maslow and Gardiner
continue to be served on a silver platter to student teachers in the Pacific, as
the good and sufficient food for aspiring practitioners in this region. Similarly,
practicum or teaching practice models are imported from another context.
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Culture-sensitive pedagogy

As a result of the mimicking tendency, the pattern has been for teacher
education/training programmes to resemble closely what happened in
England, New Zealand, Australia or North America, in many cases one to
three decades behind the peak of the wave in the country of origin, as if
caught in a time warp. This has also meant, of course, that teacher education
institutions and schools have not valued indigenous epistemologies, the
culture and value systems of Pacific children. This in turn has contributed in
significant ways to children’s perception of schools as alien and unfriendly
places, offering seemingly irrelevant content and employing practices that
marginalise and lead to underachievement (against a narrow definition of
achievement as passes in local and national examinations). The recognition of
the need for a culture-sensitive pedagogy, in teacher education programmes
as in schools, is crucial.

Aid dependency

Pacific educational systems, including teacher education institutions, have
been major beneficiaries of assistance from their developmental partners. The
concomitant influence of the aid donors has shaped the whole educational
range: curriculum, pedagogy, assessment, resources, you name it. Cook
Islands, Niue and Tokelau, for example, have systems similar to those in
New Zealand. Nauru is trialling a curriculum first developed in Queensland
schools while Fiji, through the current Australian Assistance for International
Development (AusAID) programme, is in the process of following the New
South Wales outcomes-based education approach. The Marshall Islands, FSM
and Palau continue to be influenced by educational thinking and programme
models from the United States of America.

It is obvious that in a particular recipient country, whichever donor partner
is the flavour of the year in the Ministry of Education will determine the kind
of curriculum that country will follow at that time. Then when another donor
comes along, the country changes tack and gives another reform package a
trial. Some countries are taking the lead, however, in making alterations that
work to contextualise reform agendas, in an attempt to localise such things as
content and desired results. It is imperative that Pacific countries stand back
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and reflect on exactly what kind of children they would like their educational
systems to ‘produce’. They need to work backwards from the final result
they wish for, as they work out the steps by which they hope to achieve that
outcome; the risk that their vision will be swamped by the different reform
agendas of their development partners is otherwise too great. They need to
make sure that they ‘own’ the reform process, are active participants and have
a clear sense of what direction #hey want their country to pursue in the sphere
of education. They need to ensure also that their educational systems are
firmly grounded in their own epistemologies, cultural values and languages,
while taking on the best of what the regional and global experiences have to
offer.

Shortage of appropriately trained teachers

There is no escaping the fact that there is a shortage of experienced,
appropriately trained teachers in many Pacific countries. Nauru, for example,
has a significant proportion of teachers at secondary level who have had
no training in teaching methods, in what and how to teach. The situation is
so desperate that primary trained teachers are ‘promoted’ to be secondary
school teachers without the requisite knowledge and pedagogical skills.
Another measure to counter the shortage of appropriately trained teachers is
exemplified in Nauru’s recruitment of trained teachers from other countries
in the Pacific.

Pacific education systems face another challenge in the recruitment into
secondary schools of teachers who lack the requisite teacher training
qualifications although they may have attained a degree in appropriate content
subjects. This situation is akin to the erroneous expectation that a driver,
qualified to drive a car, will also be able to repair the car when it breaks down,
without the relevant knowledge and skills to do so. This has had setious policy
and pedagogical implications, as well as marked negative effects on the quality

of student learning and enthusiasm.

Moral or values education

Pacific teacher education, and therefore Pacific schools, face yet another

serious issue in the area of values education. In these new times of rapid
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social, cultural, political, economic and technological change, we cannot
afford to ignore the importance, in school as in life, of fostering the ability
to make moral and ethical judgments and decisions. Student teachers and by
necessity, classroom students, will need to be guided into making sound moral
and ethical choices in everything they do, whether in or outside the classroom.
While the family, as the basic social unit of society, and the church can and do
play significant roles in this area, their impact can all too easily be neutralised
by the changing dynamics brought about by such inescapable phenomena
as urbanisation, globalisation and changing economic structures, including
high levels of poverty and unemployment, and the differential impact of these
things across the generations. It is therefore imperative that schools also take
the lead in ‘teaching’ and ‘practising’ sound moral values. The building of
character through moral education should be strongly emphasised in school
organisation and curriculum so that upright, law-abiding citizens are produced
who can live lives of moral significance.

In this conception, teachers have to lead by example. Since it is in the nature
6 of things that they are role models to their pupils, let them be exemplary
ones, if they are to facilitate moral and ethical decision-making on the part
of their students. To make a positive impact, they must themselves be
culturally and spiritually grounded. If they are unable to provide moral and
cthical leadership in the classroom, their role as ‘teacher’, facilitator and guide
will not be effectively fulfilled. Teacher training institutions must develop
appropriate programmes that foster the development of teachers of integrity
and sound character, who in turn will be able to guide their students into
making admirable moral and ethical choices in their learning and living.

Teaching conditions

To talk about teacher education without a mention of the conditions of their
teaching service does not make good sense. An inescapable fact in the Pacific
(as no doubt elsewhere) is that teachers are overworked and underpaid.
Unreasonable demands and pressures are laid on their shoulders, particularly
in light of the appalling living conditions they sometimes find themselves in,
more so when they are transferred to rural or island communities where the
living standard is generally lesser than in urban centres.
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It is up to policy makers to ensure that teachers are treated well, so that they
can give of their best in the classrooms and communities. For example, in
Fiji incentive allowances have been paid out, though the amount is a token
one. In principle, teaching conditions need careful rethinking, since countries
depend on the teachers to provide quality education for their children and to
bear so much of the responsibility for the formation of worthy and fulfilled
future citizens.

Teacher induction

Another area of great concern is the need to have newly trained, inexperienced
and beginning teachers undergo an intensive induction programme when
they join their first school. No countty in the Pacific presently has in place a
national policy on new teacher induction or mentoring; this situation needs
to be rectified, for quite apart from the personal misery this can occasion the
neophyte teachers, the students are ultimately the ones who will suffer the
consequences of inadequate support for beginning teachers.

Ongoing professional development 7

It is not unusual in the Pacific for teachers, once trained, to be given no or
few further opportunities for upgrading of their knowledge or skills, for the
duration of their teaching careers. In Fiji, for example, primary teachers posted
in either rural or urban schools commonly undergo no refresher courses for a
very long time. They are, at most, required to attend short, narrowly focused
in-service training courses only when changes are made to curricula. This has
serious implications for the level of their enthusiasm and the calibre of their
teaching, not to mention the quality of their students’ learning.

It is imperative that Ministries of Education devise policies and strategies
whereby the skills of their teachers are continually developed and upgraded
in the areas of curriculum, pedagogy and assessment in their respective fields.
Additionally, teachers should be encouraged to become lifelong learners not
only for their own satisfaction and personal enrichment, but also to attempt
to upgrade their qualifications to the highest possible level.

An area often neglected is that of ongoing professional development at

the local or school level. School principals and heads of teacher education
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organisations must themselves have their leadership capacities expanded,
strengthened and supported, if they ate to provide high quality in-house
staff professional development programmes for the teachers. Improvements
in quality do not occur by chance; they require informed, skilled, dedicated
attention.

Teacher education and educational reform

Teacher educators ought also to be updated or ‘kept in the loop’ whenever
there is any new reform initiative developed from the centre, that is, from
Ministries or Departments of Education. They also need help in keeping
abreast of the latest theories and ideas about learning and pedagogical changes.
A classroom practitioner may have little ‘spare’ time and only limited access
to the resources where the results of this type of thinking are reported; the
ministries should be major channels for the flow of information.

In many Pacific countries, teacher education institutions are usually the last
to be informed of any new reform agenda. The most that might happen is a

s cursory mention, in a common circular sent to both primary and secondary
schools, of any new developments; no further thought or instruction is given
to teacher education institutions about considering the implications for their
own teaching programmes and practice.

There needs, therefore, to be better communication and coordination between
Ministries of Education and teacher education institutions on educational
reforms or any international developments of significance to teaching and
learning. How many teacher educators, and consequently, trained teachers, in
the Pacific know of the most recent educational reform at the national level
or arc familiar with regional conventions like the Forum Basic Education
Action Plan (FBEAP) or even international agreements like UNESCO’s
Education for All (EFA) initiative, the Millennium Development Goals
(MDG), Education for Sustainable Development and so forth? This situation
needs urgent attention.
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This book

Teacher education in the Pacific is at a crossroads. How do pre-service and
in-service teacher preparation institutions reconstitute or reconceptualise
themselves in a rapidly changing, intensely globalising world? How do
they plan their activities and programmes taking cognisance of what is best
international practice in curriculum, pedagogical approaches, assessment and
educational theory? And how do they best do this and yet retain the best of
local ‘theories’ and practice? In other words, how do they syncretise the best
of local or indigenous ways of thinking and doing things with the best of
contemporary global practices in teaching and learning?

Answers to these questions were sought at the PRIDE Project’s 4th regional
workshop, held at the National University of Samoa from 28 November to 2
December 2005. The objectives of the workshop were to:

« explore contemporary global thinking about pedagogy and learning

+ examine the implications for the Pacific of these new ideas, and especially
for the pre- and in-service preparation of teachers

+ reconceptualise pedagogy and learning for schools and teacher education
institutions in the Pacific, especially from the perspective of local cultures,

languages and epistemologies

« discuss the professional development needs of teacher educators in the
Pacific, and identify ways to deepen their awareness and understanding of
contemporary theorising about pedagogy and learning

« recommend strategies that will help to revitalise the delivery of pre- and
in-service teacher education in each country.

The theme of the workshop was Reconceptnalising Learning and Pedagogy in the
Pacific. Participants included teacher educators and senior policy makers at
Department/Ministry of Education level involved in teacher education. The
resource people included international and Pacific educators who provided
both the global and local/indigenous perspectives on good models of teacher
education.
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How the book is organised

The workshop participants, using a group approach, wrote some (10) of
the chapters in this volume, the resource people (3) others. In the second
chapter Allan Luke provides an overview of global developments in teacher
education. He argues that the big question for Pacific systems is how to build
a teacher education model that is firmly rooted in both the local and global,
‘that is fitted to cultural traditions and practices . . . while at the same time
taking up the challenges of new economies and blended cultures, global and
regional networks and engagements’. He reminds us that responsibility for the
development of distinctive local and indigenous approaches to and solutions
for Pacific educational problems lies with Pacific Islanders themselves.

In chapter 3, Russell Bishop argues that those teachers working from a
cultural deficit discourse marginalise Maori and other minoritised students in
New Zealand schools, while those who position themselves within change-
agent discourses make a significant difference in reducing the educational
disparities.

Theimportance ofincluding values education in teacher education programmes
is promoted in chapter 4 by Roy Obed, Kalala Unu, Evotia Tufuola and
Tagataese Tuia. Similarly, Salanieta Bakalevu, Nauto Tekaira, Vaiaso Finau
and David Kupferman articulate in chapter 5 the importance of including
local culture, knowledge and wisdom in Pacific teacher education curricula.

Pre-service provision, delivery, reform and the preparation of student teachers
for teaching practice are dealt with in the next three chapters. Cresantia
Frances Koya, Rosa Tuia, Susan Faoagali and Teremoana Hodges use chapter
6 to explore the Pacific house structure as a metaphor to reconceptualise
the reform of pre-service teacher education. In the seventh, Michael Tapo,
Joanna Daiwo, Dawn Rasmussen and Alvina Timarong examine models of
pre-service delivery, with particular attention to challenges faced by Ministries
of Education in the Pacific region. They also offer ideas about what will be
useful qualities in a future Pacific teacher. In chapter 8, Lavenia Tiko, Liuaki
Fusitu‘a, Lina Tone-Schuster and John Atkins Arukelana concentrate on pre-
service models of teaching practice for student teachers used in the Pacific, and
suggest guidelines to improve this important phase of teacher preparation.
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An area that is usually neglected in teacher education discourse is how Pacific
teacher educators are professionally developed. Chapter 9, by Kaure Babo,
Tryphosa Keke, Lice Taufaga, Malama Taaloga Faasalaina and Saumacafe
Vanya Taule‘alo, takes us on an imaginary journey to help us understand
the challenges faced by teacher education institutions in the professional
development of academic teaching staff. They also articulate their ideas about
what the future teacher educator in the Pacific will look like and discuss
strategies for producing such practitioners.

The next four chapters focus attention on issues in the in-service preparation
of teachers. First, Gatoloai Tili Afamasaga, Ken Miere, Stanley Karuo‘o and
Nemani Drova analyse the challenges faced in the management of in-service
teacher education and provide a new model for an improved management
system. In chapter 11, Jimione Buwawa, Debbie Tkel-Sbal, Molly Helkena,
Benson Moses and Silia Pa‘usisi discuss professional development models,
identify challenges faced by Ministries or Departments of Education in the
delivery of teacher in-service programmes, desctibe what they consider are the
necessary qualities for future teachers of the Pacific and recommend models 11
of in-service delivery for teachers. In-service delivery and the reform of
education are also examined in chapter 12 by Viliame Rabici, Elaine Lameta,
Bernadette Aihi, Upoloina Herrmann and Lili Tuioti, who discuss current
approaches to in-service training and recommend pathways for change. Aloesi
Logavatu, Janet Sipeli-Tasmania, Steven Potek and Gauna Wong use chapter
13 to discuss the important question of in-service support of new teachers,
with a specific focus on the processes and components of a regional teacher
induction framework.

Carmen Luke, in chapter 14, brings us into the now, while looking to the
future. Pointing to the students’ communication realities created by advances
in communications technology, she provides a conceptual example of how
new media and new literacies can—she would argue must—be taught in a
teacher education course.

In the final chapter, Unaisi Nabobo-Baba, critical friend and workshop
evaluator, provides her response to the papers presented at the workshop and
her views on how to reconceptualise pedagogy and learning in the Pacific.
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While placing particular emphasis on indigenous approaches to teacher
education, she undetlines the critical need for research.
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Teacher education and globalisation

blending Pacific pasts and futures

Allan Lutke

The challenge: local cultural responses to new conditions

Where to for teacher education in the Pacific? I write this chapter from the
perspective of one who has been involved in educational research, policy and
teacher education in Australia, Canada and Singapore for twenty-five years.
It draws upon experience working with Fijian educators including Priscilla
Puamau, Richard Wah and Sam Bogitini, my engagement over the past two
decades with Torres Strait Islander and Aboriginal education in Australia,
and brief participation in development programmes in Kiribati and Solomon
Islands. It uses Western epistemology and theory to reflect on understandings
and insights gained from the PRIDE workshop on teacher education in Samoa,
which forms the basis of this volume. I ask that it be taken as an ‘outsidet’s
view” of the educational challenges facing the Pacific, and offer it for critical
debate and discussion. In it are far fewer answers than questions.
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My case here is that the Indigenous peoples of Pacific Islands nations face a
serious and complex task. This is the making of a model of teacher education
thatis fitted to cultural traditions and practices, and local and regional demands
for the building of foundational infrastructure in schools and universities,
while at the same time taking up the challenges of new economies and blended
cultures, global and regional networks and engagements. My argument takes
off from the observation that cultural and economic globalisation has placed
new pressures on the cultures, economies and educational systems of the
region. This is the case both in those places with well-established school
systems and those still in development. The impacts of globalisation upon
local cultures are mixed. There are both positive and negative impacts on
traditional cultures and practices, religious practices and beliefs, health and
welfare, social and community relations, patterns of consumption and work,
and environmental and ecological sustainability.

The conditions of globalisation have shifted the goals of education systems
of the East/West and North/South. The task at hand for all systems is no

14 longer simply to ‘develop’, ‘modernise’ and westernise. Nor is it the uncritical
promotion of new attitudes and work habits for the new service-based
information and tourist economies. My view is that education systems are
faced with the need to prepare teachers and students for contexts that require
something more than adapting to new economies, knowledge and curriculum.
They therefore have moral, social and cultural responsibilities to set out
conditions for teachers and students to be critical in their understanding of
and engagement with their present circumstances and conditions. The shape
and direction of that engagement will, of course, depend upon the kinds of
societies and economies that the people of the Pacific wish to build. For
any judgment of the value and effectiveness of educational practice always
depends upon the overall philosophies and goals of the communities that
education must serve.

Schools and universities can become sites where students and teachers
actively weigh, balance and shape the blendings of old and new, residual and
emergent, traditional and modern, modern and postmodern values, practices
and knowledges needed for new economies and cultures. In this way, we can
think of schools and universities as sites of cultural contact and change. This

Chapter 2.indd 14 @ 2/22/2008 9:08:33 AM



Teacher education and globalisation

task will 7of be achieved by the uncritical adaptation of models of teacher
education from the US, the UK, Australia, New Zealand and elsewhere—
though there are valuable approaches and lessons from these systems.

The structures of schooling and the more critical approach to schooling noted
here themselves have their basis in the project of Western modernisation.
The challenges of large-scale, rapid change have been facing democratic
educational systems for the past hundred years, at least since John Dewey’s
The Child and the Curricutum (1902). The fact of the matter—whether we like it
or not—is that historically, schooling and modernisation have been partnered
in the West/North for the past five centuries, and the project of formal
schooling as we know it (classrooms, timetables, textbooks, lesson plans, state
curricula, inspectors, examinations) was spread to the Asia—Pacific as patt of
European colonisation from the late eighteenth century onwards.

In their historical genesis and their current functional shapes, schools will,
by their structure, tend to produce ‘modern’ people (Hunter, 1994)—with
particular bundles of employment and citizenship skills and knowledge,
particular kinds of disciplined attitudes and beliefs towards teachers/
authority, the state and knowledge. This is not to say that their adoption in the
Pacific is necessarily a problem. For the move towards models of economic
autonomy, democratic governance, open civic and community spheres, mass
mediated decision-making and so forth require institutional training grounds.
But Western schooling models inevitably affect traditional authority and
community relations, familial and gender relations, attitudes towards one’s
body and sexuality, knowledge of environment and landscape, and sense of

place and identity.

The ongoing educational question facing the Pacific Islands is whether they
can remake the enterprise of schooling in their own interests. There are ever-
present conflicts between old and new, traditional and modern, Indigenous and
migratory. The future of the Pacific sits on this core issue of cultural contact
and its social, economic and cultural consequences. The question, then, is
how educational planning and policy, teaching and teacher education can be
enlisted to mediate and shape how that contact occurs, and its interaction
with dynamic local economies and cultures that are both under development
and under threat.
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At the same time, the residual values, traditional anchors and everyday
practices of peoples of the Pacific—already blended with colonial and
postcolonial cultures—form an educational matrix not to be discarded or
passed over lightly. Any Pacific approach to schooling and teacher education
will require thoughtful, unhurried consideration and consensus about which
traditional pedagogic models, values and knowledges should be passed on and
incorporated in schools and teaching. Teacher education, as in all curriculum
making, requires a process of cultural selection of which knowledges and
skills will be made to ‘count’.

Yet the particular policy formations and approaches to teacher education in
the postindustrial systems of the US, the UK, New Zealand and Australia
are part of a suite of neoliberal educational policies, tailored and not always
successful responses to the particular historical dilemmas in which they find
themselves. They are responses to major social and economic change that
has raised serious questions about the sustainability of their longstanding
approaches to education, schooling and teacher training. For our present

16 purposes, it is not that these approaches are necessarily good or bad from an
educational perspective, effective or ineffective, philosophically just or unjust,
enhancing of social access and mobility or to their detriment. These are
subjects of ongoing policy debate in the systems of the North/West (Luke,
2004/20006; Ozga, Seddon & Popkewitz, 2006).

But neoliberal educational policies need to be considered as attempts to
respond to setious and pressing policy concerns around the funding, shape
and sustainability of large-scale educational systems serving diverse educational
populaces and functions in advanced industrial and postindustrial economies.
To import these approaches without critical analysis, local adaptation,
cultural adjustment and modification would be to assume that the generative
conditions and needs for education in say, the US and Samoa, Australia and

Fiji, are similar.

They cleatly are not. Further, all of these approaches come with durable
educational ‘strings’ attached. This was illustrated in the ongoing debate over
‘whole language’ models of literacy that were implemented in many South
Pacific countries in the 1990s, with mixed educational effects and significant
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implementation issues. Consider this further example. If we adopt a model
of the principalship and educational leadership from the currently popular
American models of ‘transformative leadership’ (Robinson, 2005), we must
be mindful that the model assumes the existence of a particular organisational
psychology and culture of teachers and students. The assumption is that
similar strategies, levers for change, approaches to social relations, industrial
management strategies and staffing conditions might apply in the schools
of, for example, Kiribati or Vanuatu. This probably is not the case. From
my experience working in Singapore, I know that the particular identities,
motivations, values and orientations of Singapore teachers are very different
from those of American or Australian or New Zealand teachers. The cultural,
age, authority and gender relations of the distinctive ethnic communities of
Singapore come into play, the relative status of the teacher in Chinese societies,
the salary systems and incentives for teacher behaviour, and so forth. There
are observable differences in school and staffroom culture between, say,

Australia and Singapore.

My point here is that working with what makes Pacific teachers ‘tick’, and 17
finding how to motivate and empower, develop and change them, are likely
to require different kinds of leadership, leadership that is purpose-built to
their different cultural ‘scripts’, backgrounds, habits, everyday lives and
community status. Even if we can agree that leadership or teacher change
model X meets our national or regional goals, the psychological and cultural
dynamics of change and reform would be a very different affair. If it is the
case that educational leadership and classroom teaching are themselves
cultural practices (cf. Cole, 1990), with very different expectations, uptake and
consequences for people of different cultural backgrounds, why would this
description not also apply to teacher education? And if Pacific teachers ‘tick’
differently, then why would we not attempt to develop models of teacher
education that appeal to, complement, transform and engage with those
motivation structures, scripts and habits—rather than struggle to ‘make them
[the teachers] over’ into Anglo-European teachers?

This book opens a window on the research and development efforts of
the nations represented here, and on the chequered history of educational
development and innovation, and successful and failed implementation of
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aid funded programmes in this region. If there is a lesson across the volume,
it would be that wholesale importation of models of teaching, assessment,
leadership and curriculum has unintentional consequences and mixed results.
While I am neither culturally situated nor academically knowledgeable enough
to paint a picture of what should be done in teacher education, this history
suggests to me that it should be invented and reinvented locally and regionally.
The shape of that invention I cannot identify and prescribe, but I hope here
to offer some general parameters and considerations required by such a task.

I here discuss in turn, the broad impacts of globalisation in a postcolonial
period in the Pacific, and some of the educational pressures that this is
generating. I then turn to locate and critique some of the current debates
raging internationally around teacher education and professional practice. I
conclude with comments on the task ahead for teacher educators in the island
nations of the Pacific.

From decolonisation to globalisation

To speak of the ‘Asia—Pacific’is to make up an imaginary historical construction.
Following the Second World War, areas, territories and colonies were again
redivided into spheres of economic and cultural influence (Wilson & Ditlik,
1994). Both on the diagrams of ruling powers and in the establishment of
‘Pacific Rim’ and ‘Asia—Pacific’ area studies research centres in California,
Washington, Hawaii and British Columbia, the new world map was drawn up.
Over the last fifty years, the economic influence of both former and current
colonial powers—the UK, France, Japan, China, the US and emergent players
in the area like New Zealand and Australia, themselves former colonies—had
the effect of creating economic and cultural spheres of influence in the Pacific
Islands, both those that are fully autonomous and politically independent, and
those that remain territories, colonies and legal protectorates of host states.
In most cases, the establishment of aid, diplomatic, religious, educational
and business systems across the region has supplanted or begun to supplant
the direct control of colonial governance with the emergence of powerful

corporate and economic interests and networks.
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While there is no necessary geopolitical linkage between the ‘Pacific’ and ‘Asia’,
the countries of West and East Asia do share with many Pacific states ongoing
issues about colonialism and postcolonialism. These include: the complex,
residual and often contradictory links to former colonial powers, their cultures
and institutions; persistent issues around the politics and economics of race
and ethnicity between/among indigenous, migrant and colonial communities;
and, of course, questions about how to make and remake the social institutions
established in the nexus of state—religion—ideology. Of these, the shape,
substance and direction of educational institutions after decolonisation and
statchood—schools, technical colleges, universities and, of course, teacher
education—remain in formation and frequent contestation. These range from
the division of schools into age/institutional units (e.g. primaty, secondary),
elements of curriculum structure and, most noticeably, the resilience of high-
stakes examination systems established by colonial states.

The basic structure of teacher education—university-based training including
content knowledge, field practica and methods courses—persists from
colonially introduced US and Commonwealth educational institutional 19
models. The core contents of many educational foundations courses, from
Piaget to Skinner, remain intact, unaltered and unmodified from Western
textbooks and curricula. This is the case in Fiji as well as Malaysia, Samoa
as well as Singapore, Papua New Guinea as well as Thailand, to name but
a few of the more influential centres of teacher education. Across Asia, the
reliance on scholarship-supported postgraduate training in the West has
led to a continuation of the replication of American and UK educational
studies, approaches and cutricula, even as these sit in dynamic flux within
their countries of origin (a good example being the gradual supplanting of
Piagetianism by neoVygotskian and sociocultural models of psychology,
in part a response to increased multiculturalism and multilingualism in the
US and the UK). There is continued reliance upon older models of child
development and styles of learning and teaching, many of which are based
upon research and theory derived from studies of mainstream, middle-class
European and Anglo-American children in the postwar period and earlier.
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At the same time, the Asia—Pacific countries, like the rest of the world,
face new challenges of economic and cultural globalisation: the economic
and cultural effects of the seemingly inexorable expansion of networked,
multinational corporations as the new powers influencing work, civic society,
the health, practices, futures and everyday life of people in geographically
distant and demographically diverse contexts. These range from direct trade
and communications links, to the impact of business on the practices of
everyday life, from consumption, to work, to engagement with mass media.
Everywhere, these forces are changing the ways that children relate to their
elders and identify with cultures, communities and nations. They are changing
the way that children learn, play, work, think about themselves and relate to
their peers.

Every decision within an education system sits within these contexts and
must engage critically with discussions about the future of the region. While
historically, postcolonial countries and sites have engaged with questions
about shaping their futures, institutions, identities and knowledges, they now
20 face a new wave of complications. Spurred by the late twentieth-century
economics and mentalities of foreign aid, these systems might have defined
the challenges in the discourses of ‘development’ in the postwar period. But
new conditions are at hand. This applies both to those countries with robust
and growing economies and those who are secking ‘niches’ in the new global
flows, both in those countries that have settled postcolonial social contracts
around identity and culture, and in those countries where interethnic, inter-

island and intercultural relations remain unresolved.

We can turn to the case of teacher education and begin to redefine and
reframe the challenges ahead for the educational systems of the South
Pacific. The challenge facing education, 1 argue here, is not one of photo
duplication of ‘developed” models, or the importation of generic systems
from other, major economic and political powers. These importations range
from the wholesale adoption of another state’s curriculum to the purchase
of multinational textbook series designed for other student bodies and other
systems. My case here is that the uncritical implementation and application in
local sites of different scale, cultural dynamics, spatial/geographic location,
political formation and, indeed, future aspirations may make more trouble
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than they resolve. There is already a trend towards this. Indeed, the building
of basic educational infrastructure, the elaboration of fundamental models of
teaching and curriculum, the provision of basic primary education in remote
communities, and the expansion of quality technical and tertiary provision are
persistent, pressing questions.

But the trend is spurred by the press of time, and by the scaffolded and
prescriptive support of overseas aid organisations, non-government
organisations and others for the adoption of models from the West. There is
evidence of this, for example, in the adoption of outcomes-based curriculum,
school-based management, devolved funding, market competition between
schools and systems, public and private/religious school funding, standards
and performance measurement systems, testing systems, textbooks and
funding/staffing models. It would be naive to argue that in and for themselves
these are necessarily ill-advised moves. They are, as I noted in my introduction,
responses to very specific policy demands and conditions in the US, the UK,
Australia and elsewhere. But there needs to be a strong local, Indigenous
watch on these, a studied modelling of their potential ‘domino’ effects across 21
education systems, not only when and if they fail, but especially when they are
implemented with effect.

Many current proposals come, as well, as part of a broader agenda of neoliberal
educational and public policy reform—a specific set of approaches that has
spread across the postindustrial economies and is quickly moving across
Asia (Luke & Hogan, 2000). In many countries the approaches have been
mandated by the World Bank and the Asia Development Bank, as part of
structural adjustment and advisory programmes. These moves, as I noted, are
very deliberately geared up to prepare OECD and Western countries to deal
with deteriorating and declining industrial infrastructure, tight public funding
for education, racial and ethnic diversity and conflict, increasing disparities
of rich and poor, and most importantly, the remodelling of longstanding and
stressed industrial school systems. To date, they are struggling to achieve what
they have set out to do.

Some critical analyses have shown that such adjustments have the hallmarks
of the marketisation and privatisation of the state educational system and
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a reframing of state educational commitments and social contracts (Ozga,
Seddon & Popkewitz, 2006). This would be an opposite policy direction to
those South Pacific states that are still building and consolidating universal,
compulsory schooling, technical education and expanded tertiary training.
In this way, these Western-appropriate policies may be less suited to the
challenges of countries in this region, where what is on the table are things
like the building of basic educational infrastructure, recruitment of new
teachers, the upgrading of primary teachers’ basic knowledge of the fields
they teach, the decisions about which lingua franca should be the medium
of instruction, the provision of print textual resources, enhanced community
cultural engagement with the school, and affiliated issues of health and
community welfare.

We can define globalisation broadly in terms of the transnational flows of
capital, information and human beings across geographic and temporal
boundaries. Indeed, the Indigenous and migrant peoples of the South Pacific
have themselves engaged in a process of globalisation for many centuries,

2 with inter-island trade, cultural exchange, warfare and colonisation embedded
in their histories and cultural narratives. But what is different about the current
era is the rapidity and comprehensiveness of the process. Aided and abetted
by new communications and transportation technologies, we are witnessing a
period where time and space are being compressed (Graham, 2005). Through
technologies as diverse as increased air links, container shipping and digital
telecommunications Internet links, the boundaties between countries, states,
regions, islands and communities are becoming progressively more permeable.
This has led to unprecedented population movement: through ‘brain drains’
of educated classes, migration of working classes in search of jobs, tourism
and trade, and the relocation of populations through geopolitical dispute and
warfare. In this regard, even though the relative geographic isolation of many
island communities might have created sustainable Indigenous ways of life,
none is insulated from cultural contact, economic interconnectedness and the
exchange of information, goods, capital and bodies.

The effects can be characterised in broad terms. Transnational and
transgeographic flows of populations and cultural practices, information
and knowledge, goods and capital are both supported by and supportive of
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the emergence of new cultural and material conditions. These include the
formation of:

« New buman subjects: new social and cultural identities for children, youth
and adults, spurred by engagement with and blending of local cultures
with mass media, new social and economic practices and conditions

 New skills and knowledges: the rapid expansion, critique and transformation
of human knowledge, with disciplinary and field knowledge, scientific
knowledge, and knowledge of and about cultures expanding and changing
through cultural contact, new social and economic ‘problems’, and the
emergence and re-emergence of traditional belief and value systems in
response to rapid change

«  New technologies: the capital push for the discovery and invention,
commercialisation and diffusion of new communications and information

technologies, as well as ongoing industrial and technical modernisation

« New life pathways: the remaking of pathways from and through childhood, 23
youth and adulthood, from community to school to work, from nation and
region to other sites and back under the influence of changing community
formations, changing family structures and volatile job markets.

The educational consequences of these changes are serious. In the last decade,
most Western and Northern education systems have begun to shift their
official policy rhetoric from industrial metaphors of job skills and knowledges
to a typical focus on the perceived requirements of ‘knowledge societies’
and ‘information economies’, where increasing numbers of people work in
service- and information-, rather than industrial- and primary resource—based
work. This has meant a shift to focus on such educational goals as: educability
and lifelong learning, communications and IT competence, critical thinking
and group work, and an entrepreneurial engagement with service- and
information-based capitalism.

A realistic appraisal is that systems are struggling with the changes. While they
may speak of new economies and cultures, they continue to focus on fixing
the elements of industrial schooling: adjusting high-stakes assessment systems,
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regulating and managing curriculum and textbook content, and turning to
business models of school and system governance. Far fewer systems are
willing to undertake the major task of re-envisioning what the school might
look like as a training and educating site for new human subjects; instead, they
stick with bell systems, timetables, classroom and teaching structures that are

very much products of the eatly to mid-twentieth century.

But this is not to diminish the very real challenges facing schools and teacher
education. We can classify these in traditional educational terms:

o Curriculum: Is the actual substance of school knowledge and learning
sufficiently currentto prepate students for everydayintercultural exchanges,
changing community cultures, economies and the ‘knowledge society’?
Are the pressing issues of intercultural communication, local responses
to corporate economic forces, civic and community participation,
the development of sustainable communities and ecosystems being
addressed?

24 « Pedagogy: Are the modes of instruction and models of teaching relevant to
student bodies with very different, blended cultural resources, technological
capacities and learning styles? What are the new cultural psychologies of
learners and learning? Are we preparing teachers who can teach the new
student identities and address these students’ new aspirations, cultural

blendings and uncertain life pathways?

o Assessment. Are the ways that we test and evaluate students and systems
indicative of the broad range of cultural and academic knowledge, skill
and competence that they are developing? Are we assessing and testing
the skills and knowledges needed for the past or the future?

« Institutional structures: Are the formal pathways out systems set out from—
community, to school, to further education, work and life—relevant
in changing economies and community cultures? Or are they pushing
upstream against new forces of population movement, economic
restructuring and job volatility? What kinds of new institutions and
pathways might be needed?
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Despite the appearance that globalisation entails a one-way flow of power,
information and ‘reforms’ from West to East, North to South, communities,
regions and countries in the South Pacific are not without resources and the
position to make choices. A major hypothesis underlying the globalisation
process is that it entails a ‘McDonaldisation’ process (Ritzer, 2004) whereby
the impacts of American culture and lifestyle, consumption and ideology are
inexorably spreading across the world, as multinational corporations spread
their influence in search of new markets, new workers and new profits. Yet
the powerful economic and information centres of the North and West
struggle simply to dictate and determine the effects on local sites. Power
never works this simply, as many colonial powers learned. Or consider, for
example, the struggles of a central government in the Pacific to manage
and expand educational provision in remote sites. No matter how much we
attempt to dictate human uptake of policy, uses of resources or interpretation
of legal requirements, the local uptakes are always fraught with idiosyncrasy,

resistance and, indeed, unpredictable local adaptation.

Globalisation involves complex push—pull effects, where local communities 25
adapt, shape, engage with, resist, hybridise and use new technologies, new
flows, new resources in ways that cannot be fully determined by the sources of
the flows. This is termed a ‘glocalisation’ effect (Burbules & Torres, 2000) in
which local communities’ uptake of central edicts is not wholly predictable or
enforceable. Those Pacific countries whose educational jurisdictions are spread
across different communities, ethnicities and geographical sites are aware of
just how idiosyncratic local readings and uses of resources can be. In the case
of educational policy and practice, we can take this ‘glocalisation’ as a means
to adapt critically, reconstructing and reshaping those educational reforms
that are promoted in the West. The process of ‘Pacificisation’ of educational
reform can indeed be reinvented as a process of critical ‘glocalisation’, where
the choices over which reforms to make, how they should be developed and
adopted, and how they are blended with local needs, traditions and practices
are determined not by the structural integrity of the reforms themselves, but
by the agency of local educational leaders, policy-makers, researchers, teacher
educators, principals and ultimately, teachers and students. With this in mind,
let’s turn to the case of teacher education.
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The ‘crisis’ in teacher education

Historically, education systems act as a kind of social shock absorber. As
rapid change washes over societies, economies and cultures, there is inevitably
a tendency to turn to educational institutions as both causes and solutions.
However fair this tendency might be, the changing character of youth in
Pacific nations, noted above, is very much the product of new forms of
media and consumption, contact with and engagement with global culture,
and changed migration and tourism patterns that have accelerated exposure,
population movement and shift. The signs are there in everything from
video-gaming, changing sexual mores and eating habits, to changing attitudes
towards religion, and shifting gender and intergenerational authority patterns.
While such shifts are no doubt the products of powerful forces, in many
countries and sites governments and patrents see them as failings of schools
and teachers. And inevitably, in political and media debate in the US, the UK,
Australia and elsewhere the focus has shifted to both ‘teaching blaming” and
the tendency to look to teacher education as a source of the root problems.

Whether or not such assessments are fair, teacher education has reached a
crisis of legitimation in these countries. That is, loyalty to its cultural forms
and current practices, its financing and funding, even its institutional location,
are under serious questioning. This is in part a kind of ‘blaming’ in these
systems as they face a host of major educational problems including: an aging
teacher workforce, the challenges of new technologies and new curricular
knowledges, deteriorating postwar physical plant, declining public funding
for education, ever more culturally and linguistically diverse student bodies,
increasing numbers of children ascertained as requiring specialised educational
support for learning problems and, as if this were not enough, rapid shifts in
childhood and youth culture under the influence of (multinational, corporate)
media and popular culture. The debates have been acrimonious, to the extent
that one key advisor to the Bush administration has argued that it is time to
‘burn down the faculties of education” (Lyon, cited in Luke 2004/20006).

In these extreme conditions, policy-makers in the West cast about for vatious
‘fixes™—ranging from new approaches to curriculum (e.g. ‘outcomes-based’),

new models of decentralised school governance (e.g. charter schools, state
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funding of religious and private education), to the adoption of standardised,
highly regulated and closely monitored approaches to teaching (e.g. the
scripted approaches to phonics). The results have been ongoing debates over
the following (Darling-Hammond & Bransford, 2004):

o Teacher knowledge: what kinds of ‘adaptive’ blends of content/field
knowledge of disciplines (e.g. maths, science, language) are necessary and
how do these stand in relation to pedagogic knowledge and practice?

o Teacher competence: how do we assess and evaluate teacher competence, at
both the pre-service and in-service levels?

o Teacher cultural background. How adequately are teachers prepared to engage
with student cultural and linguistic diversity, new and traditional styles of
learning and ways of knowing within and across student populations?

The wvarious policy responses in Australia and the US have, as noted,
strongly focused on governmental and school system attempts to regulate
and monitor teacher education. These include large-scale teacher testing in 97
the United States, statements of competences and standards both in specific
subject areas and in teaching more generally, and in various attempts towards
national and regional accreditation through statutory bodies and boards.
The effect has been to question the notion that a teacher certification from
universities and training programmes of various reputes necessarily ‘counts’ as
evidence of competence and employability. Further, in the UK, New Zealand
and some US states, this has led to a kind of quasi-privatisation of teacher
education, whereby non-traditional providers, including school districts, non-
government educational institutions and others can submit their graduates for

accreditation.

On the other hand, the responses of many teacher training institutions have
varied from a ‘business as usual’ approach, to the development of alternative
models (for examples, see various accounts in the journals Teaching Education
and Journal of Teaching Education). But at the same time, there has been a
marked disinvestment by many universities facing overall funding cutbacks
in teacher education, reflecting the relatively low status of the enterprise in
the hierarchies of university knowledge. The situation is exacerbated by the
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demographic profiles of many teacher training institutions, which, like schools,
are staffed by educators who will be leaving the profession in the next five to
ten years. Given its status within the university—made more problematic by
limited funding, an aging workforce and difficulties in recruitment of student
cohorts—the fundamental structures of teacher education remain unchanged.
Content courses, teaching methods courses, educational foundations and
school-based practica remain core operations. To the frustration of many
interested parties, a quantum paradigm shift seems too difficult.

Towards Pacific models of teacher education

Pacific teacher educators can do well to reconsider the importation of teacher
education protocols, practices and technical models in this light. What these
current conditions would require, more than ever, is the development of
Indigenous approaches to teacher education—an educational narrative
purpose made and ‘imagined’ for the purpose of local development in the
face of globalisation (Smith, 1999; Luke, 2005). This is similar in principle
to the models of Maori education developed at the University of Auckland
by Graham and Linda Smith and advocated by Russell Bishop in the next
chapter in this volume. Whether and how these might draw upon models
from the North/West is an open question. There is little doubt that blending,
hybridisation and redesigning will be in order. Borrowing and bartering, gifting
and exchange are resilient characteristics of Pacific cultures. But ‘buying in’,
purchasing and importing are risky, particularly from a paradigm of teacher
education that even in its own ‘home’ appears to be at a crisis point. The
blending of Indigenous and external models of teaching and teacher education
should remain an open question. But my position is that there is a need to
move past a closed, preordained assumption that the countries and systems
of the Asia—Pacific should adopt models from the US, the UK, Australia
and/or New Zealand. In what follows, I want to set the grounds for such
reconsideration.

If we translate the questions about the school in globalised conditions to
teacher education, a series of affiliated questions arises:
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« Does the teacher education curriculum accommodate the cultural
knowledge, new psychologies, motivation structures and approaches to
learning of the ‘next generation’ of teachers?

+ Do the basic modes of teaching have the capacity to respond to the kinds
of Indigenous and ‘world kids’ that teachers will face in school?

« What kinds of adaptive professional approaches will teachers need to
enable them to operate in the current system while at the same time
engaging them in efforts to reform and change that system?

«  How do we prepare them for a future educational system and curriculum
that has yet to be realised?

There is a window of opportunity in current conditions to develop models
of teacher education that encourage innovation and hybridisation of Western
knowledges, rather than a replication of either now-traditional ‘chalk and
talk’ didactic pedagogies or a model that chases, uncritically, progressive
and constructivist learning principles. As I argued eatlier, we need to begin 29
from the realistic view that schooling and teaching as we know them are
indeed Western practices, instrumental in the processes of modernising and
industrialising Pacific cultures. They need not stay this way. This said, and
given the very real need for engagement with new economies, corporate
globalisation and changing cultures, a suitable blending of old and new,

traditional and innovative is possible.

Such models would begin from knowledge and mastery of local cultures,
traditional knowledges, their modes and genres of spoken, visual and
written presentation. These then could be juxtaposed to the possibilities
of new technologies, new written and aesthetic forms and digital modes of
communication where possible. To do so would require of teachers a base
understanding of community and home pedagogic practices, engagement
with community elders, robust inter-generational relations—while at the same
time a studied understanding of the new forces of globalisation, community
and environment impacts, and social issues. Adding to this an engagement
with the possibilities of digital technologies for the making of new art forms,
new identities and new skills and knowledges, and a very different baseline
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platform for teacher education emerges. It would be based on an axiom that
edncation involves moving teachers and students from the known to the new, from residual
cultural traditions and practices to emergent and yet to be discovered ones, from the local to
the global to generate ‘glocal’ blends.

Hybrid ways of teaching need to be discovered as part of teacher education,
not deployed or implemented by researchers. This would involve taking
seriously the cultural resources of student teachers—both their community
and traditional knowledges, and the emergent beliefs, values and practices they
are developing in engagement with non-Indigenous technologies, media and
global cultures. It would mean studying both traditional ritual and ceremony,
Indigenous understandings of the spirit and environment, the now-traditional
Western arts and sciences, and the risky worlds of new media, global cultures,
consumption, work and leisure.

In this way it is possible to avoid the ‘essentialisation’ of Pacific cultures. By
essentialisation, I refer to the assumption that there is a simple ‘core’ shared
by each and every member of the community. The need here is to engage
with the diverse communities across, say Samoa or Fiji, and the way that they
are blending traditional values with those from historical and current contact.
The focus on religion and spirituality, for example, advocated by Puamau
(2005) as a central value for Pacific education is not a focus on Indigenous
belief: but rather the blended and hybrid value systems that arose from the
cultural contact of the Indigenous with colonialism. Again, this is not to make
a point of judgment about them, as they have become deeply embedded in
local cultures and practices. But they are already complex blends of practices

from cultural contact and early forms of globalisation.

We could say the same aboutliteracy. The history of literacy in the Pacific has its
basis in the work of missionaries that began less than two centuries ago. Many
of the distinctive elements of writing in the Pacific—in both vernacular and
colonial languages—have become the blended use of traditional expressions
and stylistic features of sermons, prayers, hymns and the Bible. The result
is a very distinctive blend of literary expression, song and letter writing that
is found only in the Pacific (Siegel, 1987). In this way, what are now strong
community traditions of writing and reading in Tuvalu, Fiji and elsewhere are

already artifacts of cultural contact and blending.
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The educational issue, then, is not about e/her westernising or attempting
to restore, retain or ‘save’ essential Indigenous ways of knowing, teaching
and acting. It is about deliberately orchestrating a site for the blending and
bringing together of traditions and practices. With this in mind, we can turn
back to teacher education. To put it simply: to have student teachers do more
Piaget, contemporary maths and science, some lesson planning and a dab
of behaviour management, and then to throw them out into the field for

practicum has its limits as a developmental programme.

We can ask what from among these components should be shaped, how and
in which ways. They range from historically core elements of Western teacher
education, to new elements that derive from globalisation, to very distinctive
elements of Pacific education. What they would avoid is a ‘token’ approach to
Indigenous or local culture—where students do a Western programme with
an added course or module on, say, Ni-Vanuatu culture. It asks for a more
integrated approach. This might be difficult for teacher education institutions
with limited resources in smaller and outer island states, for those that are
cither still grappling to adopt standard Western models, and for those where 31
those standard Western models are so entrenched through longstanding
syllabus requirements, ideas held by senior staff and the requirements of
funding bodies as to appear immobile and unable to change. In this regard,
the older teacher education institutions in the Pacific face similar challenges to
those of the West. But the key elements of what I am proposing here are all
present and alive within communities. A uniquely Pacific, blended and forward
looking approach to teacher education would begin from a recognition of and
analysis of the complexity of cultures, economies and societies in contact. It
would include:

« Redesigning knowledge: to include field and discipline knowledge content
that blends traditional and Western, modern and postmodern, global and

local knowledge

« Redesigning teaching: to bring together and focus on a repertoire of teacher
approaches, from traditional master-based, direct instruction models, to
indirect, constructivist and problem-based models, from secular to non-
secular models, with teachers encouraged to blend these in effective ways
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« Redesigning school—community relations: to build a model of field practice that
is strongly situated locally, with students engaging in community life,
community service and intergenerational relations

« Redesigning technologies: to build a model of technology that blends traditional
forms of expression, ways of knowing with the possibilities of new on-line

digital arts, blogs, websites and imagery

« Redesigning intercultural exchange: to share curricular resources, student work
and teacher innovations across Pacific nations in ways that create larger,
intercultural communities that are not dominated by Western educational

centres.

Finding strengths and opportunities in current conditions

The island nations of the Pacific have always changed in step with a different
historical clock from other regions of the wotld. We could argue that these
same islands have resisted the rapid change, and that their size, location and
scale have kept them off the maps and radar screens of larger geopolitical and
economic powers. And we could argue that the pace of change has always
been buffered by the resilience and power of island cultures and communities.
All of these are tenable positions.

But the signs of the mixed and complex impacts of globalisation are
undeniably in evidence. Youth, the vety core focus of any educational system,
are rapidly being influenced by consumer culture, by mass media, by new
technologies. The results are shifting value and belief systems, evidenced in
changing forms of identity, dress and appearance, cultural styles, inter- and
intrafamilial relationships. The ease of migration and cultural contact has led
to an accelerated ‘brain drain’ of young people away from their homelands, in
search of employment, cultural engagement and other, non-traditional, lives
and pathways. As Puamau (2005) has argued, this is not leading to a demise of
religion and tradition but, in many regions internationally, there is a marked
return to religious and traditional values as a way of responding to radical and

unprecedented change.
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Pacific futures in education could begin from teachers, their identities, values
and practices, and the core work they do with students in classtooms. This
will require something akin to rebuilding the boat while it is at sea. On the one
hand, the task of basic infrastructure and capacity building will have to continue,
supported by NGOs and aid funding. Schools need to be built, teachers need
to be put into the field, principals selected and trained, curriculum needs to be
set, textbooks selected, and students need to be engaged, taught and evaluated.
These are the hard realities that senior educational planners and policy-makers
face in building and sustaining, funding and expanding systems. The everyday
tactical and logistical difficulties are not to be underestimated.

As elsewhere, there is a pressing need for the development of distinctive local
and Indigenous approaches and solutions to these and other educational
problems. In the area of teacher education, many ‘shells’ as yet underdeveloped
in the West may be used as spaces and places for innovative, experimental and
local approaches. Information technology and online teacher education have
real potential to be used not as a default to residential, face-to-face teacher
education, but as a medium that is still in development, one that has not been 33
fully explored or developed in postindustrial economies. Further, the small-
cohort teacher education undertaken in sites like the Cook Islands—a return
to a close apprenticeship model—might provide generative alternatives to
mass, larger scale university-based training. This large-scale teacher education
is struggling in the urban centres of Australia, New Zealand and North
America. Finally, the pooling and coordination of resources across nations—
despite their political autonomy, cultural and historical differences—offers
possibilities of regional alliances, sharings and blendings of local approaches.
If globalisation is about the emergence of networked, intercultural societies,
it is time that a Pacific network is brokered, and teacher education is a logical
and timely place for the work to begin.

In each case—using technology to bridge distance, using small scale to localise,
and using scarcity of resources to build intercultural and interprofessional
bridges—the ostensible disadvantages of scale and distance can be turned
into ways of inventing new forms of teacher education yet to be realised in the
countries of the North and West. The shapes and contours of these models
are an open issue. The replication of approaches from the West—teacher
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testing, scripted pedagogy, professional standards and the privatisation of
teacher education—may not be the most pressing tasks. In fact, their uniform
importation would stifle local innovation needed for more sustainable and

effective systems.

I write this as an outsider, as an Australian teacher educator trained in North
America, who has worked in various cultural contexts—Indigenous and non-
Indigenous, in Canada, Australia and Singapore. I cannot name or set an
agenda for these places and peoples. But I speak here from whatever wisdom
accrues from having researched and taught in those systems. My message is
quite simple: Do not simply do as e do or have done. To my colleagues in the teacher
education and teaching community in the nations of the Pacific, I submit
that the challenges of blending, adopting, choosing how these education
systems can and should be shaped lie with you. In one of those ironies of
globalisation, you now have the technological tools, the local expertise and
the scope and purview of international developments, and the emergent sense
of shared problems, approaches and community to set a firm ground for

34 local and regional answers. These answers will be found in careful and unique
blends of old and new, of Indigenous, colonial and ‘globalised” knowledge
and approaches. The task is and should be in your hands.
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Lessons from Te Kotahitanga for
teacher education in the Pacific

Russell Bishop 37

Abstract

“I'e Kotahitanga: Improving the Educational Achievement of Maori students
in Mainstream Schools’ is a funded professional development and research
project underway in New Zealand. The approach has brought to the fore six
challenges from which important lessons for the teaching and learning of
minoritised youth can be derived. These challenges include: the hegemony of
the status quo, the primacy of teachers’ positioning, the need for evidence, the
role of power in knowledge construction, the disconnect between pre-service
and in-service education, and the fundamental importance of research in the
areas of teaching and teacher education. The storying and re-storying of these
issues amid a ‘pedagogy of relations’ leads to a powerful form of accountability,
something that countries, leaders, teachers, professors and families seck.
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Te Kotahitanga: Improving the Educational Achievement of Maori students
in Mainstream Classrooms (Bishop & Tiakiwai, 2003), is a kaupapa Maoti
research and professional development project that aims to improve the
educational achievement of Maori students in mainstream classrooms. While
this project addresses the educational achievement of Maori students in the
context of New Zealand, there are a number of messages from our experiences
of working with mainstream teachers and teacher educators that might well
be pertinent to Pacific schools in the context of the Pacific.

The major challenge facing education in New Zealand today is that the status
quo is one of ongoing social, economic and political disparities, primarily
between the descendants of the British colonisers (Pakeba) and the Indigenous
Maori people (Tangata whenua). Maori have higher levels of unemployment,
and they are more likely to be employed in low paying employment and to
have much higher levels of incarceration, illness and poverty than do the rest
of the population. They are also, generally, under-represented in positive
social and economic indicators. These disparities are also reflected at all levels

38 of the education system. While I do not wish to generalise, my understanding
is that the New Zealand situation is not unlike other situations elsewhere
around the world.

In comparison to majority culture students (in New Zealand these students
are primarily of European descent) the overall academic achievement level of
Maori students are low; their rate of suspension from school is three times
higher; they are over-represented in special education programmes; they
enrol in pre-school programmes in lower proportions than other groups; they
tend to be over-represented in low stream education classes; they are more
likely than other students to be found in vocational curriculum streams; and
they leave school earlier with fewer formal qualifications and enrol in tertiary

education in lower proportions.

Despite the choice provided by Maori-medium education in New Zealand,
and decades of educational reforms and policies flying under the banners
of ‘multiculturalism’ and ‘biculturalism’ that have sought to address these
problems, for the 90% of Maori students who attend mainstream schools,
there has been little if any shift in these disparities since they were first
statistically identified over forty years ago.
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Six challenges for practice and practitioners

This problematic situation raises a number of challenges for teachers and

teacher educators both in New Zealand and overseas.
Challenge 1

The status quo is one where ongoing educational disparities are ethnically
based, and that has been the situation for some time.

The major challenge that faces educators today is that disparities of outcomes
within our education system continue. This is seen in the consistent over-
representation of Maori children and those of other minoritised groups in
negative education indicators and their under-representation in the positive
ones, as was detailed above. In terms of qualifications, Maori students in
mainstream schools are not achieving at the same levels as other students,
and this situation has remained constant for some time. For example, in 1993,
4% of Maori gained an A or a B Bursary and 33% of Maori left school without
qualifications. Over the next decade, little changed, despite numerous efforts 39
made by educators: in 2002, 4% of Maori gained an A or a B Bursary and 35%
of Maoti left school without qualifications.

Similarly, in 1998, 74.1% of candidates gained university entrance, of whom
6.1% (1247) were Maori. Of the 87.2% of candidates who gained university
entrance in 2002, 6.3% (1511) were Maori. That is, there was an absolute
increase in numbers, but a relative decline. Exacerbating this situation was
that from 1994 to 2003, retention rates for Maori boys to age 16 fell by 12.4%
and those for Maori gitls by 7.1%. For the same period, retention rates for
non-Maori boys fell by 0.7%, whereas the rate for non-Maori girls increased
by 1.4%. In addition to these statistics of disparity over time, the figures also
show that Maori children, while making up only 21% of the school population,
are referred to specialist services for behaviour problems at far higher rates
than other students, and make up 47% nationally (this figure is far higher in

some regions) of those suspended from school.

The fact that these problems are so stubbornly persistent suggests two major
implications about their nature. The first is that the ethnic basis of educational
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disparities has become entrenched as the status quo in New Zealand education,
despite many protestations to the contrary, and this has been the case for over
40 years. The second is that despite the best intentions of educators from
schools, colleges of education and policy agencies, we seem currently to have
no means of systematically addressing these disparities.

The question therefore arises: how, in the face of these long-standing and
seemingly immutable disparities, are teacher educators going to assist and
educate student teachers to be able to produce equitable outcomes for
children of different ethnic, racial, cultural, class and language groups when
they become practising teachers? The first thing they need to do, I maintain,
is to examine their own discursive positioning and those of their students and
the impact that this might be having on student achievement. By discursive
positioning, I mean how teachers construe the complex historical phenomena
experienced by Maori youth and how they stand as educators in the situation.
In other words, which sets of ideas and actions, that is discourses, do educators
draw upon to explain their experiences?

Challenge 2
Teacher positioning

All educators hold a vatiety of discursive positions on the challenge posed
by minoritised students. In Bishop et al. (2003) we found that teachers tend
to draw upon three major discourses when explaining their experiences with
the education of Maori students, namely the child and their home, school
structures and relationships. The first two tend to locate the problem outside
of the classroom and tend to blame the child and/or their home or the school
systems and structures for the seemingly immutable nature of the ongoing
disparities. The outcome of teachers’ theorising from within these discourses
is that change is seen to be beyond the power of the teacher to act or to
produce an effect, that is, to have ‘agency’ (freedom to act).

In contrast, the discursive position of relationships tends to promote
the agency of the teacher in that it acknowledges that it is ongoing power

imbalances within classrooms that create educational disparities, and power
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imbalances can be changed through changes in pedagogy. Such a position
is agentic, as in allowing the teacher the possibility of being a change agent.
This in turn allows teachers the opportunity to examine how they themselves
might, through their discursive positioning, be participating in the systematic
marginalisation of Maori students in their own classrooms.

To Maori theorists (Bishop, 1996; Smith, 1997) it is clear that unless teachers
engage in such consideration of how dominance manifests itself in the lives
of Maori students (and their whdnau), how the dominant culture maintains
control over the various aspects of education, and the part they themselves
might play in perpetuating this pattern of domination, albeit unwittingly, they
will not understand how they and the way they relate to and interact with
Maori students may well affect learning. However, an appreciation of relational
dynamics, without an analysis of power balances, can promote professional
development that promotes ways of ‘relating to’ and ‘connecting with’
students of other cultures without there being a means whereby teachers can
understand, internalise and work towards changing the power imbalances of
which they are a part. In particular, teachers need an opportunity to challenge 41
those power imbalances that are manifested as cultural deficit theorising in
the classroom, which, in turn, support the retention of traditional classroom
interaction patterns that perpetuate marginalisation.

To this end, Valencia and Solérzano (1997) traced the origins of deficit
thinking, including various manifestations such as intelligence testing,
constructs of ‘at-riskness’ and ‘blaming the victim’ (see also McLaren, 2003).
More recently, in Shields, Bishop and Mazawi (2005) we used our examination
of the experiences of American Navajo, Israeli Bedouin and New Zealand
Maorti children’s schooling to show the ways in which educators and policy
makers continue to pathologise the lived experiences of children. In general,
we detailed the common practice of attributing school failure to individuals
because of their affiliation with a minoritised group within society, by a
process termed pathologising, which according to our exposition is:

a process where perceived = structural-functional, cultural, or

epistemological deviation from an assumed normal state is ascribed to
another group as a product of power relationships, whereby the less
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powerful group is deemed to be abnormal in some way. Pathologizing
is a mode of colonization used to govern, regulate, manage, marginalize,
or minoritize primarily through hegemonic discourses. (Shields, Bishop
& Mazawi, 2005: 120)

Pathologising the lived experiences of children is most often seen in deficit
thinking and practices, a form of power that, as Foucault (1980) explains,
works on and through individuals as they take up positions offered to them
in discourse and as they become objects of discourse, in that discourses
provide each of us with a self-narrative that we use to talk and think about our
positioning within society. We construct meaning out of our experiences in
an interactive social process that locates us within sense-making frameworks
that are discourses, or languages in action. Struggles over the representation
of what constitutes appropriate knowledges (struggles that are common to
colonised peoples) are struggles over whose meaning or sense will prevail.
Meaning does not lie in images as such, nor does it rest entirely with those
who interpret what they see; ‘rather it emerges in the dialogue between those
42 who do the interpreting and the images they perceive’ (Ryan, 1999) and those
who have the power to determine the knowledge that is most legitimate. Thus,
those who are positioned within the dominant discourse have recourse to a
means of framing the ways in which ‘subordinate groups live and respond to
their own cultural system and lived experiences’ (McLaren, 2003) rather than
referring to the sense-making of those ‘othered’. This represents a challenge
for educational reformers, teacher educators and teachers alike in that, as
Bruner (1996) identified, it is not just a matter of intervening in part of the
system; what is necessary is that we challenge whole discourses and move
ourselves beyond our current positionings to alternative discourses that offer

educators an opportunity to act as change agents.

The main challenge this understanding poses for teachers and teacher
educators is the increasing irrelevance of deficit positioning as a theoretical
space from which to develop teaching practice. Yet, in a frequency count of
unitideas commonly used in explaining their experiences with Maori students,
a group of teachers (Bishop et al., 2003) drew most commonly upon deficit
discourses to explain the educational disparities facing Maori students, with

consequent feelings of anger and frustration about their lack of agency.
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In Te Kotahitanga, we have identified that when teachers locate themselves in
these deficit positions, and these are the most common, they blame others for
educational disparities, they exhibit feelings of helplessness, and they reject
their personal and professional responsibilities and agency. In contrast, when
teachers actively reject deficit and blaming explanations, they accept personal
and professional responsibility for their part in the learning relationships, they
are clear that they have agency in that they are powerful agents of change, they
know how and what to do in their classrooms to bring about change and they
report being reinvigorated as teachers. Specifically problematic for education
in general, and needing to be addressed by schools and teacher educators alike,
is that the majority of teachers position themselves within deficit discourses,

thus limiting their agency and, hence, their students’ achievement.

Identifying discursive positioninginvolves teacher education students, staff and
teachers engaging in ongoing opportunities to reflect critically upon evidence
of the impact of the positions they hold on student learning. Such questions
as ‘How do we provide our students/teachers with these opportunites?” are
important. Another implication of this understanding is that this reflection 13
will necessarily involve those outside of the current reference groups, because
to continue to talk to a small group of people tends to reinforce the limited
range of discourses open to student teachers. Because other discourses are

needed, it is vital to widen the range of discourses open to student teachers.

Ryan (1999) identifies a number of strategies: challenging racist discourses:
critically analysing mass media and contemporary and historical curriculum
resources; fostering cultural identities and community relations; and valuing
different languages, knowledges and alternative discourses. We have used one
effective means of employing this latter strategy in Te Kotahitanga (Bishop et
al., 2003). In this case, narratives of the expetiences (Connelly & Clandinin,
1990) of a number of Maori students have been used at the commencement
of a professional development programme with teachers and school leaders,
to challenge these educators to reflect upon their own positionings vis-a-
vis the lived realities of these students and to examine the discourses within
which they and the students position themselves.
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The major finding of this aspect of Te Kdtahitangais that education professionals
who position themselves within deficit discourses that pathologise the lived
experiences of minoritised students are actually disempowering themselves
from achieving the very goals that they themselves wish to achieve in terms
of their students’ academic achievement. Teacher educators, teachers and
student teachers need to be supported and to support one another to accept
the primacy of their agency as educational professionals and the responsibility
for their actions that such a position entails. On the other hand, not doing so
creates problems for themselves and the students they wish to teach. In order
to bring about change in student outcomes, teacher educators should create
contexts for learning where the plague of blame is replaced with a culture
of agency. Once this has been achieved, teachers are then in an appropriate
space to learn how to develop and change their practice through the use of a
wide range of evidence, and to take responsibility for the necessary changes
to their teaching practice in response to ongoing formative assessment of
student achievement. For example, student teachers will then be able to learn
how to set and measure achievement goals for minoritised students and what
to do with the information if and when they get it. This latter expectation, of
course, poses the issue of how pre-service and in-service teachers are going
to undertake this activity.

Challenge 3

The call for evidence

Among educators there is an increasing demand that in relation to student
learning, teachers understand how to engage in critical reflection that is
evidence-based rather than assumption-based. That is, there is an expectation
that evidence will inform educators’ problem-solving in a manner that enables
them to change their practice in response to student learning,

For teacher educators, the implication of this position is that they need
to ascertain if they and their students are able to use data to identify how
minoritised students’ participation and learning are improving. Such data
include students’ experiences of being minoritised, student participation,

absenteeism, suspensions, on-task engagement and student achievement.
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These data can then be used in a formative manner, so that teachers can
make appropriate changes to their practice, in response to students’ schooling
experiences and progress with respect to learning,.

In their recent research on developing and sustaining a programme for the
improvement of the teaching of reading to 5 and 6 year olds, Timpetley, Phillips
and Wiseman (2003) found that when classroom teachers used achievement
information to inform their teaching practice, this process allowed them to
monitor constantly the effectiveness of that practice. When necessary, teachers
were then able to adjust their teaching methods to ensure that the learning
needs of the child were being addressed. In this way, by using both formative
and summative assessment to guide the single objective—improving Maori
children’s achievement—teachers received timely and regular information on
the effect of their efforts, commenting that:

successful actions are reinforcing and likely to be repeated . . . practices
that are new and unfamiliar will be accepted and retained when they
are perceived as increasing one’s competence and effectiveness. (ibid.:

130) v
In such an approach, one pedagogic style cannot be preferred over another,
because achievement is the sole criterion for the determination of teaching
method. In the Timpetley, Phillips and Wiseman study, the data were used
to prompt change in teaching practice where it was found that a particular
teaching method was not working for a gpecific child. Thus it became possible
for ‘the main measure of the effectiveness of professional development [to be]
the extent to which it results in improved student learning and achievement’

(ibid.: 131).

Standardised tests were used in this case and can provide schools with data
that are critical to sustaining and maximising the benefit of the practice, albeit
where there is a degree of match between what is being taught and what
is being tested. The tests potentially measure children’s collective progress
and thus the efficacy of pedagogy, the knowledge and skill gaps to which
teachers must attend, and the areas of strength exhibited by children. By way
of caution, however, Goldberg and Morrison (2002) warn that these potential
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benefits do ‘not come automatically’ and that ‘harmful effects of the tests can
offset them, if these are not managed appropriately’. They warn that teachers
must understand the statistical concepts necessaty to interpret test results,
must be able to interpret results within the context of other data, and must
be working in an environment in which such results are taken seriously. They
argue that the judicious use of standardised testing is more likely to occur
when there exists a strong professional community that examines data with a

good mix of curiosity and scepticism.

For this reason, it is suggested that such activities are best not undertaken
in isolation. Timperley and co-authors (2003) also found that schools that
were making a difference to children’s achievement held regular meetings
to focus on teaching strategies for children whose progress was not at the
expected rate. These meetings were held with a sense of urgency and were
supported by senior teachers working with other teachers in their classrooms
to assist them in developing new strategies for these children. School-wide
commitment to the urgency and centrality of structured and focused meetings
46 of the professional learning community was also found to be essential.

The Timperley, Phillips and Wiseman study (2003) identified that when
teachers were organised into groups and worked together as a professional
learning community, with regular meetings where they considered the evidence
of student progress and achievement so as to inform their collective progress,
they were able to update their professional knowledge and skills within the
context of an organised, school-wide system for improving teaching practices.
In addition, teachers’ efforts, individually and collectively, ‘are focused on the
goal of improving student learning and achievement and making the school as
a whole become a high-performing organization’ (ibid.: 132).

Clearly, then, the implication for teacher educators is that they need to be
creating contexts for learning where their students are able to participate in
professional learning communities in which student evidence is the focus of
problem-solving conversations among their members. Through this approach,
student teachers will learn and practise what they know in order to set, measure
and re-set achievement goals for minoritised students. Furthermore, they will
learn what to do with the information when they get it.
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Challenge 4
Realisations about learning

It is increasingly being realised that learning involves constructing knowledge
individually and socially rather then receiving it from others. There is also an
increasing realisation that knowledge is situational and not gender or culture
free: it is always created and promoted for a specific defined purpose and
often these purposes promote the language, culture and values of those in

power.

Teachers retain power and control over what knowledge is legitimate in their
classrooms by constructing what Australian educationalist Robert Young
terms the traditional classroom as a learning context for children. Young
states:

The [traditional] method [classroom] is one in which teachers objectify
learners and reify knowledge, drawing on a body of objectifying
knowledge and pedagogy constructed by the behavioural sciences for 47
the former and empiricist and related understandings of knowledge for

the latter. (1991: 78)

To Young, in the traditional classroom teachers see their function ‘as to
“cover” the set cutrriculum, to achieve sufficient “control” to make students
do this, and to ensure that students achieve a sufficient level of “mastery” of
the set curriculum as revealed by evaluation’ (ibid.: 79). The learning context
these teachers create aims to promote these outcomes. In these classrooms it
is teachers who are ‘active’ and who do most of the ‘official’ talk (classroom
language). Technical mastery of this language and the language of the
curriculum (which is generally one and the same thing) are prerequisites for
pupil participation with the official ‘knowledge’ of the classroom.

The learning context that is created in traditional classrooms is such that
there is a distinct power difference between teacher and learner, which, as
Smith suggests, may be reinforced ideologically and spatially. Ideologically,
the teacher is seen as the ‘fount of all knowledge’; the students, the Zabula
rasa in Locke’s terms, the empty slate (1997: 178). In this situation, the
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teacher is the ‘neutral’ and objective arbiter and transmitter of knowledge.
The transmitted knowledge, though, is selected by the teacher, guided by
curriculum documents and possibly texts that are created from within and by
the dominant discourse; in colonial and neocolonial contexts, from outside
the experiences and interests of the very people it purports to educate. Far
from being neutral, these documents actively reproduce the cultural and
social hegemony of the dominant groups at the expense of marginalised
groups. The spatial manifestation of difference can be seen in ‘the furniture
arrangements within the classroom, in the organisation of staff meetings,
and by holding assemblies with teachers sitting on the stage and so forth’
(ibid.: 179). Children who are unable or who do not want to participate in this
pattern are marginalised, and they fail. Teachers will then explain the children’s
lack of participation in terms of pupil inabilities, disabilities, dysfunctions or
deficiencies, rather than considering that it may well be the very structure of
the classroom that mitigates against the creation of a relationship that will
promote satisfactory participation by students.

48 In contrast, what Young (1991) terms a discursive classroom is one where
new images and their constituent metaphors are able to be present to inform
and guide the development of educational principles and pedagogies in order
to help create power-sharing relationships and classroom interaction patterns
within which young Maori and other minoritised peoples can successfully

participate and engage in learning.

Discursive classrooms that are created by teachers who are working
within kaupapa Maori reform projects, such as Te Kotabitanga, suggest new
approaches to interpersonal and group interactions that have the potential to
move Aotearoa/New Zealand educational experiences for many children of
diverse cultural backgrounds from the negative to the positive. Te Kotahitanga
practices suggest that where the images and the metaphors we use to express
these images are holistic and interactional, and focus on power-sharing
relationships, the resultant classtoom practices and educational experiences
for children of the non-dominant group will be entirely different.

In teaching and teacher education, there is a need for new metaphors that
are holistic and flexible, that can be determined by or understood within the

Chapter 3.indd 48 @ 2/22/2008 9:10:21 AM



Lessons from Te Kotahitanga

cultural contexts that have meaning in the lives of the many young people
of diverse backgrounds who attend modern schools wherever they may
be situated in the world. Teaching and learning strategies that flow from
these metaphors need to be flexible and to allow primacy to the diverse
voices of young people. In such a pedagogy, the participants in the learning
interaction become involved in the process of collaboration, in the process
of mutual story-telling and re-storying (Connelly & Clandinin, 1990) so that
a relationship can emerge in which boz) stories are heard, or indeed a process
where a new story is created by all the participants. Such a pedagogy addresses
Maori people’s concerns about current traditional pedagogic practices being
fundamentally monocultural and epistemologically racist. This new pedagogy
recognises that @/ people who are involved in the learning and teaching
process are participants who have meaningful experiences, valid concerns and
legitimate questions.

For teaching and teacher education, this understanding implies the increasing
realisation that teachers have the agency to construct contexts wherein students

are able to bring their cultural experiences to the learning conversation, despite 49
the teacher’s not knowing about these experiences and ways of making sense

of the world. At the same time, teacher educators need to create learning
contexts where their student teachers can experience such relationships and
interactions.

Challenge 5
Relationship between pre-service and in-service education

There is an increasing demand from various sectors of the profession for
greater relevance across all phases: pre-service education and in-service
education, professional development, teaching practice and research. The
present lack of this is underlined by international research that identifies little
if any linkage between pre-service teacher education and in-service practice,
as well as by the perceived hierarchies within the education sector (Cochran-
Smith & Zeichner, 2005).

From our experiences in Te Kitahitanga, an added problem is that teacher
educators, teacher support staff, school teachers and educational researchers
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tend to suggest to us that what they are doing is sufficient, necessary and
adequate, in contrast to the functioning of those people in every other sector.
In other words, what is happening in their patch is fine; it is all those other
people who are not doing a good enough job. Prochnow and Kearney (2002)
made similar findings in a study they conducted about the effect of suspensions
on student learning. They found that all the groups of people involved with
the students tended to blame others for the problems the students faced and

were less likely to implicate themselves in the problem identification process.

To make matters worse, these notions are supported by the process that
teacher educators have devised to review their programmes, that is, by peer
review. These reviews do not usually include their client groups, of if they
do, it is in a prescribed manner, thus limiting the type of critique that would
be useful in reforming teacher education programmes so that their graduates
would be able to address the learning needs of minoritised peoples.

Other problems about teacher education voiced by those in other sectors
include the increasing concern about the frailty of the ‘silo’ model for preparing
pre-service teachers; and the continuing barrage of criticism of tertiary teacher
education providers, from their graduates, their profession, the public and the
media, though the formal review process allows no space for their views. A
means of addressing these criticisms is needed urgently.

One example of the problematic response to criticism is found in a recent
survey of teacher preparedness conducted by the Education Review Office
(ERO, 2004). When it appeared, teacher educators and researchers alike were
critical of the report, which spoke harshly of the preparedness of beginning
secondary and primary teachers. Critics focused on the process whereby this
finding was attained, rather than the finding itself, or at least the problems
that the survey was indicating could be present. It is of concern that this
reaction did not re-energise the debate but rather, killed the conversation,
notwithstanding the numbers of teachers and schools voicing concern.

Yet recent observations of 360 teachers in Te Kotahitanga, 60% of whom had
been to teacher education institutions in the previous 5 years, showed that
while they claimed to want to teach in ways they had learnt while at their
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college of education, they were in fact teaching in a very traditional manner in
their first year of teaching. When surveyed, they stated that they were keen to
implementawide and effective range of interaction types, namely to engage their
students actively in the lessons, use the prior knowledge of students, use group
learning processes, provide academic feedback, involve students in planning
lessons, demonstrate their high expectations, stimulate critical questioning,
recognise the culture of students and so on. However, detailed, measured
observations of their classrooms showed that 86% of their interactions were
of a traditional nature where they were engaged in the transmission of pre-
determined knowledge, monitoring to see if this knowledge had been passed
on and giving behavioural feedback in order to control the class. Only 14% of
their classroom interactions allowed them an opportunity to create learning
relationships to which they initially aspired. In short, despite their aspirations
to the contrary, the dominant classroom interaction remained active teacher
and passive students. This might signal the pervasiveness of transmission
education, in which case we could blame the schools and their insistence on
transmitting a pre-set curriculum. However, it might also indicate a lack of
student preparedness and a reliance upon the school for practical training, o
in which case teacher educators could well take notice of the survey and Te
Kotahitanga results, as a warning that their graduates may be facing problems

in classroom implementation of interactive approaches. In other words, these
findings might signal the need for pre-service teachers to integrate the theory

and practice of teaching and learning (using evidence of behaviour as teachers

and student achievement for formative purposes) in a systematic manner so

that they can practise what they learn.

One way this might happen is for pre-service teachers to receive objective
analysis and feedback about their classroom interactions in an ongoing
manner upon which they reflect critically in a collaborative, problem-solving
setting. This means that pre-service teachers will need to learn to use evidence
of student participation and achievement to inform their practice, (to change
classroom interaction patterns for instance) and the relationship between
teacher education institutions and schools will need to change dramatically.
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Challenge 6
The challenge of research

The recent Performance Based Research Fund (PBRF) report (Alcorn et
al., 2004) states that 75% of staff involved in teaching degree-level courses
in education are not involved in research. Further, the area with the lowest
quality of research and the lowest assessed research performance is teacher
education. Therefore, if change is necessary to address disparities, and research
is our most common way of informing and promoting change through the
systematic production of evidence to inform our practice, and if teacher
educators are not involved in research, what mechanism are they using to
inform their practice? This may mean that despite their avowed aspirations
to address what Fullan (2005) terms the moral dimension of education (that
is, the reduction of disparities) teacher educators may not have a means of
addressing the status quo that is maintaining the very disparities they say they
want to reduce.

Conclusion

This chapter has suggested that reducing the seemingly immutable educational
disparities in the education system in Aotearoa/New Zealand is in fact
possible and the answer lies in a critical examination of the discourses within
which teachers position themselves. Commonly—and ironically—discourses
that promote deficit notions (which in turn pathologise the lived experiences
of Maori students) and the schooling systems limit the agency of teachers to
make the difference for their students that s the goal they aspire to. Positioning
within change-agent discourses, on the other hand, allows teachers to take
responsibility for their students’ learning, to reflect upon evidence of this

learning so as to revise their teaching approaches and to enjoy teaching.

When teachers are (re)positioned within relational discourses, and promote
what Sidorkin (2002) calls a ‘pedagogy of relations’, teachers are able to address
power imbalances within their classrooms, within their schools and between
the various sectors of education that are currently critical of each other. In
addition, research becomes part of the everyday lives of teachers and proves
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its usefulness in both formative and summative manners. In the midst of
complex situations and discourses formed around the nexus of relationship,
powerful accountability will arise.

Above all, this chapter suggests that in terms of student achievement, the
classroom should be a place where young people’s sense-making processes
(culture with a small ‘¢’) are incorporated and enhanced, where the existing
knowledges of young people are seen as ‘acceptable’ and ‘official’, in such a way
that their stories provide the learning base whence they can branch out into
new fields of knowledge. In this process, the teacher interacts with students in
such a way (storying and re-storying) that new knowledge is co-created. Such
a classroom will generate totally different interaction patterns and educational
outcomes from a classroom where knowledge is seen as simply something
that the teacher makes sense of and then passes onto students.

This chapter was adapted from a keynote address, Messages from Te Kotahitanga
for Teacher Education, presented at the PRIDE Workshop held at the National
University of Samoa, Apia, Samoa, 28 November — 2 December 2005.
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Values education in Pacific teacher
education programmes

Roy Obed, Kalala Unu, Evotia Tofuola and Tagataese Tupu Tuia

Our group recognises that values and value systems are the pillars that support
every individual, community and organisation. They are the foundation
for every nation’s social, cultural, economic and even philosophic fabric
and structure, sustaining and maintaining its coherence in time. We do also
recognise, however, that values and value systems vary from person to person,
from community to community and from organisation to organisation.

We believe that values are based on how people perceive, and thus conceptualise,
the world around them. But there are universal values that everyone anywhere
adopts, which perpetuate peace, harmony, co-existence and the sustenance
of life. Regardless of geography, race or religion, these universal values are
promoted to ensure that at the very least, people endeavour to live in harmony
and accept each other as people of the earth, with a common interest in and

concern for human well-being.

In all Pacific Islands nations, there are distinctive traditional values that make
each people and each country distinct, if not unique, despite the number of
commonalities they share. These diverse cultures and ethnic backgrounds are
demonstrated in the ways people behave and relate to each other and in the
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ways they respond to the island world around them. Traditional values make
us what we are in contrast to other outside influencing forces. Thus, this
distinction between Western dynamic values and Pacific traditional values
ought to be negotiated, or at the very least discussed, so that one does not
override the other. Both sets of values are inescapable aspects of the cultural
environments and influence all Pacific peoples, and in any discussion, neither
should be neglected.

Our chapter discusses the rationale for the inclusion of values in teacher
education in the Pacific. We will raise the importance of identity and origin.
Relationships among people and relationships between Western values and
those values common among Pacific peoples will be considered. We will pay
attention to how our education institutions can better incorporate Western
values by blending, adopting and adapting to ensure that these Western
influencing forces do not compromise our distinctiveness. We appreciate that
this may run counter to the conventional view that has been associated with
foreign aid, with its patronising assumption that education is a good way ‘to
civilise backward people and to rescue them from the chains of ignorance 57
and superstition’ that have constrained them for centuries. In the postcolonial
era, many education policies seem to maintain this paradox. But since shortly
before the turn of this twenty-first century, an increasing number of Indigenous
educators have engaged in rethinking the content and processes of education.
They have established that the very essence of a culture must be included in
the various curricula, for this cultural essence can shape and mould young
people and enable them to recapture their rightful sense of themselves in the
world. If we sit back and do nothing, then it is but a short space of time left
before all is engulfed by Western value systems.

Values in Pacific traditional cultures

We argue that as in other cultures, most value systems in Pacific Islands
countries are connected to and based upon four realms. The weightings given
to these four realms and the connectedness among them form the basis for
people’s behaviour, relationship patterns and beliefs. The four realms are:
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- spirituality
+ relationship/connection
+  personal development

+ philosophy.

The distinctive differences relate to the specificities of features of these realms,
the different emphases placed on them and the ways in which people relate
to them and are shaped by them. In the context of our region, the ‘content’
of these realms and the extent to which they are interrelated and interwoven
form the very existence and fabric of Pacific Islands cultures. The realms
create dependence on each other and interdependence between the material
and spiritual worlds. Even before the introduction of the Christian Gospel
that further emphasised the reasoning power of a living God, these values
were uppermost in Pacific cultures.

We present a brief survey of these realms to explain how Pacific people relate
to them and how, by adherence to them, they have been able to maintain
cohesive, sustainable communities through conflicts such as natural disasters
and tribal warfare.

The spiritual realm

Pacific Islanders value the relationship they have with their natural
environment, which in many respects is not seen as separate from the spiritual
realm. Their activities are conditioned by weather and seasons. There is a
strong belief in a higher authority whose power controls all other spirits.
There is a strong connection between the material/physical world and the
supernatural. There is, for instance, a belief that if the spirits are happy with
the people’s actions and activities, they will in return give a good hatvest.
When Western missionaries atrived, they found that most communities had a
spiritual connection with the spiritual world. So when the Christian gospel was
introduced, its bearers found a system in place that bore enough resemblance
to its own underpinnings to enable Christianity to take ground without much
resistance.
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The realm of relationships and connectivity

Pacific Islands communities have always been closely woven entities, even
during the period prior to European contact and influence, and they remain so.
Clearly defined roles and expectations for every member of every community
ensured that the community remained intact, and sustained it. Even with the
impact of modernisation and Western influence, Pacific people still carry with
them these prescribed social roles and relationships that are common to their
respective communities. They are able to blend them with modern Western
expectations, to perpetuate lifestyles that are common and distinctive to
Pacific Islands communities.

In addition to these strong human relationships, there is a close relationship, in
fact an intimate relationship, between Pacific peoples and their environments.
The land, sea, water, rocks—everything that makes up and surrounds an
island—are significant to their survival and to perpetuating the existence of
the group.

The relationship between the physical and spiritual worlds is also a very strong 59
one. People draw meaning from the interaction between the physical and
the abstract spiritual worlds. Through these connections, people are free to
share whatever few resources they have. Even where resources like land may
be seen to be individually ‘owned’, landowners have an obligation to ensure
that their relatives have access to that land for the purposes of gardening
and pasture. Traditionally, having fair access to a variety of natural resources
facilitated reciprocal enterprise development. This enabled people to have
access to resources they did not immediately have at hand. Significantly, value
was placed more on the act of sharing, not necessarily on the amount that was
shared. This is contrary to the capitalistic monetary value of exchange that has

evolved in Western societies.

The personal realm

Pacific Islanders, living in what was pretty much a closed web, were (and are)
consequently closely woven together in a cohesive social fabric. This web of
relationship is characterised by a high and valued consideration for others and
a prime concern for the good of the kin group. Every individual has a specific
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role to play within the tribe; thus, his/her role is highly valued. Through the
vatious initiation and socialisation processes, an individual is regarded as an
integral part of the system. No one is left isolated to fend for himself/herself,
even in the height of a disaster or natural hazard. Even with the diverse
cultures, ethnic settings and languages, apart from the occasional differences,
most tribes and people value and respect their differences as proper to the
geography and economic setting of the place in which they live.

Wealth is considered a communal asset, never ‘owned’ by the individual. Even
a landowner who may be a chief or the head of a tribe and family has only an
allocative role; the land itself is considered communal property. Land provides
life and without it, many people would be poor. Poverty is never considered a
setback, as everyone has access to the basic commodities of life—shelter, food
and people’s love. Characterised by the close intertwining of Pacific people,
the sharing of basic commodities is highly valued. Personalising property as
private and individually owned is discouraged as a selfish and greedy habit.

60 The philosophical realm

Recent research establishes the impressive abilities and talents of Pacific
peoples. They were able to traverse the vast oceans and use basic traditional
tools to build structures that later people can scarcely believe them to have
been capable of in that historical time. They were intelligent and reflective
thinkers able to achieve remarkable infrastructure through forward planning.
By selecting resources and establishing relationships with other tribal groups
and communities, they cemented a sound philosophic view of the world. The
immense capacity to record and remember information through oral means

was and is quite remarkable.

Influences on Pacific cultural values

Since European contact, beginning with the very early explorers, Pacific
Islands communities have never been the same. Apart, arguably, from the
most remote people in the inland areas of Melanesia, there is evidence of
foreign influence as people have adapted to the foreign lifestyles of invaders
and others who have crossed their shores, though the details of centuries of

movement and interaction are largely lost to us. The following people and
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activities have, largely by their own record, had a massive impact on the lives
of Pacific people during the last two or three centuries.

Traders and whalers

With the coming of traders and whalers, a new concept in sharing resources
was introduced, commonly now referred to as monetary value exchange.
Monetaty currency became a common denominator for exchange. While it
makes exchange much easier, it gravely affected Pacific Islanders’ traditional
exchange systems. Worse still, it seriously eroded their opportunities to
exchange freely with each other, as only a few people had access to money
through employment or the sale of artifacts and produce from their gardens and
lands. This in its turn wrought tremendous changes in personal relationships
and self-esteem.

Missionaries

The introduction by Christian missionaries of a central figurehead called God,
replacing numerous traditional gods who had power over certain resources 61
and the weather, threatened traditional belief systems. Numerous practices

were outlawed and consequently, forgotten over time. Although tribal warfare

was prohibited through the teaching of ‘God’s love’, human relationships

now surpassed traditional boundary lines, thus enabling people to move more

freely. Even if this was considered a good thing, other problems loomed with

this new intervention.

Investors

New groups of people best described as investors—though some of them
were no more than speculators—came into the Pacific. However, ‘business’
was not always their prime activity. When they came, they introduced new
religions and brought different sets of values, ideologies and habits out of
their Western culture and subcultures. Since their interest was never purely on
the lot of Pacific peoples and the improvement of their social status, tension
after tension built up over time. When Pacific values have not been able to

contain the intruding pressures, serious public discontent has often ensued,
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resulting in riots, demonstrations, coups d’état and other serious crises. There
is an understanding that Pacific Islanders value their boundaries and when
outsiders seem to intrude into what used to be traditional zones, they become

suspicious and there is a rise in conflict.

Educators

Foreigners from colonial powers brought with them new education systems.
In particular, the new schooling system that was introduced in colonial
times effectively demoted traditional education. Postcolonial educators
have continued to use Western education as a means to perpetuate colonial
influence. Never did they consider the renaissance of cultural education as
equally significant, or even more significant, for Pacific people in the complex
modern world.

Consultants

Foreign aid may provide an opportunity for development but it comes with

62 strings attached. Foreign aid donors specify the boundaries within which aid
is to be administered. Foreign consultants bring advisers with them to direct
and guide Pacific governments on foreign aid, how it is to be requested, the
conditions under which it is granted and how it is to be used. Only recently
have Pacific Islanders come to realise that what consultants tried to persuade
or coerce Pacific peoples to do has never really worked well; more often, it
has failed badly in other developed and developing countries. So phrases like
‘boomerang aid’ have developed, a notion that depicts foreign governments
using consultants to increase their influence and power over Pacific people
while the lion’s share of the donor money ostensibly invested in the recipients’
region actually returns to the country of the consultant.

Technology and media

Technology and the mass media also operate as an extension of Western values
and lifestyles over Pacific people. More and more people in the Pacific have
access to radio, film, the Internet and television. The most obvious effects are
the decay in traditional beliefs, values and concerns. While modern technology
and IT can make life easier in may respects, they can simultaneously become
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a prison cell for Pacific Islanders, as they are connected with the fast Western

world’s lifestyles and expectations.

Movement of people

The increasing availability of connecting transportation networks across the
Pacific and beyond enables more and more people from the region to range
more widely than ever before. People move with new knowledge, skills and
lifestyles—and even pandemic diseases that were foreign to Pacific peoples
in the past. The mass movement of peoples does give rise to new conflicts
for Pacific Islands governments to deal with. For instance, the internal drift
to the cities has resulted in the shortage of land in urban centres and the rise
of shanty towns and squatter settlements within city boundaries. There is a
discrepancy in this mass movement of people; rather, itis a one-way movement
to the urban centres from rural areas. But more common in Polynesia and
Micronesia than Melanesia is the trend for people to move overseas. Huge
expatriate populations of Pacific Islanders are found in Australia, New Zealand
and the United States. In spite of the economic advantages of remittances 63
sent home to family members remaining in the Pacific Islands countries, the
social impacts on the lives of the Pacific Islanders living in these industrialised
countries, as well as the disruption of the island lifestyle for those who remain
behind, are quite disturbing to many Indigenous peoples.

Economies

Pacific Islands countries are susceptible to two major economies: first, the
Western economy represented by the United States, Australia, New Zealand
and Japan; and second, the burgeoning Western-model Chinese economy
that is appearing. Not only are local markets flooded with cheap Chinese
products, but China has shown that it is willing to write off huge loans to
Pacific countries. Some suggest that this amicable act of charity may provide
wider benefits in the longer term, including employment and educational
opportunities; others watch for the ‘price’ we may still have to pay for this

largesse.
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Tourism

Despite—in fact, in part because of—the rise of terrorism and the effects of
natural disasters in other parts of the world, tourism is booming in the Pacific.
Tourism is one of the highest foreign exchange earners for most Pacific
Islands nations. With tourism comes exposure to new habits and lifestyles;
these changes bring both advantages and disadvantages to Pacific Islanders.

External foreign values in Pacific education

The introduction and adoption of Western education has introduced Pacific
Islanders to new values and value systems. Through education, a matrix of

values is being inculcated.

Disregard of traditional values

Formal education processes in the Pacific no longer promote or teach
values that were common to Pacific societies prior to Western contact. The
traditional societies of the Pacific, though pragmatic, had value systems that
survived human conflict and migrations over many centuries. Even with this
understanding, the Western education system considers these traditional

values largely irrelevant in today’s world.

Individual values

Western society teaches and promotes the interests of the individual, rather
than the communal interests that are central to Pacific societies. The Western-
educated Pacific Islander is taught how to be independent, how to be self-
conscious (in the sense of thinking of him/herself first) and how to store up
wealth in order to succeed. Today, Pacific Islanders are taught how to own,
rather than share, property and how to buy and sell it freely. These concepts
and practices are totally contrary to the traditional communal life that forms
the basis of Pacific Islands communities.

Educational values

Intrinsic to success in Western education is the ability to learn individually
and to compete fiercely. This is in complete contrast to the Pacific way where
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the whole group learns and succeeds together. Examinations and assessment
procedures in Western education are used as the basis and benchmark to
push a few people forward and push the majority out. Education is now
seen by most as an opportunity to qualify for paid employment. So learners
are forced to compete in their mastery of skills; those who succeed best get
the highest paid jobs. Our observations suggest that when Pacific Islanders
attempt to bring their cultural values into the Western job market, they are
sometimes accused of lack of ‘oomph’ at best, corruption at worst. In the
eye of the Western world, Pacific cultural values are frequently regarded as
inappropriate (or worse).

Traditional and imported values

In recent times, Pacific educators have attempted to incorporate both
traditional values and new foreign values into national cutricula. This is done

in the belief that children are better prepared to live in the multiethnic society

that is becoming more evident in the Pacific. Today, many more children

are born of bicultural or multicultural parentage, or grow up in districts or 65
countries other than those to which they ‘belong’ by parentage, so schools

and curricula need to meet these changes. Also, with the introduction of

new economic values, new media forms, new technologies and the mass
movement of people, educators have no choice but to accommodate these
changing values.

Rationale for values education in the Pacific

Pacific children have the right to know their past so that they can determine
their path and place in the future. We believe they must be given the opportunity
to learn and practise traditional folklore, history, mathematics and literature,
even if some consider that such knowledge is irrelevant in the modern world.
These elements of cultural heritage give Pacific people their identity, however
diverse and fragmented it may seem. It is equally important that the values
that enabled Pacific people to survive through natural and human conflicts
over centuries should be taught and learned. They are as vital in the complex
world of modernity as they were traditionally. These deep-rooted values may
still be what will hold Pacific people together in times of crisis and conflict, in
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a way that Western values will not. However, this is not to deny that there are
also worthwhile Western values for Pacific people to learn as they continue to
face the challenges of change brought by globalisation.

What can be done to promote values education in the Pacific?

Without natrowing our discussion and omitting many other valuable views,
we feel that the following options need to be considered in promoting values
education in the Pacific.

Change of attitude

Pacific Islanders need to take ownership of what goes on in Pacific Islands
schools; in particular, they must own their own curricula. By this metaphor
we mean that their curricula must derive from their own perceived needs and
their own ways of dealing with them, and Pacific educators themselves must
be involved in the development of these curricula. Pacific Islands educators
must be willing to accept the fact that traditional culture contains values that

66 are worthwhile in today’s world. We argue, indeed, that the reassertion of
traditional values, relating closely as it does with self-esteem and sense of
self-worth, may help us to combat such ‘modern’ problems as drug addiction,
prostitution and unemployment.

New initiatives

Teachers must take the opportunity to consult with many stakeholders in
the process of curriculum review, asking such basic questions as: “What
do we teach? How do we teach? Why do we teach?’ It may be necessary
to maintain much of the existing curriculum that has its roots in colonial
schooling, but curriculum developers need also to address the social and
economic problems that Pacific Islanders face as globalisation increasingly
affects their lives. National curriculum review processes must reflect values
education that is both culturally appropriate and cognisant of social change.

We suggest that a National Pacific Curriculum should be created. The values
underpinning this curriculum should enable Pacific Islanders to know and
find their rightful place in their respective villages, communities and nations.
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Aims of values education in the Pacific

At the very heart of values education we propose the following aims as the
key to what is needed by Pacific Islands education systems:

+  to develop the individual student to know his/her place as an
individual with capacity within his/her family, village, church/
religion, community, nation

+  to promote social, cultural and economic benefits through these same
groups
+  to maintain social and political harmony

+  to preserve local cultural mores and a sense of identity and
belongingness

+  to enable students to be at home in their place, to know themselves, to
be productive and creative, and to live harmoniously in their community
and nation. 67

Conclusion

Our group puts forward the following thoughts to stimulate further discourse
on the vital question of values education in Pacific Islands schools.

* Values education should focus on quality teachers and teaching.

We firmly believe that teachers should display the following values:
leadership, professionalism, love, respect, responsibility, creativity, patience,
humility, flexibility, positiveness, honour and pride.

* Values education should also emphasise the competency of teachers.

Teachers should be cooperative, committed, reliable, supportive, friendly,
considerate, idealistic, constructive, reflective and open-minded in the way
they teach, as well as well-informed about the content they teach. We
advocate that teachers should go back to basic principles of teacher
training and that they thoroughly review current practices and curricula.
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+  To create and implement Pacific values education, educators must know,
understand and practise the traditional Pacific values that constitute the
foundation of every Pacific community. As well, they must be alert to
assimilated foreign values and be able to assess their appropriateness. A
blend of traditional values and those from outside that are now accepted
and valued will be the challenge for those who will be responsible for
developing values education courses across the Pacific.

We conclude by proposing that values education courses be developed in line
with the current rethinking of the Pacific Education Initiative Network by
individual Curriculum Centres located in each Pacific Islands nation.
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Local knowledge and wisdom in
Pacific teacher education

Salanieta Bakalevn, Nauto Tekaira, 1 aiaso Finan and David Kupferman v

The highlight of this teacher education workshop, for us, was the ‘think
tank’ approach that allowed ten workgroups to evaluate teacher education in
individual countries and in the region as a whole in light of our workshop theme
Teacher Education for New Times: Reconceptualising Pedagogy and 1earning in the Pacific.
Our four-member team discussed the philosophies and values that underpin
teacher education programmes in our respective countries. We examined the
extent to which the programmes were based on local/Indigenous languages,
cultures, wisdoms and epistemologies, and suggested culturally appropriate
alternatives for building on our own sociocultural learning contexts in teacher
education. We fully supported the proposition to incorporate local knowledge
and wisdom in all teacher education programmes, and were pleased to hear

similar sentiments echoed in the presentations of the other nine groups.

While it is true that there are cultural variations among Pacific Islands and
that the region is culturally diverse (Bhim, 2003), there are core values

underpinning the basic cultural institutions and structures of all groups, and
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binding us strongly together (Taufe‘ulungaki, 2001). Visit any Pacific island,
observe the ways of life, speak to the people, and one is bound to feel a
resonance of common ideals among them, particularly in terms of spirituality,
respect for authority, humility, loyalty, cooperation and sharing, reciprocity of
relationships and obligations, and collective rights. So while the ideas in this
chapter are directly about the countries of our four-member team, we believe
they can be generally applied to other Pacific Islands countries. An important
consideration is that the four countries that we represent (Fiji, Kiribati,
Republic of Marshall Islands (RMI) and Samoa) are strategically located and
are representative of all cultural groups in the Pacific region: Micronesia to the
north, Polynesia to the east, and Melanesia to the west.

Incorporating culture in teacher education programmes

Incorporating cultural elements in the formal curriculum is important for
the continuing cultural development of both trainee teachers and teacher
educators. Our cultures, including our languages and beliefs, define who we

70 are, and must be strongly established in our teacher education programmes.
Even as we retain our strong oral traditions, we believe that it has become
necessary to document Indigenous knowledge systems so that they will not be
lost with the passing of older generations. Including them in formal curricula
would support this desire for heritage preservation.

A culture-sensitive pedagogy is necessary to make learning more relevant and
promote a better overall quality of education for trainees. Trainee teachers
will be attracted to studies and activities where they recognise a familiar
background they can relate to and understand.

Teachers at every level are important bridges between society and the school,
and must be equipped to build such bridges with their students. The role of
teachers has been likened to that of a driver of the school bus who picks up
the child from home and takes him/her to school in the morning, then brings
him/her back in the afternoon. Teachers act as mediators or bridges between
the two contexts and in so doing, assist students in making the transition
between their society and the school. As a consequence, students are able

to learn more meaningfully. Teachers have status and are role models in
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traditional societies, especially the rural communities, and therefore can be
strong and influential agents of positive social change. We support the view
that the cultural approach to curricula gives teachers a frontline responsibility
in the enculturation process. Teacher educators have an obligation to foster a
new consciousness of culture in the programmes they offer their trainees and
to keep cultures and traditions alive. As trainees graduate and take up teaching
positions, they too become role models and can act as bridges between the

society and the school.

All Pacific Islands nations are going through new times; traditions are being
threatened by the new economic order. Our societies are under pressure from
external forces to shape up and modernise. We see that the greatest challenge
now for our education systems, especially teacher education, is to meld the
deeply held cultural and social mores of our societies with the new knowledge
systems that are increasingly influenced by the effects and demands of
globalisation. Part of that fusion is the provision of ‘multivocal’ content and
pedagogy. This could serve the diverse yet protect the particular interests
of specific groups. Local contexts, activities and vernaculars are important 71
for developing knowledge and understanding, and retaining our distinctive
identities.

Teacher education programmes in the Pacific

In schools and institutions of higher education in Pacific countries, the Western
style of education is deeply ingrained. English is the lingua franca. Most study
programmes in higher education still nurture the notion, planted in the schools,
that ‘true’ education means schooling the students in Western theories of doing
and knowing. These theories purport to be intent on establishing a culture-
free and value-free learning environment. Many theoretical frameworks built
on Western thinking, beliefs and values have been presented as givens and
accepted as universal truths by educators in the Pacific; the extent to which
they derive from specifically Western cultural traditions, rather than from
universal absolutes, is rarely recognised or interrogated.

The story is the same in teacher education institutions, where curricula have
likewise derived from a Western tradition of scholarship. There is a strong
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Eurocentric perspective in most Pacific teacher education institutions. Many
teacher educators, says Thaman, adhere to this view by perpetuating Western
ways of teaching in the courses they teach (Thackray, 2001). As many teacher
educators in the region have been trained internationally, it is not difficult
to see why they teach in the way they themselves were taught and why they
bring the global perspective to bear in their classrooms, at the expense of
the local one. Thus, Western theories of learning, teaching, psychology and
assessment are popularly used as primary sources for teaching, measuring and
understanding the progress of Pacific Islands teacher trainees.

Overview of cultural representation in teacher education courses

Discussion in our team suggested that teacher education institutions in our
four countries are at different stages of incorporating cultural elements and
methodologies into their programmes. The variation can be represented on a
continuum (figure 5.1).

Figure 5.1 ‘Own culture’ input into programmes
Least Most

4 4 T

RMI Fiji; Kiribati Samoa

\/

<
<

The continuum demonstrates that the Republic of Marshall Islands (RMI)
has the least input from the local culture; that Fiji and Kiribati are increasingly
becoming aware and taking steps to strengthen the local cultural foundation
for their programmes; and that Samoa is seen as implementing most change.
Discussion revealed that the RMI faces the dual problems of becoming
culturally overly Americanised and having a large proportion of foreign
teacher educators. However, in all institutions across these island nations,
it was observed that there was an increasing awareness of and willingness
to represent culture in the curriculum, especially at primary level. Regarding
secondary teacher training, all countries mentioned their dependence on the
University of the South Pacific (USP), which was perceived to be moving
toward cultural inclusion in their programmes, albeit slowly.
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A 1997 survey investigated the extent to which courses in the teacher education
curricula of selected teachers’ colleges in the region incorporated elements of
local culture in their content, methodologies and assessment (Thaman, 2000a).
Included in the survey were courses from the National University of Samoa
(NUS), Solomon Islands College of Higher Education (SICHE), the Tongan
Institute of Education (TIOE), Cook Islands Teachers Institute (CITI) and
the four leading institutions in Fiji: USP; Lautoka Teachers College (LTC);
Fiji College of Advanced Education (FCAE); and Corpus Christi Teachers
College. When we compared the findings of that survey with where we
thought we ate today, it seemed that some progress had been made, though
it was by no means uniform. Overall, there is a greater acceptance of some
traditional teaching methods such as group processes and a notable increase
in the use of Pacific content in teacher education curricula at the primary

training institutions.

The 1997 survey highlighted that the greatest failure to incorporate cultural
knowledge was at USP and FCAE. The case against USP was heard again in

our team discussions. Our Kiribati member had this to say: ‘Our secondary 73
school teachers come from USP and other institutions. They bring back the
ideologies of those institutions and we have to accept what they bring even
though it’s mostly different from ours.’

It seems that the belief in the existence of a culture-free and value-free
programme that imparts universal knowledge (and is embedded in the
educational traditions we have received from our colonial pasts and the
neocolonial and globalised present) continues to prevail among educators in
the tertiary institutions of the Pacific. Nevertheless, our group acknowledges
the work in recent years of individual academics, notably the prominent
Pacific Islands educator Professor Konai Helu Thaman and others, who have
implemented Pacific knowledge and methodologies in their own courses. We
wish to make the case yet again for cultural inclusion in teacher education
programmes, and to present some suggestions for how this can be done.
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Considering change: which way to go?

Before Western intervention Pacific cultures had their own education systems
that were deeply embedded in the socialisation processes, practices and
activities of each society, although they bore little resemblance to anything
Westerner