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CHAPTER ONE: ESTABLISHING THE CONTEXT

1.
Introduction

In April this year (2001) New Zealand’s Minister of Education released the Pasifika Education Plan. The Plan is underpinned by the Government’s goals for Pacific education: increased participation, retention and achievement across the early childhood, primary, secondary and tertiary education sectors. It complements other state sector work in the development of Pacific providers and capacity building within Pacific communities. A sub-goal of the Plan is to significantly increase the availability, quality and provision of information to Pacific peoples, their families, communities and education providers. 

This Literature Review on Pasifika Education Issues was commissioned by the Ministry of Education’s Pasifika Research Framework Team in order to provide its members with valuable information about those issues for Pacific education which have been researched, and those which have not. It was perceived that such information would enable them to identify research priorities in order to address policy requirements as identified in the Plan. At the same time the Ministry commissioned the development of a set of Guidelines for Pasifika Education Research with the intention that the guidelines, or protocols, should be used by Ministry researchers, and researchers commissioned by the Ministry, for research involving Pacific peoples and Pacific education issues.
The same University of Auckland-based research team has undertaken both studies. The Literature Review was led by Eve Coxon and Tanya Samu from the Research Unit in Pacific Education (RUPE), School of Education. The team included Diane Mara of Wellington College of Education, Melani Anae from the Centre of Pacific Studies, University of Auckland and Christine Finau, Project Administrator and Researcher for RUPE. We acknowledge the invaluable advice and support received from the Ministry of Education Pasifika Education Team. We also express our huge appreciation for the hard work and forbearance of Mark Hangartner, Chief Librarian, Education, at the University of Auckland Library and the Chief Librarian and staff of the Wellington College of Education Library. We are most grateful too, to the Chief Librarian at the University of the South Pacific, Dr Esther Williams, for enabling our access to their Pacific Collection.

2.
Research Aims and Questions

The broad aim of this study is to identify and review existing research on Pacific education issues across the whole of the education sector and including those involving Pacific communities. The Review includes research reports, related publications and unpublished research studies such as academic theses that are solely about Pacific education issues, as well as some for which Pacific education is a component.

In addition to identifying the current range of information and findings related to Pacific education issues, this study is intended to contribute towards the identification of research topics which the Ministry may investigate as part of the initiatives aimed at improving achievement and reducing disparities for Pacific students.

The Ministry brief for the study established the following research questions:

· What research and related studies have been carried out on Pacific education issues in New Zealand?

· What are the key findings from the research?

· Are the findings similar or otherwise?

· What target groups (if any) were involved in the research?

· What issues/areas are most researched?

· What appear to be the critical factors impacting upon learning outcomes for Pacific students?

· What were the limitations for each of the research studies reviewed and are the limitations similar? For example, in relation to quality and scope?

· What areas of research appear to have been neglected which would contribute to increased understanding of Pacific education issues?

· What recommendations for future research can be made in order to understand the issues of Pacific education in New Zealand?

3.
Scope and Focus of the Review

Although the Review focused largely on New Zealand sources, where research studies had been carried out which concerned Pacific education issues of relevance to New Zealand they were reviewed also. These included selected research studies on education in Pacific countries and on education for migrant Pacific communities or indigenous communities in metropolitan countries other than New Zealand. The vast majority of the studies reviewed have been undertaken over the past decade, consistent with both the enhanced profile of the education needs of Pacific communities and the sharpening of the negative impact of wider social policies on education for marginalized social groups during this time period.

The term ‘Pacific education’ includes education for Pacific peoples within the various sub-sectors - early childhood education, primary education, secondary education, teacher education, and post-secondary/tertiary education – that comprise New Zealand’s formal education sector. 

Pacific peoples are those currently defined by the 1996 New Zealand Census as constituting New Zealand residents who originate from the six Pacific nations of Samoa, Tonga, Niue, Cook Islands, Tokelau and Fiji and include both island-born and New Zealand-born. Education policy and practice must also accommodate smaller Pacific communities of French Polynesians, Solomon Islands, Tuvaluans and I Kiribati.

4.
Methodology

This Review brings together a collection of research literature relating to Pacific education in New Zealand, as well as some relating to Pacific education in other locations.  In addition to education texts and journal articles from around the Pacific and New Zealand, the sources consulted for this literature review include sources from Pacific education conferences proceedings, reports by the Ministry of Education, unpublished Masters and PhD Theses, dissertations and essays,  

Keyword searches were made of a number of electronic bibliographic databases including ERIC, INNZ, Current Contents, Expanded Academic, the National Bibliographic Database as well as Proquest databases such as Te Puna.

Drawing on the literature located as well as resources related to their own teaching and research experience, each of the research team reviewed literature relevant to the allocated sub-sector and developed a sub-sector chapter and accompanying list of references.  These were then woven together.

For each sub-sector, research findings about the broad themes of access, participation and outcomes were sought, as were those to do with educational issues such as languages and literacy, curriculum, pedagogy, assessment, school and classroom management, governance, school/community interactions, research approaches and processes, and ethnicity /gender/social class complexities.

Although it was originally envisaged that each sub-sector chapter would be constructed according to the research questions, it was a collective team decision that a thematic and issues approach was more suitable to the task and it would be the responsibility of the team leader to summarise sub-sectoral findings in response to the research questions.  At the stage this decision was made, however, the teacher education chapter – that with the least literature to review – had already been constructed in response to the questions so has been left in that shape.  
The themes and issues incorporated into each chapter, as indicated by sub-headings, are derived from the research literature found for the relevant sub-sector. Where a particular issue is not addressed in a chapter it is because no research literature relating to that issue was found. 

5.
Selecting Categories for the Summary Matrices

The summary matrices are an attempt to provide an overview of the areas in which reflective, researched-based literature in Pacific education was found. The overview is very 'raw' in that a rather simplistic method was employed for its creation:  

· the categories for the matrices were based on articulated goals and priorities of the Government's Pasifika Education Plan, and the common threads that emerged from the body of reviewed literature;

· each of the five chapters of the Review was re-read, and cited references were assigned to the set categories; and

· professional judgement was exercised in the decisions relating to which of the categories the individual articles or studies made a significant contribution.

Assessment of the quality of the literature that was drawn on for the matrices was not made. Therefore the overview cannot be interpreted on the basis of the academic rigour or integrity of the studies that are categorised within the matrices. The purpose of this form of overview (as matrices) is solely as snapshots of the accumulated pool of literature which the written text analyses. At the very least, the matrices will provide information on the areas where research has been conducted and is being built up, and areas where there is little or no research. 

The other significant feature of the matrices is that their development has been informed by the ethnic interface model. This model endeavours to create analytical and systematic pathways into the very complex area of education in diverse urban contexts. In this instance, it is the interface of Pacific learners with the New Zealand education system and its processes. Once again, the streamlining and simplifying must be approached very carefully; hence our reluctance to do more to the matrices at this point.

6.
Defining Key Concepts: 'Culture' and 'Ethnicity'

A lack of conceptual clarity can lead to the development of a confusing array of discourses. This will affect how educational issues, particularly those which are based on social diversity or 'otherness', are approached. One common consequence is the conflation in meaning of terms such as 'culture' and 'ethnicity'. 

It became apparent to the writers of this Review that while some educators make reference to different Pacific cultural groups, others refer to the same or similar units as Pacific ethnic groups. Given the real risks of 'talking past each other' without realising it (by assuming that there are shared understandings for such key terms) it was determined that, in the interests of conceptual clarity and to reduce the risk of misunderstandings, these key terms be defined.

Culture

Giddens defines culture as ‘the way of life of members of a given society - their habits and customs, together with the material goods they produce’ (as cited by Simon, 1996). According to Giddens, culture also includes: 

... the values the members of a given group hold, the norms they follow and the material goods they create. Values are abstract ideals, while norms are definite principles and rules which people are expected to observe (Giddens as cited by Simon, 1996).

Tongan academic and poet, Professor Konai Helu-Thaman (1998), on the other hand, provides a far more comprehensive definition:

I define culture as the way of life of a discrete group, which includes a language, a body of accumulated knowledge, skills, beliefs and values. I see culture as central to the understanding of human relationships and acknowledge the fact that members of different cultural groups have unique systems of perceiving and organising the world around them. I also believe that the ways in which we have been socialised largely influence our behaviour and way of thinking as our world view (1998: 120).

Morrish’s definition is more reflective of the dynamic nature of culture. He states:


Culture is not merely transmitted, it is made; it is not simply historical and related to the past, it is functional and vitally concerned with the present; it is not the collective catalogue of discrete objects, ideas, mores and pieces of knowledge, it is a configuration of the total inheritance and way of life (as cited by Simon, 1996).

Culture is therefore neither static nor fixed. So what is transmitted or passed on to subsequent generations may not be exactly the same. Culture’s dynamic nature and its relationship with education are both captured in Bourdieu’s notion of habitus. Habitus is the way culture is embodied in the individual (Harker, 1984 cited in Mara, 1995).  

Habitus is not something one is born with. Rather, it emerges as a consequence of influential social structures and processes, such as the family and the school. It is also affected by the ‘objective conditions of the material and social environment’ (Mara, 1995:35). 

Because social structures and processes change over time, as do socio-economic circumstances, the habitus of individual members of successive generations will develop in different ways. What becomes internalised by the younger generation will not be exactly the same as for their parents or their grandparents. Their experiences, their views, their way of seeing the world will be different. 

In a truly monocultural society (if one existed) there would indeed be one culture: if we take Helu-Thaman’s definition as a base, such a society would share the same language, skills, beliefs, values and worldview. All members in such a society would be shaped (generally) in the same ways, by the same socialisation processes. Any changes affecting society would be responded to in more or less the same ways by the habitus of all of its members - and as part of the culture’s learned accumulated experience, the effects of these changes would be passed on to the young as part of that culture. Designing a formal education system to assist in the process would be a relatively straightforward exercise because the inevitable selection of knowledge and skills for transmission would not occur over a terrain of ‘cultural difference’. It would be more or less the same for everyone and not need to take into account gender, class and ethnic complexities, let alone cross-generational and intra-cultural differences. 

 ‘Cultural capital’ refers to the culturally based values and experiences that individuals, particularly in an educational setting, bring with them. Whether these are actually assets or liabilities to success depends on whether or not school-based structures and processes are able to build on them. If the cultural capital of children matches that of the school, then the opportunities for success are greater. According to Jones, in her seminal work comparing Pakeha and Pacific female students: 

School success is not a result of cultural differences as such, but is a result of the way in which schools unconsciously make familiarity with the dominant culture a prerequisite for school success .… The values, ideas, ways of thinking and acting which children in dominant groups learn through their socialisation in the family are converted into valuable school credentials by the school  (1991:94). 

Ethnicity

Spoonley (1993) has defined ethnicity as ‘... essentially an identity that reflects the cultural experiences and feelings of a particular group …’.  (1993:36). He maintained that for an ethnic group to exist, ‘... there needs to be cultural practices or beliefs that define it as different from other groups in society’ (1993:37, emphasis added).  He further developed these ideas by saying that in ‘... the case of ethnic groups, there needs to be some collective consciousness of difference and of being related to others who share those differences. For most, this difference is culturally defined’ (1993:37). 

The main concern with definitions such as Spoonley’s is the simplistic emphasis on culture. Merely having these cultural characteristics does not constitute the identification of an ethnic group. It is how these shared features have been harnessed and used in the pursuit of the group’s social, political and economic interests that qualifies the place of ‘culture’ within ‘ethnicity. Pearson has expressed this in more succinct terms:

Ethnicity ... is a specific form of cultural distinctiveness and boundary formation grounded in beliefs about social connectedness and descent that often shapes political discourse and action. So ethnic group formation is not a universal condition but a possibly ephemeral, political instrument used to shape relations of ‘them’ and ‘us’ (1996: 248).

Pearson is referring to distinctive culturally based features such as language, which can be (and often are) utilised by ethnic groups in political struggles. They use them not only to demarcate their boundaries (delineating those who are ‘in’ and those who are ‘out’) but also as ‘rallying cries’ or symbols of solidarity. This can be a particularly powerful strategy for the pursuit of social change and justice. 

Other theorists have also identified and examined the political nature of ethnicity. Simon cited Barth, for example, as saying that when there is a focus on how a group’s beliefs and experiences differ from other groups, then what is essentially being analysed is the ‘ethnic boundary that defines a group - and not the cultural stuff it encloses’ (Simon, 1989:24). In the words of another theorist:  

... ethnic groups are essentially social and political rather than cultural. Traditional customs are used as idioms and as mechanisms for group alignment. They serve to form the boundary and to maintain the group’s exclusiveness. Ethnic groups call upon their cultural distinctiveness, not out of conservatism or traditionalism but rather as a tool for maximising group interests. The degree to which a group emphasises or de-emphasises cultural differences is determined by the degree of profit to be gained  (Gibson 1976:12).

 Ethnic differences do not need to take the form of language, song and dance, or the form of any other cultural practice. They can include class differences and ideological differences.  Anthias and Yuval-Davis (1992) took these more complex dimensions into account when they described ethnicity as being: 


... more than a question of ethnic identity ...[it]… involves partaking, 


of the social conditions of a group which is positioned in a particular

way in terms of the social allocation of resources, within a context of difference to other groups, as well as commonalities and differences within the group (emphasis added).

There are other means by which ‘... the limits of what constitutes ‘us’ as a group and ‘me’ within that group’ are made (Pearson 1990:17). Spoonley cites ‘common experience’ as one means of ethnic identification, giving the example of African Americans who ‘asserted a new black consciousness and created a sense of unity where little had existed before‘ (1993:37). This began in the 1960s and has continued over the intervening decades since. He described the process of establishing new ethnic identities as ‘ethnogenesis’. This forging of new identities has been taking place amongst many New Zealand-born Pacific peoples. Anae (1998) describes and theorises this ‘journey’ for a group of New Zealand-born Samoans.

Spoonley (1993:38) demonstrates the malleable and shifting nature of ethnicity - for just as socio-economic and political circumstances and conditions may change, so too can the effects these have on different social groups, particularly those in a minority group situation. How ethnic groups respond to such shifts in the societies they are located within is also a crucial factor in the process of ethnic identification. 

It is important to note that ethnicity is not a matter of categorisation, nor of externally determined classifications. A ‘more rigorous definition of the distinction between group identification and categorisation ... is largely a matter of identification within the group’ (Jenkins, as cited by Pearson, 1990:18).  Ethnicity is determined by the collective members of ethnic groups themselves - although this and ‘... the level of ethnic awareness … [can and will] ... vary with time and circumstance’ (Pearson 1990:19). 

The ‘ethnic revival’ that emerged, particularly in the Western world, in the 1960s has increased its momentum and importance over the time since for both indigenous groups and ethnic minority migrant communities (Spoonley 1993:37). The often forceful assertion of identity that goes with this can be seen in contemporary forms of ethnicity and culture which have ‘evolved’ over the intervening decades. These also indicate the potential for ethnic identification to shift and reshape in response to broader social, economic and political changes. For example, many New Zealand-born Samoans have asserted their ethnic identity in ways different to their first generation parents and grandparents. This can be seen in growing enrolments of such students into tertiary Samoan Language courses, and powerful dramatic productions which explore important social and political issues (such as Pacific Underground’s A Frigate Bird Sings in 1996, and Dawn Raid  in 1997).

Over the past two to three decades, the formal, institutionalised name for the New Zealand's migrant communities with Pacific homelands or origins has undergone various permutations. These shifts in nomenclature are reflected in the literature reviewed.  In the early 1980s, members of various Pacific ethnic groups were collectively referred to as Pacific Islanders. Then in the mid to late 1980s and into the 1990s, the term 'Pacific Islands' came into use. The terms used in more recent years include ‘Pacific Nations’, ‘Pacific Peoples’ and ‘Pasifika’ or ‘Pasefika’. Regardless of these shifts and the possible reasons for them, each of these terms makes a collective reference to the second largest multi-ethnic minority in New Zealand. This review uses the term ‘Pacific’ to make the collective reference. 

7.
Appreciating the Complexities: the Ethnic Inter-Face Model

Pacific peoples in New Zealand comprise a multi-ethnic group. It has been clearly established that this group is by no means homogenous and do not share the same indigenous language or culture. There are inherent diversities at a number of critical levels. 

· Cultural diversities: for example, the differences in language, and culture between Samoans, Tongans, Niueans and so on. 

· Intra-cultural diversities: for example, those differences which are associated with having very youthful populations; not to mention that generally half of each of the populations are New Zealand-born and/or raised. Some groups also incorporate  traditional diversities and differences based upon village or islands heritages. In such cases identification as a member of a particular island (e.g. Pukapuka) takes precedence over affiliations to a national birthplace (e.g. Cook Islands). 

· The emergence of a visible middle class amongst some Pacific communities. This means the general socio-economic patterns that have united Pacific peoples in the past are shifting to a degree.

At risk of stating the obvious, these diversities (and there are others) affect and reflect the nature of the interactions between groups of Pacific learners and educational institutions, and the potential for these interactions to be riddled with complexities. 

The Ethnic Inter-Face Model (Samu, 1998) has been conceived as a tool or a framework to enable educators to unravel and take these complexities into account. Those features or characteristics that Pacific learners bring to the inter-face between themselves and the educational institution, which shape their world view or perspectives, can be grouped together as: gender, socio-economic status, developmental stage (e.g. adolescence); religious affiliation, and so on. Those features or characteristics that are largely within the domain and control of the institutions include: governance, curriculum, pedagogy, assessment and evaluation, and so on. 

In analysing the Government’s recently released Pasifika Education Plan, it has been possible to identify those areas or characteristics which are open to institutional control or influence, and which generally coincide with the interface model. The areas identified in the Plan are: pedagogy, governance, community relations, assessment and qualifications, literacy and numeracy, at risk factors, study support / skills. 

THE ETHNIC INTERFACE MODEL





     























































The issues listed above have been incorporated into the sub-sectoral chapters insofar as they can be derived from the research literature reviewed. Where the literature throws up issues and themes not pre-identified (e.g. identity) reviewers have made their own decisions about including them. Chapters Two to Six address each sub-sector in turn starting with Early Childhood Education and finishing with Post-Compulsory/Tertiary Education. 
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CHAPTER TWO: EARLY CHILDHOOD EDUCATION
1.
Overview of the Chapter

The literature on Pacific peoples in Aotearoa/New Zealand and Early Childhood Education that has been identified and reviewed for the purposes of this study has been organised on the basis of the following areas or themes: 

· provision, participation and policy development in Early Childhood Education 

· the development of Pacific Early Childhood Education

· languages and literacy

· teacher qualifications, training and professional development

· curriculum

· parents and families

· special education needs

· transitions ( home to Early Childhood Centre to Primary School)

The literature included in this section ranges in type from descriptive articles and up-dates in professional publications such as New Zealand Education, to evaluative reports through to academic theses and dissertations. Taken collectively, the body of available literature appears to have considerable breadth. However, analytical depth and detail are evident in only a few areas. This section will endeavour to incorporate the key review questions (see pages 2-3). 

2.
Provision, Participation and Policy Development in ECE

An important point that must be borne in mind is that it is very difficult to separate  literature-based discussions of ‘provision’ from literature-based discussions that focus solely on ‘policy development’. The literature (when considered collectively) appears to indicate that issues of non-participation have generated initiatives designed to i) encourage participation, and ii) improve provision. Out of the flurry of related activities has emerged policy informed by ‘practice’.

Dalli’s (1990) overview of New Zealand early childhood education policy developments is aimed at an international audience which may have limited knowledge of the diversity of this country’s ECE context. Hence her very useful and comprehensive coverage of the various interests and types of early childhood education that have developed in New Zealand. This has also included Pacific developments in Early Childhood Education from 1986 up to the 1990s.

In considering participation, Dalli quotes work done by Penny Jamieson in 1979  which found that, at that time, the highest percentage of non-attendees at pre-school were Pacific children. Despite various policy initiatives in the early 1990s, Newell makes the point that participation rates for Pacific peoples over the period 1992-1996 “don’t appear to have increased at all” (Newell, 1999:1). Even more alarming is that, for all other ethnic groups (except Maori) participation rates had increased, which prompted Newell to conclude that in fact the gap between participation rates for Pacific and Pakeha was widening, not closing. 

In the New Zealand Education Gazette of 1 December, 1992, the Secretary for Education summarised the main trends in early childhood provision in New Zealand (O’Rourke, 1992). The percentage growth in services to Pacific children had grown 45% in the previous decade. In terms of enrolment growth, Pacific language groups had increased by 20%. The distributions of total Pacific enrolments were approximately 44% in Pacific language groups, 34% attending kindergarten, 10% attending childcare and about 9% attending other provisions including home-based. The article also focussed on total Pacific enrolments and reported that in 1991 a total of 6,893 Pacific children were accessing an early childhood education provision, constituting almost 6% of total enrolments. O’Rourke also noted that the Department of Statistics’ population projections showed a rise in the 0-4 year age group which was predicted to return to 1991 levels by 2006.

Newell (1999) found that the geographical areas which showed the highest participation rates were those where there were established Pacific language groups operating, providing evidence for culturally appropriate provision as an impetus to increased participation. This is modified somewhat by the finding that although overall Pacific participation rates had increased between 1992 and 1996 by about 5%, the type of provision accessed showed a decline in those accessing language nests in general and an increase in the use of regular childcare and kindergartens. Newell maintains that a different policy programme than that pursued during 1992-1996 would be required if the Government’s goal of increasing participation is to be achieved.

The Pasifika Education Plan (April, 2001) gives as the rationale behind the new Early Childhood Education Participation Initiative the need to target the 35% of 3 year olds and the 20% of 4 year olds not participating in any early childhood provision. (By comparison, the total non-participation rates cited are only 10% of 3 year olds and 2% of four year olds). It will be important to demonstrate the effectiveness of the strategies developed under this initiative through the reduction of non-participation figures, but any data will need to be interpreted in the light of the growth (or decline) in types of provision and the quality of those provisions.

Largely as a response to Pacific non-participation rates at the time, the (then) Department of Education targeted some early childhood resources in order to give greater support to the Pacific community initiatives that were emerging. In 1987 priority funding was given to the Pacific islands “language nests” that were being set up around New Zealand. In addition, in 1987 additional money was allocated in order to:

… train four experienced language nest supervisors so that they could later become field-based tutors in early childhood care and education. The success of these initiatives may be gauged by considering that while in 1987 there were 18 Pacific Islands language nests nationwide, in January 1990 the total tally stood at 145 (Dalli:66).

A further 1987 initiative was the home-based project, Anau Ako Pasifika. This was set up through a collaboration between the Department of Education, PIPEF ( Pacific Island Polynesian Education Fund) and PACIFICA (Pacific Women’s Council) and funded by the international Bernard van Leer Foundation based in the Hague. This project is described in other sections of this review.

In terms of policy, it was not until 1996 that the Ministry of Education assumed responsibility for funding Anau Ako Pasifika, despite the fact that this initiative was servicing and supporting over 150 Pacific families per year, and its work had been closely documented and evaluated (Anau Ako Pasifika, 1991a, 1991b, 1991c, 1992, 1993, 1994; Mara et al, 1996). 

Developments since 1996 need to be analysed with caution for two reasons: first, since 1996 there has been an increase in licensed and chartered centres and, secondly, between 1992 and 1996 more Pacific parents began to access all day care rather than sessional and community playgroups.

The extent to which government policy in this area of Early Childhood sector of Pacific education has historically lagged behind community initiatives is demonstrated by Fereni Ete’s 1993 study. This study outlined the growth of A’oga Amata in Aotearoa and how the church and government had worked together to effect this development. According to Ete:

I strongly argue that without the church, many Pacific Island people, especially Samoans, the largest migrant population in New Zealand would have no access to early childhood education done in their own language and culture (Ete, 1993: 91).

Ete documented the locations and denominations where A’oga Amata had been established over the whole of New Zealand. She claimed that due to the failure of the state to provide buildings and resources, the churches, particularly the Samoan Congregational Church, drew on their own resources to meet the need. 

Ete argues that the church upholds the “holistic nature” of early childhood education caregivers’/families’ transmission of language and cultural values, but that the church cannot operate alone. In her view, government support is necessary for the provision of physical facilities and other resources to assist groups other than churches to become “fully-funded” centres.

Pacific early childhood education policy development during the 1990s has also been supported through educational initiatives such as Parents As First Teachers (PAFT), and by other social policy initiatives which seek to support the abilities of families to provide for their children. Two such programmes have been documented in the literature- the Family Service Centres and the Home Instruction Pre-School Programme for Youngsters (HIPPY).

The background, the objectives and the programmes that take place in the Family Services Centre have been documented by Kennedy (1994), who also offers a strong analysis of issues relating to “top-down”policy development and implementation.  Set up in 1993 with a budget of $7 million, six centres were located in socio-economically disadvantaged communities to provide education, health and social services to families with young children. Three years of funding was provided through the Department of Social Welfare and was aimed at breaking cycles of disadvantage and improving the abilities of families to be “self-reliant”. Each of the centres was located close to or on the grounds of a primary school. In addition to health, family support and service co-ordination, the centres were licensed for childcare and education for up to 30 children and also ran the HIPPY programme. The proximity to the primary school was intended as a way to enhance the smooth transition from early childhood provision to primary school.

In his discussion, Kennedy reveals some of the key issues and problems involved with such a project.  First, there was a very short time frame for budget development and hence the need to seek more funding from the government.  Some resistance was also evidenced when the HIPPY programme was perceived by members of the community as having been “imposed” upon the community without any discussion or attempt to develop community “ownership”. The use of competitive tendering processes for providers created some community discord until full consultation was held. A final problem highlighted by Kennedy was that the already existing local services were somewhat taken aback by the level of funding (in fact full funding) which the Centres received, compared to the budgets (and cuts) which had been imposed on them to the extent that their own services had been compromised. 

In 1998 HIPPY went west (to West Auckland) and was established in a cluster of schools in the Kelston district. Its impetus had come from the Ministry-funded Parent-School- Community Liaison Project and the local Pacific Islands Liaison officer. It has been reported that, because of the interactions with parents in the home and the educational materials provided by the project, this has had a positive effect on transition to school for Pacific students (New Zealand Education Gazette, 15 March 1999).

Another article from the New Zealand Education Gazette, written by Max Velde (1999) entitled ‘Overcoming Pacific Barriers’ (which begs the question ‘whose barriers’?) describes how the Ministry of Education is spending the extra $1.15 million dollars the government had voted into Pacific early childhood education. The funding, according to Velde, is to be spent on research, support to families, an increase in places for the Anau Ako Pasifika Project, 60 new places on the ECD Awhina Matua programme, and qualifications support with the aim of  attracting more Pacific  educators. This initiative marks the recognition of the interrelatedness of the Pacific early childhood sector and supports the overarching Pasifika Education Plan launched in April 2001.

The real “gap” in policy development to date has been an articulated understanding of evaluation of quality and best practice for Pacific early childhood education. Targets, goals and education plans are important but, as argued by Mara (2000b), numbers and statistics are not enough to indicate the levels of quality of provision, quality of training and qualifications, quality of cultural values and knowledge, and linguistic skills’ transmission.  She advocates an ecological approach within the framework advocated by Woodhead (1998) for all stakeholders - Pacific families, teachers, educators and trainers - to discuss and make explicit their definitions of quality and reach some bench marks against which quality can be rigorously measured.

3.
The Development of Pacific Early Childhood Education

The development of an informed understanding of contemporary developments in ECE as they relate to Pacific children and their families requires a historical perspective. Why? Because the impetus for the initiatives in Pacific Early Childhood Education has come from the Pacific communities themselves, particularly Pacific women, many of whom are migrants to Aotearoa/New Zealand. Whether acting from within central agencies or from outside, their shared vision and total commitment has been, and continues to be, critical to the ongoing development of Pacific Early Childhood Education. 

The growth of Pacific early childhood groups and centres has been documented by the Ministry of Education in numerical terms since 1996. What is less visible, however, are the various narratives of the women who have been the “pioneers” of Pacific early childhood education. It is therefore significant that at least a few stories behind the many struggles and successes of Pacific “foremothers” exist in the research literature. Such sources of information are invaluable for the development of the historical perspective and contextual understandings mentioned at the beginning of this section. 

Factors of identity have been implicit in the rationale behind the development of the Pacific early childhood movement in Aotearoa. One documented story demonstrating this is that of Teupoko Morgan (May and Mitchell, 1993). In a chapter entitled, ‘We encourage our parents to tell stories, to tell the stories of Samoa, to tell the stories of Rarotonga …’. Teupoko talks about her early life and learning experiences in Rarotonga, Cook Islands. She talks about her formal education, qualifying as a teacher, going “back home” to lecture at the Teachers’ College there, her involvement in early childhood and primary teaching in New Zealand and Fiji, including her work in Anau Ako Pasifika, a home-based early childhood programme. 

This published narrative is significant in reminding the younger or more recent advocates and participants in the sector that there is a very exciting history that still needs to be researched and documented. Such origins are more than exciting; they constitute the professional and cultural heritage of Pacific Early Childhood education. It can be argued that these origins are a source of mana and vision, and would go a long way to ensuring this sector retains its holistic, community focus. 

If more stories of Pacific women, in whose lives the history of Pacific early childhood education is embedded, were documented, Pacific identities would be acknowledged and honoured. The following is not an exhaustive list but constitutes the beginning of a possible list of such women: Ete Laufiso, Teupoko Morgan, Fereni Ete, Feaua’i Burgess, Afamasaga Telesia McDonald, Tepaeru Tereora, Susanna Lemisio, Matarena George, Mama Rangi Viliko, Tuitaga Faafua Leavasa-Tautolo, and many more.  It was and is through their efforts and their energies that the whole sector of Pacific early childhood has forged its own identity and mana within the entirety of the early childhood education sector in Aotearoa since the 1970s. Culturally, for many Pacific peoples, an appreciation of ‘where one is coming from’ (history) is integral to developing the future (Wendt, 1985). 

For a more specific ‘history’ (in this case of an actual language nest)  Feaua’i  Amosa Burgess (1988a) wrote (in Samoan and English) about the setting up of the A’oga Amata in Newtown, Wellington, in 1985. It grew out of a desire of parents for their children to receive their first educational experiences in the Samoan Language (Gagana Samoa). Under the auspices of the Samoan Congregational Christian Church in Newtown the roll grew from 15 children to over 35 children in 1988. The group still operates in 2001. The article outlines the language backgrounds of the children attending, some of who have one or both parents fluent in Samoan, while others are children of New Zealand-born parents who may speak little Samoan but want their children to acquire the language. It describes the policies developed to assist teachers and parents to foster Gagana Samoa. Many parents, according to Burgess, were concerned about the switching between two languages and the effects on both English and Samoan. Through discussion with parents, and by assisting them to understand their children’s development, the group has allayed the parents’ concerns. Included in Burgess’ account is a description of the daily programme of the A’oga Amata and some of the ongoing issues for what was a first step. 

From another perspective, that of a primary school principal, Neil Sutherland (1989) documented his school’s experiences of setting up an A’oga Amata. He outlines the benefits “for us” (the school), for the children, for the Samoan parents, and for the wider community. He states that because the children are “on site” they are already part of a “literate culture”.  It is acknowledged that swift transition to English, from fluency in Samoan, assists teachers but he also insists it is not a one way process with his reference to the value of teachers being exposed to parents and children “operating in their Samoan context - rather than only when we meet them on our terms” (1989:38).  In addition Sutherland is clear that the Samoan children from the A’oga Amata have positive expectations of themselves and their ability to learn. Being secure and comfortable in their first language with a high level of home/school interaction is a significant factor in successful achievement at school. Sutherland writes in some detail about the benefits for Samoan parents. He praises the fact that Samoan parents are united in their desire to maintain their language and culture and parents and grandparents spend time in the school sharing their stories and their skills. The school has an “open door” policy in that school facilities are available to all parents involved in the A’oga Amata. Sutherland pays tribute to the training opportunities that have been made available through the A’oga Amata. He reports that in 1989 52 Samoan parents had graduated from the Newtown early childhood Access training and that 118 parents had gone on to courses at the Wellington College of Education. 

Early Childhood Education developments within the wider Pacific region are of interest and value to New Zealand-based ones, as many Pacific people in New Zealand working in the early childhood sector still have strong links with the communities in their own Pacific countries. Crane (1998) who is currently the Co-ordinator of the Pacific Pre-school Teachers certificate course at USP, reminds us of the conditions under which the entire pre-school movement in the Pacific is attempting to operate. She writes of teachers in isolated villages carrying their entire pre-school resources in a box each day to a pre-school building that has no proper playgrounds (apart from the beach or bush!). This article also describes that it is through training and face-face workshops, that the growth and development of pre-schools in the Pacific region is stimulated. 

Back in New Zealand both the Ministry of Education and Early Childhood Development have published and distributed booklets and other information for playgroups and centres to assist in their development. ECD has used its network of Pacific co-ordinators in providing advice and support and the Ministry applies its criteria of the Desirable Objectives and Practices (referred to as the DOPs) when Pacific centres become licensed and chartered providers (Mara, 1998)

4.
Languages and Literacy

The increasing pace of development of Pacific early childhood groups during the 1990s, has been largely a response of Pacific communities in Aotearoa to foster and maintain their languages. This desire has in turn been motivated by the success of kohanga reo in Maori communities.

Newspaper and magazine articles were initially the main source of information about the development of centres and their reasons for being set up. Samson (1990) reported in the Dominion Sunday Times, under the headline ‘Kohanga Reo Inspire Pacific Groups’, on the development of Tokelauan pre-schools in the Petone area and how the incentive had been to teach the Tokelauan language and culture. The prevailing issue then was the transition to primary schooling and the ability of schools to provide for Tokelau language in their programmes. The need for trained Tokelauan teachers in schools was also indicated.

Sheehan (1990), in the New Zealand Women’s Weekly, reported on the development of four Niuean pre-schools in Mangere and on the development of Samoan pre-schools in South Auckland. The article, ‘Fighting to Retain their Heritage’ outlines the features of the programmes in each centre and the overall aim of preserving their own languages and cultures.

In a Dominion Sunday Times article entitled ‘Samoan children face loss of language after leaving nests’, Catherall (1994) quoted Galumalemana Alfred Hunkin’s warning about the imminent loss of the Samoan language unless bi-lingual Samoan classes were set up in primary schools to receive the children from A’oga Amata. Even at that time Hunkin was arguing for clear links between achievement at school and the ability of students to be fluent in both Samoan and English languages. Providing bilingual education for Samoan children, he maintained, would address the low levels of achievement experienced by Samoan students in the New Zealand school system.

A small-scale survey of the book resources provided in three Samoan “language nests” was completed by Burgess in1993, who compared them with the resources of one kindergarten in the Wellington region. The total number of books available and the types of literacy experiences were recorded. On the basis of her study Burgess suggested a staged plan of introducing literacy experiences in the Samoan language. She claimed that by increasing the number of books (both in English and Samoan) and using them as a source of stimulation for language and play activities, literacy would be increased. Burgess advocated increased production of printed resources in English and Samoan and that they be made available to Samoan pre-schools together with professional development of the staff, with the aim of increasing teachers’ skills in the area of bilingual literacy. 

Harvey (1993) justified the stance of Burgess and others through a systematic analysis of the thirteen goals of the Early Childhood Charter Guidelines. She argued that these goals validated the push for the development of the mother tongue by all immigrant groups and culturally appropriate early childhood programmes to ensure children’s self esteem and identity is being enhanced. Harvey outlined strategies for creating early childhood centres which support the use of the mother tongue, and identified links with families/communities; centre staff knowledge and skills; the environment and the programme itself, as important factors in such strategic planning.

Johnstone’s (1994) study examined the literacy environments and reading interactions of thirty Samoan preschool children aged between two and four years.  Johnstone believed that specific forms of emergent literacy skills would be constructed in activities that reflect social and cultural practices.  Samoan families were categorised in terms of their reading styles as either ‘Performance’ or ‘Collaborative’ styles of interaction.  Results from Johnstone’s study showed changes in each feature of literacy knowledge and memory across ages.  Styles of reading interactions were associated with each of the measures.  So, across ages and according to the different reading styles, these Samoan families’ beliefs were evidenced in literacy activities.  These culturally appropriate literacy activities were found not to be a feature of conventional models of emergent literacy and this study implies that they should be.

Prior to Johnstone’s (1994) study, Wolfgramm’s (1991) Tongan study had looked at book reading to preschoolers as a cultural activity.  Wolfgram’s study examined the book reading to three to four year old preschoolers from eight Tongan families.  Data were collected from book reading diaries kept by each family recording the frequency of book reading, time, number of participants involved during the readings, and types of books read. Wolfgramm’s study found that different socio-cultural groups have distinct ways of conducting and socialising their children into book reading.  The results demonstrated significant socio-cultural variation in book reading activities.  Wolfgramm goes further to discuss the implications of mismatch between the literacy environments of Tongan preschool children experience at home and in the New Zealand classrooms.

In one of a number of publications about the home-based early childhood intervention project Anau Ako Pasifika, Morgan (1995) describes how that project aims to promote positive acceptance of both the mother tongue and bilingualism. Morgan argues for acceptance of culturally different practices in the pre-school educative process. The project encourages parents to retain their first language/s through contact with Home Visitors and parent networks which are set up between parents served by the project. 

The publication of the curriculum document Samoan in the New Zealand Curriculum/Ta’iala mo le Gagana Samoa I Niu Sila by the Ministry of Education in 1996, was significant in that it was the first time that a curriculum document had spanned all levels of education from early childhood through to secondary school. Burgess (1997), when describing the development of unit standards for the Diploma of A’oga Amata qualification, referred to the importance of the incorporation of the Ta’iala in writing the unit standards so that the performance standards  developed reflected the competencies required to teach biliteracy in English and Samoan in early childhood centres. 

In addition to early childhood studies and references focussing on Tokelauan and Samoan literacy, a research study completed by McNaughton, Wolfgramm and Afeaki (1996) reports on reading with three and four year old children in seven Tongan families. Tongan language reading materials were used in a conversational/collaborative reading style. This process was also carried out with the same children in Tongan language early childhood centres. The results of the study led the researchers to report that the centres were culturally appropriate settings for children to learn to read in the Tongan language.

It can be seen that a number of research studies have focussed on various aspects of literacy for Pacific children. There has been relatively little research conducted on the mathematical language used by Pacific children in early childhood settings, however.  Ha’angana’s (1999) study observed the mathematical language and activities of four children in two Tongan language centres in Auckland. Categories of mathematical language  identified by this research included: number, position, protoquantity and shape.  In her roles as co-ordinator of these two Tongan language centres, Ha’anga then held workshops for the teachers and parents.  Observations before and after the workshops highlight that there was a marked increase in the use of mathematical language when children were engaged in conversation with an adult, and also an increase when children were engaged in activities like building a fale (house) and making kahoa (necklaces).

5.
Teacher Qualifications, Training and Professional Development.

One of the main areas in which the quality of provision in early childhood education can be enhanced is through raising the qualification levels of teaching, management, and advisory support staff to Pacific early childhood groups and centres. In addition, ongoing professional development for those already working in the sector is crucial in maintaining the highest levels of quality programmes delivered to Pacific children and their families.

Since 1996 the Ministry of Education, through the contracting of services through  Early Childhood Development (ECD) and other Pacific community providers, has funded a range of initiatives to achieve their policies focussed on “quality in action”.  However, prior to this time, the training and development of staff of Pacific playgroups and early licensed and chartered centres was largely carried out and supported by such groups as the Samoan Childcare Access Training in Newtown, Wellington (Burgess, 1988b).

This Access training course was set up in 1987 to support the ongoing development of the ten existing A’oga Amata in Wellington. The course is described by Burgess (1988b) as a success since it led to almost half of the trainees going on to the Wellington College of Education to complete their Diploma in Child Care. As for other graduates, they went on to work in the A’oga Amata with a commitment for further training opportunities. The focus of this fifteen week training course was learning in the Samoan language about child development and management, safety in the home, and teaching of literacy skills. The mothers and grandmothers who took part were encouraged to incorporate their own values and knowledge into the new learning presented on the course. Using the Samoan language while studying gave many women more confidence, according to Burgess, in terms of their own parental skills and their abilities to undertake study.

In 1990, in a paper presented to the Second National Conference on Community Languages and English for Speakers of Other Languages, Burgess outlined the development of two major training initiatives that had been set up since 1988. The growing need for qualified staff had led the New Zealand Childcare Association, supported by government funding, to set up field-based training. Burgess’ paper gives a comprehensive summary of participation rates in language nests, government funding to date, problems associated with the development of charters, and the “new” training initiatives. 

In this paper, a study by Allan and Critchlow (1989) is quoted which showed that of the 462 people then working in language nests throughout New Zealand only 20% had a formal qualification. In comparison, in the Wellington region Burgess had surveyed 141 staff in 40 Pacific language nests and, between 1987 and 1990, 123 of them had graduated from recognised training programmes. Eighty percent of those had been through the Newtown Access Training (Burgess 1990).  

Burgess gives an overview of the other existing training courses (as at 1990) being delivered either through the A’oga Amata Access Training Scheme, the New Zealand Field-based Training Childcare certificate (NZCA), or through the Diploma in Teaching in Early Childhood Education at the College of Education. These are listed in the order of length and status of qualification. The Access course took 12 weeks, the NZCA course was of two years duration with one day training at the training centre and four days out teaching in the language groups. The Diploma taught at the Colleges of Education was a three-year fulltime course. It was then common knowledge that the early childhood education sector’s desired aim was to have the Diploma as the minimum qualification for all staff teaching in licensed and chartered services by 2000.  

Since that time the issues of qualifications, training and professional development have been highly significant in the “gains” and “losses” experienced in the Pacific early childhood education.

Mara (1998), surveyed the progress of Pacific language groups during the 1980s and 1990s as they worked to achieve licensed and chartered status. One of the key prerequisites for licensing and chartering is the employment of qualified, trained staff. Her survey reveals that while the training providers such as NZCA, the Colleges of Education and PIECCA had graduates who would provide that element, there were a number of problems associated with the timing of the supply and demand for trained staff. Although funding had been allocated to training providers there did not exist sufficient licensed and chartered centres to employ the suitably qualified staff available. One of the consequences during the period of 1993-1995, according to anecdotal evidence, was that a number of trained Pacific early childhood teachers went back to teach in the community-based language nests for little or no pay until their centres became licensed. Understandably, some of these Pacific graduates were also “snapped up” by kindergartens and other licensed childcare centres with Pacific enrolments. The Pacific staff were seen as valuable additions to their teaching forces.  

What this survey draws attention to is that at this time the whole of the early childhood sector in Aotearoa-New Zealand was striving to upgrade qualifications, set minimum qualification requirements, and provide training incentives in order to provide a higher quality ECE service. The Pacific early childhood sector was part of this whole movement during the 1990s. Alongside qualifications, were the support and professional development required for centres to meet national requirements of implementing the curriculum, Te Whāriki.

The professional development required for the implementation of Te Whāriki in Pacific early childhood groups and centres is discussed in a later paper by Mara (1999). This training was  carried out mainly through Early Childhood Development (ECD). In this paper Mara also points to the fact that A’oga Amata had the additional challenge of implementing both the Ta’iala (Samoan Language Curriculum Document) and Te Whāriki concurrently. The Ministry of Education had let contracts for the delivery of both curricula but the centres surveyed reported that the time allowance was insufficient considering that many centres operate as full day childcare and so there was limited time for whole-staff professional development. ECD was complimented, however, on their employment of Pacific co-ordinators who delivered both professional development and assistance towards the achieving of government funding under licensing and chartering.

Another challenge for all Pacific groups and centres, according to Mara (1999)  (summarising the events and issues for Pacific early childhood education associations in the overall development of their rapidly expanding sector during the 1990s) was the need for Te Whāriki to be interpreted through their own cultural values and perspectives. The national Pacific early childhood associations and networks had been very active in translating the concepts embodied in Te Whāriki into their own cultural contexts. For example, Utu Lelei (the national Tongan organisation) had translated Te Whāriki into the Tongan language and added a further strand which translates as “Our children are gifts from God”.  The person responsible for the Tongan translation of the Te Whāriki curriculum is Dr ‘Ana Koloto, who in her (2000) work illustrates how the interweaving of the strands of the Te Whāriki curriculum reinforces how “Tongans view life as a holistic process” (Koloto, 2000:34). 

ECD itself has provided ongoing professional development for its team of Pacific co-ordinators throughout the country, although that programme has had to be within budget and funding constraints. It published reports in 1999 and 2001 on its national meetings/fono and these demonstrate the nature and extent of professional development received. 

The 1999 report encompasses three main themes: to improve practice, increase knowledge and provide opportunities for dialogue. The programme of speakers and workshops included: examining current practice and identifying areas of improvement; strengthening of strategic alliances especially with the Ministry of Education; gaining an understanding of government directions for Pacific education in general and the early childhood sector in particular; clarifying the links between ECD’s operational activities and strategic direction in terms of monitoring and reporting, and educational resource development. The issues of compliance by centres to the regulations and cultural issues which may or may not create dilemmas for centres were highlighted.

The issues of quality were again focussed on by ECD in 2001. The Pacific Co-ordinators’ Fono in Hamilton included the presentation of a resource called: ‘Managing the Money: A Resource for Treasurers of Pre-Schools and Community Groups’. The Education Review Office’s Senior  Reviewer  (Moana Pacifika) reported to the Fono on ERO’s experiences of licensed and chartered Pacific early childhood centres, commenting that ERO reports need to be used to provide constructive advice to centres and as the basis of a good self-review process. The Ministry of Education again reported on progress in the sector in relation to the policy programme with its aim of increasing participation in the sector by Pacific children and their families. 

ECD presented to the Pacific co-ordinators the “Quality Practice Kit” which is an administration kit for licensed centres and this was linked to the other initiatives : He Kete Pasifika (professional development) and Raranga Pasifika. All three are aimed at enhancing the quality of early childhood education and care provided in Pacific early childhood centres. The kits are designed to enhance the three dimensions of quality : quality of programme, quality of environment, and quality of equipment. 

In summary, it is clear that although qualifications, training and professional development are key areas in the provision of quality early childhood education for Pacific peoples, there is still room for more research and documentation as to its growth and development and the outcomes for Pacific children and their families. In the very recent release of the Consultation Document for the Development of the Strategic Plan for Early Childhood Education (Ministry of Education, 2001b), the dilemmas for the Pacific early childhood sector in relation to qualifications and registration are clearly outlined. The early childhood sector as a whole has over the last 10 years (since the Meade Report and Before Five reforms) had to continually justify its unique place in the education system. The reason for this state of affairs is largely due to the sector’s range and diversity of provisions, in addition to the fact that it is non-compulsory. 

Within this context, Pasifika language nests, home-based programmes and centres have experienced a rapid growth in number during that same ten-year period. It seems timely therefore that connections between rhetoric about the importance of early childhood education; policies concerned about levels of participation; funding for resources, buildings and equipment; the qualifications, training and professional development of teachers, and the links between all of these, be made much more explicit. Further research and programme evaluation under the umbrella of the issues raised in the draft strategic plan would be a good place to start.
6.
Curriculum  

In 1996 the Ministry of Education published an early childhood education curriculum document, Te Whāriki: He Whariki maatauranga. Its predecessor, the Draft Guidelines, which had been published in 1993, differed from the final document in that it contained many more ideas in relation to implementing the document. Even more importantly, the sections relating to Pacific values and practices in early childhood provisions were highly visible. This was because all of the working groups on the draft document throughout the country had incorporated women from the main Pacific ethnic groups and/or had included their input. 

In fact, from 1996 when groups began to implement Te Whāriki, the draft guidelines from 1993 were found to be very useful. The disappointment of Pacific early childhood educators in terms of their lack of visibility in the final document was still being expressed during focus groups held during Mara’s 1999 study of Te Whāriki’s implementation in Pacific early childhood centres. 

One of the early writers and commentators in this area was Iole Tagoilelagi (1988) who looked at the possibilities of the Samoan interpretation of the then early childhood curriculum. Since 1996 there has been a number of Pacific early childhood national associations which have used Te Whāriki as their framework (and the “mat” as their metaphor in some instances) and developed their own curriculum documents (within the national rubric), taking into account their own languages and cultural values. These include: Utu Lelei (Tongan association), Te Punanga o te reo Kuki Airani (Cook Islands association), Sosaiete A’oga Amata Samoa I Aotearoa Incorporated, and Kautaha Aoga Niue (Niue Island association), (Mara, 1999). The first Tokelauan licensed and chartered centre was set up in 2001 and they too are supported by their national association.

Mara’s (1999) study showed that despite some professional development having been received, there was a considerable need for more professional development in the area of curriculum. It was indicated that this was needed to support not only the various aims, objectives and strands of Te Whāriki, but also its assessment and evaluation. Currently there is little or no evidence of the quality of the learning and teaching experiences in Pacific centres, and this seems a considerable educational omission when targeted policies and government funding are aimed at increasing these provisions. 

A recommendation emerging from all of the focus groups in Mara’s (1999) study was for an action research project in Pacific centres which would build on the considerable work of Margaret Carr, Helen May and Val Podmore in assessment methodology (1998). Funding was gained for subsequent action research for a range of centres but the researchers, who were mainly palagi, all felt there should be a separate project facilitated by Pacific educational researchers. Research into the implementation, assessment and evaluation of Te Whāriki in Pacific early childhood centres has yet to take place.

The research conducted by Finau (2000) demonstrated how the strands that make up the Te Whāriki Curriculum serve to facilitate the Tongan teaching methods used to teach Tongan preschool children at a Tongan Preschool in South Auckland. This case study involved surveying fifteen Tongan parents, interviews with teaching staff and an observation exercise at the Akoteu Tuingapapai ‘o Uesile Preschool in South Auckland.  The research identified that Tongan language, Tongan forms of performance (song and dance) along with the recital of Tongan hymns and Biblical verses are important features of Tongan knowledge and culture that teaching staff teach Tongan preschool children.  Although this case study focused on only one Tongan preschool, Finau recommends that future research should include studies on the teaching and ‘learning’ of Tongan knowledge and culture in other Tongan early childhood centres. She also advocates future research including a comparative study of Tongan children enrolled in  non -Tongan early childhood settings such as kindergartens.

Lemihio’s (2001) paper presented at the Pacific Island Postgraduate Education Symposium discusses the community development of Tokelauan early childhood education in New Zealand, and also the quest of the Tokelau Curriculum Project 2000 for a Tokelau Early Childhood Curriculum.  The first Tokelau Akoga Kamata was established in 1987 and was a result of the Tokelau community’s will to maintain the Tokelauan language as well as provide a comfortable learning environment for Tokelau parents to send their children.  Since 1987 the number of Tokelau Akoga Kamata has grown and currently there are seven.  In response to the growing number of Tokelau language nests, the Tokelau community have met and established the Tokelau National Body for Akoga Kamata. 

In conjunction with Te Whāriki and Ministry of Education statutory and regulatory requirements, the Tokelau Curriculum Project’s vision is to have Tokelauan perspective early childhood education guidelines for the teaching and learning programmes of Akoga Kamata in New Zealand.  The rationale of the Tokelauan curriculum project is to facilitate the development of a Tokelau early childhood curriculum for centres in New Zealand.  The Tokelau Curriculum project intends to consult with Tokelau communities, the Ministry of Education and Early Childhood Development, as well as other Pacific early childhood educators and associations.  The Project timeframe is from October 2000 to November 2003, by which time the Tokelau Early Childhood Curriculum will be ready to distribute to all Tokelau Akoga Kamata.

7.
Parents and Families

One of the features of the New Zealand early childhood education sector has been its diversity of provisions such that consequently all families have many choices for their children. Indeed, many families access a range of services either sequentially or concurrently.  However, access has been usually facilitated by the resources (including income) of families, their ability to transport their children, their knowledge of the provisions and especially how the various types of provision could meet their unique needs. For many Pacific families access has been a barrier for all of the above reasons, and until the mid 1980s there was actually no choice in relation to their specific requirements of fostering and maintaining their own ethnic languages and cultural values.

In a previous section the policy initiatives targeted to parents and families, such as PAFT, HIPPY, Family Service Centres, Strengthening Families were described. All of these however, while aimed at building the capabilities of families, have by and large been externally imposed and in at least two cases “imports” to the New Zealand context. This is not a criticism but a fact, which leads to posing the question about the real choices of early childhood education provision for Pacific families.

There have been a number of commercial publications designed for a general audience of parents on “how to choose” your early childhood service, which are beyond the scope of this review. Suffice to say these have not always highlighted Pacific provisions as an alternative or a real choice. One early exception was in the Consumer Magazine, August 1994 which ran an article ‘Child Care: How to Choose an early childhood service that’s best for your child and you’. It includes reference to ‘Pacific Island Language Groups/Early Childhood Centres’ and reported that in 1994 there were about 200 groups of which 15 were licensed and chartered.

Venu (1998) examined the expectations of educationalists, parents and  Pacific communities about A’oga Amata, Samoan language groups/centres. She concludes that the parents involved see the groups as important in strengthening the language and culture of Samoan people. Venu recommends further ethnographic, qualitative research to begin articulating the multiple aspects of teaching, learning and curriculum in Pacific language groups. Since such groups may be seen as an additional context (beyond the family) where language and cultural values can be transmitted to the next generation they are worthy of further study.

A doctoral thesis by Utumapu (1998) explores the questions of how relationships between Samoan language nests and family systems have developed, and how these relationships may have affected the development of roles within Samoan families, especially women’s roles. 

Sauvao (1995) carried out an action research project in a Samoan and a Tokelauan preschool “with the aim of involving parents with their children in their learning activities and finding what factors affect parents’ participation …”. Sauvao became aware that even though parents were attending these two early child language groups with their children, they seemed to still “hold back” and allow the trained teachers to do the teaching. She then designed an intervention to increase parent’s participation and found that once parents could see how they could help (e.g. storytelling, miming, acting out stories, choosing books, developing resources including pictures, counting posters and song charts) participation increased. 

Another feature of Sauvao’s work was that she helped to develop a roster for the parents which gave a structure to their contribution. She concludes that parents should be encouraged to participate but that they should be able to choose when and how to contribute. Parents should be able to develop at their own pace in relation to their own interests and needs as well as those of the preschool. Teachers, conversely, have a role to play in fostering parent involvement in the learning and teaching and not just “relegating” them to cleaning, cooking or maintenance duties. A video for use as a resource for other centres was a further outcome of Sauvao’s action research.

In 1991 Teupoko Morgan addressed the Fifth Early Childhood Convention where she described the historical background, the objectives and the structure of another home-based project. In particular she spoke about the characteristics of the Pacific families involved and how the Home Tutors who worked with the families assisted in the maintenance of home languages.  Essentially the project was : 

… sowing the seeds for family awareness of what they themselves can accomplish- encourage, praise and share in the child’s world of music, drama experiences, story telling, listening, questioning, solving problems, appreciating nature (Morgan, 1991:76).

Two Anau Ako Home Tutors presented a paper to the Parent Support Conference run by the Early Childhood Development Unit in 1993. They gave further parent perspectives on Anau Ako Pasifika:

As a Pacific Island parent (I) am obligated to raise my child so 

that, he or she is able to walk and stand tall in two worlds. The 

world of the Papa’a and equally so, that of our Polynesian 

ancestors (Hall & Lund, 1993:54).

In the Anau Ako project, they reported, a major component is:

… the promotion of quality early childhood education, from within 

the cultural perceptions with parents as primary educators of their 

children (ibid: p.54).

Working with Pacific parents was a key component of Morgan’s paper to the Sixth Early Childhood Convention (1995b). She outlined the basic assumptions on which Anau Ako is based: that families are usually composed of basically competent individuals as well as competent caregivers and that the rights of the family need to be recognised and respected. Morgan also advocated better official recognition of the project since it was contributing towards equitable provision of home-based services to Pacific families. From their work and involvement with Pacific families, Morgan concluded, it was perfectly clear that parents do indeed love their children and they do want them to succeed educationally.

The Anau Ako Project itself held a Conference in 1997 (report published in 1998) called ‘Moving into Many Futures’. A range of speakers and topics were part of the programme and these included: learning and teaching, resources development, implementing the early childhood curriculum: Te Whāriki, quality (from an ERO perspective), early childhood education policy (MOE) and transition to school. 

8.
Special Education Needs

The whole area of Special Education and Pacific families with special needs children is not well researched or visible at the early childhood education level or indeed in the compulsory sector. However, a few studies have been undertaken.

Working under the guidance of three Pacific professionals, Perry (1997) interviewed Pacific parents who had special needs children. She then attempted to develop some guidelines for teachers. Six families living in West Auckland were interviewed and Perry found diversity amongst and between the Pacific families which were selected from three ethnic groups. Perry accepts that the small sample size makes it impossible to generalise but she encourages teachers to go beyond the stereotypes and facilitate positive communication, to build trusting relationships with Pacific parents, and to include parents in the decision-making required to achieve their aspirations for their children. 

Mara (1998) examined the role of agencies in Pacific licensed and chartered early childhood centres, including Specialist Education Services (SES) in Auckland. Staff were interviewed to find out how they worked with Pacific families with children with special needs in the early intervention field. The SES staff in Central Auckland, West Auckland and Manukau city expressed concern at the low number of referrals, although some referrals come through kindergarten and playcentres. The SES were addressing this need through the addition of more qualified Pacific staff to their early intervention teams and saw the need for a Pacific Islands Advisory Committee to assist it in its work with families. 

A review of the literature from New Zealand and overseas in respect of special educational needs and cross-cultural beliefs and values was undertaken by Fa’amausili-Banse  in 1999. She looked at the relationship between the perspectives of providers and the reported lack of referrals to SES from PIECCs. She contends that evidence from international studies confirms the situation in this country - that the “framing” of disability comes from a mono-cultural paradigm and until the hegemony arising from colonisation and minority status is addressed Pacific parents may remain hesitant about referring their children to any outside agency. Fa’amausili-Banse also interviewed Pacific training providers to find out about the extent of the inclusion of special needs and the work of SES in their pre-service courses. She raises some questions about both the preparation of teachers for special needs assessment and referral, and the ability of providers to effectively communicate their services to parents and the Pacific communities; concern also expressed by the SES as reported in Mara, 1998.

9.
Transitions: Home to Early Childhood Centre to Primary School

A conference held at Wellington’s Children’s Issues Centre in 1999, had the theme : The First Transition: From Home to Early Childhood Service.  In her response to the keynote address from Miriam Rosenthal from Hebrew University, Jerusalem, Diane Mara (2000b) described the nature of multiple transitions made by Pacific parents and their children. Using education statistics Mara graphically demonstrated the transitions made from home to language group, then on to licensed and chartered centres and other provisions such as childcare, kindergarten and so on. 

How are these transitions being experienced by Pacific children? A study conducted by Goldring (1999) about the School Entry Assessment (SEA) kit has generated some          (but by no means substantial or conclusive) indicators regarding the relative skill preparedness of Pacific new entrants. The study found that a ‘gap in entry skills’ exists between Maori and Pacific new entrants in comparison to their Pakeha counterparts. ‘This gap overall widened over the period and in the case of literacy skills the difference was considerable’ (1999:39). One of the general recommendations of the study was that data generated by SEA could ‘ go beyond how it can help schools’(ibid: 43)  to helping groups within the community. The researcher asks, ‘how can it [ SEA data] help the families and communities of the at risk children (mainly Maori and Pacific Islanders) to assist them to build up their pre-school child’s skills over and above what they are already receiving at pre-school centres?’ She also poses the question, ‘Is there a need for pre-school centres, particularly the various language nests, to be providing a more structured form of programme, bi-lingually enriched, rather than in just the language of that community it serves, if the child is to enter an English speaking class?’ (emphasis added, ibid).

On the other hand, articles such as those by Sheehan (1990), Samson (1990) and Catherall (1994) outline the issues of language and cultural maintenance as important when children make the transition from early childhood care and education to the primary school. Although there has not been much research in the past on the transition of Pacific children, it is slowly increasing and the research literature now includes the following recent and important studies.

A study (Sauvao, 1999) looking at the transition of 20 Samoan children from A’oga Amata to their 14 Wellington primary schools involved interviews with 39 parents, 14 teachers, 14 school principals and the students themselves. Sauvao asked each group for their perspectives on how the transition itself was organised and in particular the nature and quality of the maintenance of the Samoan language. In addition parents were asked to comment on the nature and quality of A’oga Amata programmes. The children were interviewed in Samoan about their A’oga Amata experiences and then given some performance tasks so that the researcher could more accurately gauge their fluency. Six children were focussed on as case studies; they were chosen to show the diversity of situations, schools and families and, to complement the interview data.

Out of the 14 schools only one had a strong partnership/relationship with an A’oga and this was due partly to the fact that the A’oga was located on the school grounds and the primary reception class was taught by a fluent Samoan-speaking teacher as a bilingual class. Over time relationships had grown between the early childhood staff and the primary school staff and obviously links were made through the network of parents.  In the other 13 schools in the sample, transition was perceived as less satisfactory by all respondents mainly due to the fact that there was an absence of any professional contact between the two and there was no passing on nor seeking educational records as children moved through to primary school. The study also looked at curriculum continuity and the differences between the emphases of Te Whāriki early childhood curriculum and the New Zealand Curriculum Framework and posed questions as to how the differences might act as barriers to smooth transition.

The most significant change for parents was the frequency of contact with teachers/staff from the A’oga Amata to the school situation. This occurred on a daily basis at the early childhood level, but many felt they were required to wait outside the class or even outside the school grounds for their children. Parents were also critical about some aspects of the A’oga Amata programme. Their criticisms mainly centred on activities for the older children, the need for more independent learning and use of more qualified staff. Sauvao notes that since her interviews A’oga Amata have been receiving more professional development and support which would answer some of these criticisms. 

A small-scale exploratory study of transition to school by children attending Pacific early childhood provisions was completed in Wellington in 2000 by Sauvao, Mapa and Podmore. It extended beyond Sauvao’s earlier thesis on Samoan children from Aoga Amata, to include Cook Islands, Niue, Tokelauan and Tongan children and their families. This project, funded through NZCER, was aimed at documenting the views and experiences of children, parents and their teachers as children made the transition from Pacific early childhood centres to the (largely monolingual) primary school. The study focussed on children’s language and literacy along with other aspects of development based on Bronfenbrenner’s ecological model of development.

The researchers interviewed 27 children from the five different ethnic groups, their parents, their early childhood teachers and their primary school teachers. The 27 children moved into 19 primary schools and the study looked at the school charters to find out what/if any policy existed in relation to the children’s language needs or strengths. The research project was placed within a context of a wider literature review of transition to school and current, relevant demographic characteristics of Pacific children, including participation across service type and across regions.

Sauvao et al (2000) outline a number of key issues that emerge from their findings. They include: the ongoing need for language and cultural continuity (including language support and funding in primary schools); positive partnerships between home, early childhood provision and school; similarity of expectations of children by the teachers and the parents; the hidden curriculum (including the impact of bullying on children); the continuity of the curriculum (across two frameworks); literacy learning strategies for Pacific children, and the need for teacher education and professional development at early childhood and primary levels of the education system.

A distinctive feature of this study is that each of the research teams used culturally appropriate research methodology to gather their data with the parents, children and teachers of each of the Pacific ethnic backgrounds. These are separately described in the report and are a welcome addition to the growing literature on Pacific education research methodology. Sauvao (1999) also details her research methodology in her work with Samoan families in their transition from A’oga Amata to primary school.

Goodridge’s (1995) doctoral thesis, ‘Activity Systems of Writing : A Co-constructivist Analysis of Children’s Emergent Writing Development at Home and in the Transition to School in Three Diverse Sociocultural Settings’ included Samoan children and their families.

Although these studies are significant developments in terms of documenting the transition to school of Pacific students there are still large areas of research to be explored in greater depth and in greater breadth. These studies all contain recommendations for future research. Areas for further research identified by Sauvao et al (2000) include:  

· extending the research across other geographical areas; 

· extending beyond Pacific early childhood provisions to other services that  Pacific children attend such as kindergartens; 

· closer scrutiny of school policies and their implementation in terms of transition and cultural maintenance; 

· more in depth longitudinal study on language, language maintenance and literacy skills. 

10.
Conclusions and Recommendations for Further Research

This chapter provides an overall picture of the way Early Childhood Education for Pacific communities has developed, particularly over the past decades. It is evident that there exists a level of cohesion and relationship between the key research studies undertaken during that time. This could be because many of them have been carried out by a small team of researchers. 

It is important to recognise that the push for ECE development came from the Pacific communities themselves in order to maintain and foster their own cultural values and languages. There was a desire for new generations to be fluent and to know who they are and where they come from. Commentators have indicated the need for policy development and implementation in order to increase  provision of and access to early childhood education for Pacific peoples, so that it could become what it has the potential to be - the real foundation of educational success. This review acknowledges the extent to which the recently released Pasifika Education Plan responds to this need.

This review is also mindful of studies in the wider sector of early childhood  (e.g. Wylie, 1994)  which emphasise that for early childhood provision of care and education to have influence on later learning, it must be quality provision. If it is not then there is little or no bearing on later achievement. Lack of quality (in terms of qualified staff, a responsive and challenging curriculum, and well-resourced environments), in Pacific early childhood education provision could in fact undermine later educational success. 

Recently, particularly following the ‘Knowledge Wave Conference’, commentators have begun to focus on the importance of early childhood education to the knowledge economy. Such articles as that in The Herald of August 27, 2001 entitled ‘Knowledge Starts at Kindergarten’ has brought the spotlight back onto what early childhood educators in this country have been promoting for many years. In the article the Ministry of Education points to the facts that 20% of Pacific four-year olds do not participate in early childhood education at all, and that the proportion of Pacific populations of 0-4 year olds will increase whilst the general populations decrease. The Ministry has identified “problems” with the current system such as serious teacher shortages, inadequate regulations and “patchy” implementation of the curriculum.  The current MOE Strategic Plan for the early childhood sector is inclusive and overarching with “Impacts for Pacific Peoples” separately described. This has ensured that the continuing Pacific early childhood issues are still “on the agenda.”

The review therefore makes the following recommendations for further research in this area:

· Evaluation research on government policy initiatives designed to include, educate and empower parents. Because participation rates for Pacific children in quality early childhood provision are not increasing significantly, key questions have to be asked about the extensive funding input that has largely not met the desired outcomes. 
· Comprehensive longitudinal studies to show the relationships between the provision of early childhood experiences, in the ethnic group languages as well as through mainstream providers, and the later educational achievement outcomes for these children. 

· Research studies to inform the development of culturally sensitive measures of  “quality” to assist in developing policy and implementation in the provision of the Pacific early childhood education.

· Research that may facilitate transition to school for Pacific children and families and diminish dislocation and loss of language and culture.

This review has highlighted a number of issues as they exist in the Pacific early childhood sector, but the lack of breadth and depth of evidence in each of the areas must continue to be of concern. It may be timely to refrain from any further initiatives until a sector-wide stock-take is completed and all future programmes required to include a research component.    

Matrix
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CHAPTER THREE: PRIMARY EDUCATION

1.
Overview

The research studies into Pacific education issues at primary school level are not as numerous or easy to categorise as would be expected. The studies show isolated topics and interests, without any real focus except perhaps in relation to parent-school-community relationships. Although the key findings of each study are discussed at times, their relevance to education structures and processes is vague.  However, this chapter has attempted to group the literature according to the following broad themes and issues: 

· factors affecting educational performance; 

· curriculum and/or  assessment issues; 

· school restructuring; and

·  parent-community-school relationships. 

The chapter closes with identification of the limitations of existing research and recommendations for further research.  

2.
Factors Affecting Educational Performance 

Over the past decade, there have been a few studies in New Zealand which explore the factors which determine the educational performance of Pacific children at primary level. These will be reviewed according to their chronology.

Christchurch researchers, Ferguson, Lloyd and Horwood (1991), undertook a longitudinal study of Maori and Pacific students, which attempted to investigate the relationship between family ethnicity and measures of cognitive ability, achievement and school performance. Although they found “consistent tendencies” for these groups to perform less well on a range of measures of verbal ability than Pakeha, the research team admits that the sample they used for analysis was small. When they took a range of other factors - socio-economic status, maternal education level, pre-school education, family financial difficulty – into account, there was little or no association between test scores and ethnicity. While the data indicate that socio-economic factors have greater influence on educational performance than ethnicity, Ferguson et al suggest that closer examination of regional differences may prove that in North Island districts, for example, ethnicity may become more important as a factor in achievement  

In order to explore the key effective practice indicators in mainstream schools catering for the needs of Maori and Samoan students, Rogers (1997) interviewed six Maori and six Samoan teachers, and then the school principals, teachers and Samoan parents within two case study schools. She then compared the responses of the ‘educationalists’ (the teachers) and the school-based groups as to their perceptions of effective practice. There were “moderate” levels of concurrence between the groups on effective practices such as: parents’ involvement with school life, school-family communication, and school consultation. However, there were areas of disagreement between the educationalists (outside the school) and staff, principals and parents within the two case study schools. Both Maori and Samoan educationalists expressed a general dissatisfaction with primary schools in general, mainly because of the lack of a holistic approach to education and the lack of inclusion of Maori and Samoan languages. 

Rogers (1997) was concerned in her study that the Samoan parents did not express ideas of the range or depth expected but she attributed this to a number of possibilities:  either the interview process was not an appropriate or comfortable experience; the school was not perceived as actively supporting Samoan students; or the parents were not well- informed about what the schools actually do. It must be remembered, however, that the New Zealand schooling system of today bears very little resemblance to the formal schooling systems experienced in the Pacific home nations of many migrant Pacific parents, particularly those from Tonga and Samoa. 

Rogers, as a reflective researcher, concludes that school policies and espoused practice may be different from actual practice; therefore research based on respondents’ perceptions must be backed up with schools and classroom observation. These research ‘truths’ (so to speak) have been categorically stated in more recent research, also conducted within learning contexts with predominantly Pacific  students and communities. According to Timperley, Robinson and Bullard (1999: 10), in relation to needs’ analyses:

There is nothing wrong with asking interested parties what they believe the needs of their students or organisations to be as long as that information is checked against the relevant facts, and not taken as prima facie evidence of need.

A further study exploring Samoan primary students’ performance in New Zealand schools is that by Dickie (1998), who analyses some of the recent developments aimed at this rapidly growing group of students in the primary school population. He makes some suggestions of ways in which teaching and learning can be improved including the use of appropriate pedagogies such as co-operative learning approaches. 

Dickie points to the increase in production of Samoan reading resources, such as the Tupu series, as an important means of including Samoan indigenous knowledge in the classroom. Although writing primarily about curriculum issues at the secondary level of schooling, Samu (1998) would generally support this view and provides a more comprehensive argument as to why this is the case. She cites Shuker (1992:34) as saying that ‘…particular forms of knowledge are legitimated through their inclusion in the curriculum’. Samu argues that textbooks (and by implication, other printed resources and materials) bridge the gap between the national curriculum and the school curriculum. Attractive, interesting, quality educational  resources with considerable ‘kid appeal’ are more likely to be selected and therefore ‘included’ in school-based programmes. In critically reflecting upon her own experiences producing a series of Pacific-based texts for use in New Zealand schools for Years 8-10, she states her reasons for why she believes such a selection is desirable (1998: 216):

Our overall aim as authors was to produce a resource that would enable young Pasifika people (particularly the New Zealand-born) to understand who they were and where they came from, as well as provide a means of validating and legitimising our knowledge and experiences within the school curriculum that all students would engage in.

Nelisi (1999) provides additional reasons as to why the inclusion of Pacific indigenous knowledge in the form of written resources is important. Her paper also includes her reflections on her experiences with writing ‘That’s the Way’. She is of the view that reading material that has ‘Pacific Islands content and language’ is a ‘good starting point’ for developing the literacy of Pacific students, in addition to maintaining indigenous language and heritage.   She is also of the view that Pacific writers are more effective that those writing from ‘a Palagi perspective’, because: 

... our children need to read real and natural material and not artificial or imaginary stories that are not relevant to their experiences. Stories belonging to the child’s experience, giving power and understanding their world and way of thinking (1999:2). 

There is undoubtedly a growing literature for Pacific children in English and Samoan and other Pacific languages at primary school level. Learning Media must take considerable credit for initiatives such as the Tupu series, and the annual Samoan language journal, Folauga. Nelisi (1999) quotes Don Long from Learning Media regarding the Tupu series handbook: 

… reading materials written by Pacific Islands writers nurture the spirit and celebrate the life of Pacific Islands communities and lives of students of Pacific Islands ancestry in New Zealand and in doing so, are an inspiration to strive for excellence and success in education’. 

If Pacific educational resources are to facilitate cultural maintenance and celebration (Long 1997; Nelisi 1999), validate Pacific knowledge and experience within the context of Aotearoa/ New Zealand, and develop non-Pacific New Zealanders knowledge and understandings of their fellow-citizens (Samu, 1998), then perhaps there is a need for systematic research-based evidence to demonstrate that these are indeed outcomes. 

Dickie (1998) also recommends more opportunities in primary school to learn in the Samoan language, the training of more Samoan teachers, including Samoan parents in partnerships with schools and teachers to raise the achievement of Samoan students. In addition, he also argues that teachers should be encouraged to recognise and value the child’s ethnic identity.

A research study which makes some points that could be useful for New Zealand educators and schools, is based on a school in Majuro in the Marshall Islands (Donahue 1998) where, it is maintained, educational excellence is both an aim and an outcome. He writes about the factors which contribute to fostering excellence: regular staff development, strong leadership, a focus on curriculum and teaching, networking, mentoring and a collaborative training partnership between the school and the local government. The programme and school terms were changed to ensure attendance rates increased, while providing remedial help to students. An additional factor contributing to the school’s success, according to Donahue, is the deliberate introduction of English over a two- year bilingual pre-school environment that continues to support the home language. 

In 2000, Learning Media also published a series of professional development modules for the Ministry of Education Literacy Leadership programme, which included one named Raising the Achievement of Pacific Students. In the first part of the module teachers are given some research findings on factors that influence the achievement of Pacific students. The second section contains school case studies: Mangere Central, Te Papapa, Cannons Creek and Clydemore School, detailing some of the initiatives these schools have taken to address performance of their Pacific students. Using key issues from the research and the school case studies teachers can use the third section of the module to plan school-wide or classroom initiatives.

Currently there are a number of Ministry of Education (MOE) initiatives that are impacting on Pacific students and their families at the primary school level.  Strengthening Schools in Mangere and Otara (SEMO) is one such initiative, of considerable importance and complexity. It is the considered opinion of this review that the SEMO scoping phase and evaluation reports (Timperley et al., 1998; Timperley, Robinson and Bullard, 1999; Timperley, et. al 2000) are significant research contributions to Pacific education, although the reports are not explicit about being so. As stated in the executive summary of the First Evaluation Report (1999:ii), SEMO ‘… is a Ministry of Education intervention designed to strengthen the capacity of the schools and communities of Mangere and Otara to offer high quality learning environments for children ….. One of the special features of the SEMO initiative was the commitment to a three-way partnership between the Ministry, the schools and the communities to strengthen education in the two districts.’  Mangere and Otara are districts where resident populations are predominantly Maori and Pacific, and where primary and secondary schools are predominantly decile one. It is possible therefore, to infer from the findings of the reports important learning about the inter-relationships between Pacific communities, the primary schools that Pacific children attend and the school-based practices that impact on their learning.  Given the multi-faceted nature of the SEMO evaluations, findings are included in the relevant sections that follow. 

3.
Language/Literacy and Curriculum Issues

Research into the primary curriculum issues for Pacific education has not been extensive. A further difficulty in locating studies that may include findings that do deal with Pacific students is that they may be a sub-group of a larger study, or conflated with Maori as “Polynesian”.

Most of the relevant studies that do exist centre around issues of literacy, or the learning of and through Pacific languages. Although the Ministry of Education asserts both numeracy and literacy as a priority in primary schools, as yet there have been few studies on numeracy as related to New Zealand Pacific students. 

Townsend & Townsend (1990) studied reading comprehension of high and low-interest reading material by 110 Maori, Pakeha and Pacific Island (27 of the total sample) children across two Auckland primary schools. The study showed that despite variability in children’s interests there was no significant difference in comprehension between the high interest and the low interest topics. The researchers requested caution in interpreting the findings because of a relatively small sample.

The reading behaviour of children for whom Samoan is the first language was the focus of a study by Hampton (1992) aimed at finding out how bilingualism relates to the development of reading. Hampton looked at a number of reading variables and processes through analysing school records of Samoan children using miscue analysis, retelling of stories, and cloze procedures. These data were related to background information on the students gathered through questionnaires and explores the relationship between language skills and learning to read.  Hampton finds that the key to Samoa students’ success in reading in English is being able to read in their first language at home. Despite differences in instructions given in relation to reading methods between home and school, being bilingual alone was not sufficient to show progress in reading in English at school.

Bilingual Samoan students were also the subject of Wesseling’s 1994 study. The findings of his investigation of 48 6-8 year olds’ reading behaviours come down firmly on the side of more phonemic emphases in primary reading programmes.  

An interesting study located in the Pacific, reported on by Lumelume and Todd (1996), has some important points to make in relation to the other side of the current debate on the teaching of reading. They report on a research and development project aimed at introducing the whole-language approach to schools in the region. This approach attempts to use the languages children bring with them to school and a variety of language experiences to underpin the literacy approach. As the authors conclude in this comprehensive and wide-ranging article, the evaluation of such an approach raises a number of important issues which go to the core of the purposes and the methodologies of literacy. Todd and Lumelume suggest more research employing both qualitative and quantitative approaches. The implications for teacher training and professional development are signalled as is the need for more reading materials in Pacific languages and which reflect the lives and interests of the children in Pacific countries. Further information about the various components that make up this recently completed project is provided in Benson, 1996.

Wilkinson (1998) contributes an analysis of New Zealand students’ reading literacy performance, relative to 31 other countries, in the International Association for the Evaluation of Educational Achievement survey of 1990-1. Although somewhat dated, this has salience given current literacy debates. The results indicate that New Zealand students overall ranked highly at both 9 and 14 year levels. But of interest in terms of this discussion, are the distribution of scores by New Zealand students, indicating that there are both a higher proportion of good readers and a higher proportion of poor readers than for any other country. Also that the negative aspect of this variation has increased markedly over time.  Wilkinson explains that these variations were associated with students’ gender and/or home-language. In terms of the latter, ‘… students whose home language was different from the language of the school achieved literacy levels well below those of students whose home language was the same as the language of the school’ (1998:6). He further explains the home-language gap as being characterised by student ethnicity, in which Pacific students are significant. His analysis is comprehensive in that it points to increased inequalities in our education system arising from socio-economic changes in New Zealand, and the need for teachers to be able to handle diversity in order to moderate the achievement gap. He concludes that for New Zealand’s historically high literacy standards to be maintained there is a need for more than good teachers and good teaching practices. What is also necessary are the ‘social and economic conditions that permit school and home environments to foster a literate culture’ (1998:40).

The first evaluation report for SEMO (Timperley, Robinson and Bullard, 1999) reported on two studies related to literacy. In the first study, information was sought from 26 primary and middle schools about the collection and use of student achievement data in reading, writing and spelling. Using a combination of qualitative and quantitative research tools and methods, the evaluators established that while there was ‘considerable data collection activity in schools’ (ibid: ii), this was not necessarily used to ‘inform programme review and revision’. The lack of routines for setting collective achievement targets and standards made it difficult for schools to really measure progress and success.  The evaluation therefore established that there was a professional development need in the area of interpreting and using data in such a way that the literacy programmes they were delivering were effective in terms of their students. 

The second SEMO evaluation study reported on what the authors described as a ‘generic project’ that aimed to have schools working with their communities to improve literacy levels. Schools were to adapt the project to suit their more specific circumstances and needs. The evaluation sought to identify the extent to which the process of acquiring the necessary funding,‘provided opportunities for schools to further develop the understandings, skills and organisational  routines required to improve their literacy teaching’.  The authors described this focus as ‘organisational learning’ (2000:iv). They argued that this was of far greater importance than ‘the process of resource acquisition’ which often meant that current practices and programmes did not receive the kind of review that would expose any short-comings. As the authors argue, ‘ Analysis and improvement are an iterative rather than a linear process’’ (ibid:v). 

Recently published individual case study experiences throw greater light and provide specific details on the experiences of two schools that have been involved in these literacy aspects of the SEMO initiative. Symes, Jeffries, Timperley and

 Kuin Lai (2001) conducted an evaluation of a professional development programme in literacy at Viscount School, located in Mangere. A decile 1 primary school , Viscount has a roll of 750 students, the majority of whom are Pacific and many of whom were achieving well below national literacy levels. However, an assessment of children’s entry skills (conducted in 1998) showed that ‘teachers had seriously underestimated the children’s skill levels’ (ibid:27) . Explanations by some teachers that the low literacy levels were a consequence of students’ family backgrounds  were then challenged and ‘the school realised it needed to turn inward to include the possibility that its own practices’ (ibid:27)  might be accountable. Rather than seek off site professional development for teachers, the school set up an on-site teacher development centre. A literacy consultant was enlisted to work alongside teachers, and assist the school in its efforts to improve i) student achievement  ii) teacher practice and iii) teacher beliefs. 

This study provides a fascinating, practice-based but theoretically informed strategy of meaningful, measurable change. What one can infer is that the habitual tendency for some teachers to subscribe to cultural deficit explanations for underachievement of Pacific students had to be over-ruled because good assessment data provided the evidence that, in this instance, it was teacher expectations and practices, not student abilities, that led to low achievement levels. 

Another literacy intervention has been reported on and evaluated by Milward, Neal, Kofoed, Parr, Kuin Lai and Robinson (2001), at Dawson Road Primary School, which is located in Otara. It is a decile 1 school, with a roll of 546 students, 75% of whom are Pacific. This school has also been involved with the SEMO initiative. The school was concerned about the quality of its regular classroom programmes – it was not confident (and it did not have the base-line data to substantiate these concerns) that it was indeed improving students’ literacy development. The school employed two literacy consultants who were to develop an intervention that ‘involved strengthening teacher practice within existing programmes’. The consultants provided in-depth, on-site professional development, teaching demonstrations, as well as focusing on ‘ organisational and management skills’ (2001:39). They were also responsible for monitoring and evaluating the intervention.  As a consequence of this process, the school learned several important things about the way it did things. It learned that the data that were collected were not being used to review or revise its literacy programmes; it learned that the data teachers collected were of limited use in this respect. It also learned that the lack of externally referenced benchmarks meant that it was difficult to mark students’ work samples. The lack of adequate information also made it difficult to ‘discriminate between programme failure and success’.  The overall outcome of this study for the teachers of the school was ‘a valuable contribution to the overall awareness of the importance of regular and consistent monitoring of students.’ (ibid: 41). 

Aside from being interesting school-based studies of organisational learning and how school-based practice can be developed and improved, the inferred benefits to the Pacific students (and others) in that school derive from the recognition that literacy interventions must be set within a wider context. At the interface between the students and the school, schools can target and systematically address those areas that they do have control over – school based processes and practices. What improves teacher practice will impact positively on students, and with improved data collection systems and analyses there will be the evidence to prove it.

Current research by Stuart McNaughton, Gwenneth Phillips and Shelly McDonald (2001) into reading and writing is not included in this review as the findings are not yet available. It can be indicated here, though, that their early findings on literacy skills suggest that Maori and Pacific students enrolled in 12 schools in Mangere and Otara have made progress in letter knowledge and phonological knowledge, but lower than expected progress in word recognition for writing of words and text reading.

A study of interest here, though not confined to primary education, is that by Davis, Bell and Starks (2001) who have been researching the use of Maori and Pacific languages in Manukau City. They analysed 1996 census data on who speaks which languages, interviewed ten speakers in each language and compiled data on all of the language maintenance programmes within Manukau. In their sample they found that there is an age-gradient relationship in conversational fluency - the older speak well, the younger age groups less so. The most robust languages are Samoan and Tongan, but Davis et al stress that the age profile of each ethnic group must be taken into account: although older speakers are more fluent there are much fewer of them. This article then looks at the provisions for Pacific languages at the early childhood, primary and secondary levels. There are seven primary and intermediate schools in the Manukau area where Pacific languages are taught, which a related article by McCaffrey and Tuafuti (1998) refers to. The report concludes with warnings that although the Samoan and Tongan languages are currently very robust they are in danger of declining in the same way Cook Islands Maori and the Niuean languages are doing in the Manukau area. Responses by schools are varied, with only pockets of high commitment in this region deemed to be the most multilingual area in the whole of New Zealand.

Another study of interest here is one reported on a decade ago. It explored the effects of co-operative and competitive learning methods in relation to mathematics achievement, attitudes towards school, self-concept and friendship choices of 319 Maori, Samoan (47 out of the total sample) and Pakeha children (Rzoska & Ward, 1991). The sample was taken from four ethnically mixed urban primary schools during a three-week intervention programme. The students were assigned to different conditions of study: co-operative or competitive; although they had individual mathematics task the co-operative group could help each other to complete them. The Samoan children had the most favourable attitude towards the co-operative condition. Samoan children chose each other more often for the competitive condition than for the co-operative condition, choosing other ethnic group students for the co-operative condition. Although there were no differences in academic achievement between the conditions, the overall results did improve as a result of the intervention.

4.
Assessment Issues

Little research has been done assessing the achievement of Pacific students apart from the SEMO studies already cited and a small number of other studies. However, the National Education Monitoring Project (NEMP) assesses the achievement of students in three curriculum areas each year and each report includes a specific chapter on the achievement of Pacific students in years 4 and 8 (e.g., Flockton and Crooks, 2001). Over time, this information will provide a comprehensive overview of the achievement of Pacific primary students across the New Zealand curriculum. 

The achievement of Pacific students is not studied in the main NEMP sample because the number of Pacific students is too small. However, a supplementary sample of schools with more than 15% Pacific students allows comparison to be made with Pacific, Maori and other students in these schools. The results from the 2000 assessments, for example, indicated that, in reading, year 4 Pacific students performed at least as well as Maori students and almost as well as other students. Year 8 Pacific students scored almost as well as Maori students but markedly less well than other students. For speaking tasks, Pacific and Maori students scored lower than other students on all oral presentation tasks at year 4, but this gap had closed by year 8. In technology, Pacific students performed better than Maori students, but a little less well than other students at both year 4 and 8. In Music, year 4 Pacific students performed better than Maori and other students on a keyboard playing task, and comparably on other tasks. Ye

In 1992, the mismatch between assessment tolls and Pacific students’ learning styles was pointed out in a paper presented by Eti Ivala-Laufiso. The points she made still hold. The rationale for assessment, assessment methodologies and the uses to which assessment data have been put, have for too long been derived from one cultural perspective. More robust evidence needs to be collected in order to hold informed debate about whether what we are measuring through assessment of Pacific student performance is lack of ability by some to learn, or lack of ability by others to teach. Issues of cultural capital are relevant here and the place of assessment to relegate some learners to a lower status, rather than to identify specific student learning needs to be addressed, should be examined.  

One area where assessment of children has a significant and transparent outcome is where children are assessed as “gifted” or “talented.” For Pacific students this holds many layers of meanings and consequences, and in this literature search only one reference was found. Max Galu (1998) studied perceptions of gifted and talented Maori and Pacific students education in segregated classes. He interviewed ex-students of a DLU (differentiated learning unit) at a large urban school in Hamilton. Views and opinions of current and former teachers were collected through interviews and parents’ comments were noted. Galu found that while there was a strong and positive view of segregating the gifted “Maori and Polynesian” (sic), meeting their cultural needs was still requiring attention. Galu quotes work by Jill Bevan-Brown who has studied the identification of giftedness and she argues for wider (and more appropriately grounded cultural) criteria to apply. Because teachers are the key in identifying such students, their views needs closer examination as some may dismiss the possibility of giftedness in groups “other” than their own.  More research that focuses on Pacific learners in this area is needed.  This includes a greater scrutiny of the criteria used for the assignment to such categories.  

5.
School Restructuring 

A paper entitled, ‘Beyond Basket-Weaving: Multicultural Education and Whole-School Reform’ was presented by the then principal of Richmond Road Primary School in Auckland to an international conference. In it he advocated structural as well as curriculum, pedagogical, and evaluation change, in order to make a difference for culturally diverse students (May, 1993). He related the changes his school had gone through over a number of years and in which the staff had co-operated and collaborated. This had required of staff a high degree of literacy in critical education theory literacy as well as familiarity with multicultural educational theory. May maintained that this critical approach to education, including to the nature of teaching and learning itself, could make a difference for students from different ethnic backgrounds.

Hunkin (1996) suggests that schools should set up bilingual classes particularly in areas where there are Pacific pre-schools to assist continuity in terms of the students first language. He advocates total immersion schools being set up paralleling Kura Kaupapa Maori. His vision is that these schools teach the values, cultures and Pacific languages, but also literacy and numeracy in the English language. He notes that additional Pacific teachers would be required to implement these changes and that  parents should be assisted in  becoming well-informed about the education system..

6.
Parent-Community-School Relationships

There have been few studies which have focussed on Pacific parents’ views and expectations of primary schools. One exception is Utumapu’s (1992) study on the attitudes of Samoan families to the New Zealand education system. She describes the historical context within which expectations and attitudes to education have been shaped, and the degree to which schooling has been seen as a mechanism of social mobility for Samoans and a motivating force for migration to New Zealand. She examines concepts of ‘deficit theory’ and ‘cultural reproduction’ in relation to her thesis focus and concludes that (as a result of interviewing five sets of parents and students) the Samoan parents in her study hold a ‘deficit model’ view of education and schooling; that success depends on students’ individual effort and is not attributable to teachers, teaching or the schooling system. Utumapu recommends that avenues be created whereby Samoan parents could reflect (further) on the situations that face their children in schools in Aotearoa. 

Studies from Hawaii by Koki and Lee (1998) on parental involvement in education, look at the barriers to family involvement in education and some examples of programmes in the Pacific which are successful. The barriers they identify include the lack of cultural awareness amongst teachers, the lesser importance of school events compared to church and community events, low priority given to parents by principals, and parental feelings of being unwelcome or uncomfortable in school surroundings.  Koki and Lee derive their conclusions from studies of  the Hawaii Parent-Community Networking Center, the Belau Family School Association and the Chuuk Teacher, Child, Parent and Community Project each of which involve traditional community leaders and parents in helping schools teach health and nutrition education. Some examination of traditional views held by parents to schooling needs to be undertaken, say Koki and Lee, in order to understand present barriers.

In a second related study Onikama, Hammond and Koki (1998) in the context of both elementary (primary) and secondary education, outline the important components in family-school involvement which they claim can “work toward academic success.” Both this and the previous article are parts of a series of publications called  ‘Pacific Resources for Education and Learning: Promising Practices in the Pacific Region’. As such they are clearly set out as practical and accessible reports. They outline the many “faces” of parental involvement and the barriers for both parents and educators in establishing positive relationships and parental involvement. The 1998 report also describes in detail an empowerment model that provides for an organisational structure for parent involvement, where parents are viewed as “funds of knowledge” and where there is real participation in decision-making. However, parents have to be given opportunities to grow in terms of knowledge, confidence and a sense of belonging before they can be truly involved in their child’s schooling. The article also includes summaries of relevant research in the Pacific region.

In 1995 the Ministry of Education employed MRL Research Group to survey Maori and Pacific language demands for educational services. It ranged over all sectors of the education system. They found out what was already known anecdotally - that Pacific parents want their children to be not only successful in academic terms, but also to be successful in getting along with other people. The survey of 550 Pacific  people took place in Auckland and Wellington. MRL found that over half of the Pacific respondents want their children to be able to fluently speak both their first language and English by the time they finish primary school. This has implications for primary school curricula and programmes.  

Funds were made available by the Ministry of Education in 1997 for clusters of schools to develop initiatives in relation to establishing and maintaining links with their Pacific parents and communities. The clusters contained mainly primary schools but also included secondary schools. This nation-wide project, the Pacific Islands School- Parent- Community Liaison Project was evaluated by Mara (1998). A total of 68 schools in six clusters were studied. The researcher interviewed all six Pacific Liaison people, focus groups of Pacific parents, and focus groups of teachers and principals about the project and the kinds of strategies that had been initiated. One cluster was running a mentoring programme, another developed and published a guide for parents, another set up a homework centre and so on. The report details the range of activities. All participants placed high value on their Pacific liaison people as self-starters who could work effectively both with the community and with school staff. However, the prospect of the funding finishing after two years for each of the projects  contributed to a lack of certainty about the project. The Liaison people felt that it took time to build up relationships between Pacific communities and schools so a longer project life would be desirable. The parents also praised the work of the liaison people who tended to work hours far beyond the part-time hours the Project funding paid for. Parents said they liked hearing from the teachers and the principal about the “success” of their children, and they liked being welcomed by the school as participants in their children’s education. Though programmes were varied, all of the clusters had increased the level of involvement by Pacific parents in their children’s schooling and this was welcomed by all. Such gains would need to be consolidated and extended, however, before there would be evidence of increased educational outcomes for Pacific primary school students. 

Although there is a body of evidence which supports the positive transitional aspects of home-school relationships and parental involvement, there is little hard evidence that demonstrates a clear link between parent involvement and academic success in primary school. However, the traditional view that many Pacific parents (particularly migrant Pacific parents) have of  teachers as “experts”  whom parents should leave alone to get on with the job, appears to be changing.

While research about the relationships between primary schools and their Pacific parent communities may not be extensive, inferences can be made from one very recently published study about the way one primary school has tried to improve the way it reports to its parents. Marion, Nicholl, Paki-Slater, Timperley, and Kuin Lai (2001) have explored the issue of ‘how to report to parents in student achievement in a way that is honest, constructive and readily understood by parents’ (2001:31). The school in which the research took place, Nga Iwi, is a decile 1 primary school in Mangere. What the article does not make explicit is that the majority of the students at Nga Iwi are Maori and Pacific, and for many of the Pacific parents English is not their first language. Nga Iwi has also been part of the SEMO initiative. Nga Iwi wanted to develop ‘mutually educative partnerships’ with the parents of the school and focused on reporting, because of the belief that accurate knowledge about their children’s progress and levels of attainment would help teachers and parents to effectively help and support children. It faced the challenge of developing a system of reporting that would have the characteristics described above. This involved consultation with parents, critiques of current practice, professional development of teachers and so on. 

7.
Limitations of Existing Research

It was noted at the beginning of the chapter that available research at this level is sparse. Moreover, what exists is not easily categorised as very few studies make any key links to other studies within the same broad area, except perhaps in the case of parent-community-school relationships. These, however, are spread over a number of years so in the case of the earlier studies caution needs to be exercised in interpreting their relevance to the schools and students of this new century. In many cases, the relevance to learning and teaching is somewhat vague. While home-school relationships are undoubtedly important, there has yet to be a study that clearly demonstrates that this has a direct effect upon raising academic performance for Pacific primary school students.

Due to the small size of the research sample in many of the studies their findings are not generalisable. It is also often difficult to identify target groups because of the use of inclusive terms such as "Polynesian" or use of the category "Maori and Pacific Island". Therefore unless specific ethnicity is mentioned such as Samoan, the

variations in groupings it is very difficult to discern who the actual Pacific ethnic groups are, that are being researched. This lack of clarity must be addressed if future studies into primary education for Pacific students is to be researched effectively and appropriately.

A significant gap in the research on primary schooling is that which deals with Pacific students experiences at Years 7 and 8.

8.
Recommendations for further research

Pacific research gaps at primary level reflect those which have occurred in the wider context of educational research in New Zealand in terms of classroom structures and processes. A period of educational reform appears to have resulted in research studies focussed more on structural changes in the systems of education rather than on teaching and learning. Suggested areas for future research include:

· The Assessment Tools for Teaching and Learning Project which began in August 2000 to develop numeracy and literacy assessment tools at years, 5, 6 and 7 is collecting data about Pacific students performance at these levels (Hattie, Keegan and Brown, 2001). Although this will not be reported in terms of particular Pacific groups (because such samples would be too small to have statistical significance within the wider project) the information about students from particular Pacific groups   could be available for a more focussed research study

· More research needs to be carried out within the broad area of pedagogies including the gathering of data about "best practice" in schools and classrooms where Pacific students are achieving well compared with national standards. Shifting the focus from factors that contribute to failure to those that contribute to success may be of more significance to quality improvements.  

· A further recommendation for Pacific primary education research is made in the light of present evidence which has mainly been surveys of usage, rather than school-based programmes and teachers. It is important that a comprehensive study of primary bilingual education for Pacific languages in New Zealand primary schools be completed: an audit followed by case studies of best practice in school, transition from early childhood to primary schools, and assessment of language proficiency particularly in groups in danger of language loss such as Cook Islands Maori and the Niue languages.

· Finally, an area worthy of attention would be a comparative study of Pacific children in Years 7 and 8 programmes: in recapitated schools, intermediates, middle schools etc. Ease of transition from each of these into Year 9 secondary classes and implications for future success at secondary level would also be a worthwhile research focus.

Matrix
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CHAPTER FOUR: SECONDARY EDUCATION

1.
Overview

The literature reviewed pertaining to the secondary sector is organised on the basis a number of issues or themes. The issues and themes have been selected because of their frequency and significance within the research literature. The thematic or issues approach taken will endeavour to incorporate the key review questions. The main issues of concern identified in the available literature are:

Educational Policy: the ethnic differentials and consequences of the impact of Tomorrow’s Schools, especially in terms of school choice, de-zoning, and school-based governance.

Culture and Education: the mismatch of culturally infused school-based structures and processes and culturally different Pacific learners. The way ‘culture’ is conceptualised is of vital importance in these analyses.

Pedagogy: the connections between teacher/learner interactions and student achievement; the fact that these are cultural processes with pedagogical implications.

Language: the introduction and development of Pacific languages within the school curriculum, as subject choices and opportunities for qualifications.

Curriculum: the location of Pacific knowledge and experience in the secondary school curriculum, and the possible benefits of this to Pacific students, and non-Pacific students and staff.

Identity: While much of the research that examines issues of identity of Pacific youth in New Zealand is not school-based, researchers invariably make links to students’ secondary schooling experiences. One could easily raise the question of how valid or relevant such issues are to school based practices. Some of the studies do not make this explicit, but some do, and this will be of interest to educators, given the implications for secondary educators within guidance and pastoral care systems within schools, as well as other youth services (health, mental health) which liaise with schools. 

Research that examines identity issues can also enhance understandings of the intra-group diversities of different Pacific groups.

Community-School Relations: some literature directly or indirectly explores how schools and/or groups of parents have endeavoured to develop closer working collaborative and supportive relationships between Pacific families and the schools. This is done in the belief that this will benefit students. Some studies provide evidence that this is indeed the case, for small groups of students.

2.
The Impact of Education Policy on Pacific Communities

Literature that analyses the impact of national educational policy on Pacific communities focuses predominantly on the changes that resulted from the 1989 Education Act and the 1991 Education Amendment Act. According to Watson, Hughes, Lauder, Strathdee and Simiyu (1997): 

… those policy changes were based on the belief that introducing competition into the provision of education would improve outcomes, because schools would be forced to compete for students and would therefore raise their educational standards in order to do so (1997:95). 

A number of ‘mechanisms’ (Watson et al 1997) instituted this competition, de-zoning being a prime example. In the case of de-zoning, the general process was that school zones were removed and students given the chance (in theory) to attend the school of their choice. Some schools developed the enviable position of being able to set enrolment schemes, as demand for places in their schools far outweighed such schools’ ability to meet them. These schools were able to apply selective criteria for ‘out of zoners’. It can be argued that in such situations, ability to choose was not parents’, but schools’.  What developed subsequently was a situation where more ‘successful’ schools were exercising choice as to which students they would offer places. Students may have had school preferences, especially for schools out of their local area, and endeavoured to act on those by putting themselves through the application process, but final decisions were left to the school. Schools were therefore able to select highly motivated, talented and able students (Watson et. al, 1997).

Because de-zoning was perceived as both risk and opportunity, due to the ‘open’ field of competition, it was to be expected that schools (some) would thereby develop specific, explicit marketing strategies to promote themselves to local and out-of-zone potential students in the hopes of influencing student (parent?) choice of school; hence the rhetoric of ‘the marketisation of schools’ (Mamoe, 1999). 

Consequent impacts on the composition of school intake and the stability of school populations are detailed in these studies, especially for those schools perceived as less desirable. De Bruin described the outward movement of students thus:‘ The outflow of students from schools that are perceived to have a lower reputation only aggravates the problem of financial and human resources’ (2000: 46). 

More often than not, the schools that found themselves in such a downward spiral, with limited or no power to successfully compete in the new marketised education system, were schools in economically disadvantaged communities. These were communities with predominantly Maori and Pacific members.  Peters (1996) provides the perspective of a principal: a very honest, open and personal ‘first-hand’ account of the effects of broad government policy on his South Auckland secondary school in which 80% of students were Pacific. He described his predominantly Pacific school as ‘ a school in crisis’ because the ‘more motivated’ families had left (exercising their choice and sending their children elsewhere for their education), thereby increasing the concentration of students with greater needs. 

De Bruin subscribes to this position in her discussion regarding the mitigation of what she describes as the ‘ human capital deficiencies of ethnic minorities’ (2000:37). As she states:

General social conditions contribute to educational problems in these poorer areas. It is not, therefore, only a matter of education policy and financing, but rather other policies as well, that are needed to tackle educational problems (2000:47). 

Peters (1996) would agree. He identified the need for more resources for the school and within the wider community, placing ultimate responsibility for the educational ‘crisis’ on not just education policy, but social policies as well. He stated:

It’s a bizarre coincidence that the three secondary schools in Auckland with the highest proportion of Pacific Islands students, all of them situated in the lowest socio-economic communities in the city, are all battling [then, 1996] for survival. Families living in the communities of those three schools who have the means, the money and the motivation, to enrol their children in schools in more affluent areas, often do so. They leave behind the vulnerable; the most at risk, the chronically disadvantaged. And those students who remain make up a very significant proportion of students in the three schools I refer to’ (1996:133).

To put her argument in better context, De Bruin (2000) details the socio-economic positioning of Maori and Pacific peoples, and endeavours to account for and discuss their group ‘human capital deficiencies’ (2000: 37).  She defines human capital as formal educational qualifications, and presents data on the extent to which Maori and Pacific groups within New Zealand have not accumulated this form of capital, thereby  drawing attention to the predominantly Maori and Pacific communities of South Auckland, where the ‘ethnic education gap’ (2000:41) is clearly visible. 

Watson et al’s (1997) work examined the issues of school choice particularly in relation to ethnicity. It is their contention that it is ‘ a key factor in understanding the evolving dynamics of the secondary education market in Aotearoa/New Zealand’ (1997:95). Their research, based on both quantitative and qualitative data, persuasively argues that Pacific students and their communities are disadvantaged by zoning policies which were directed at increasing parental choice, and that the ‘… schools which serve these students have been hardest hit by the competitive mechanisms introduced into educational provision’ (1997:95) What could be seen as the real strength of their ‘exploratory’ study is its scope: it is based on almost 2000 responses to a parent/caregiver questionnaire administered in 1994; 8% of these responses were from Maori families; 5 % were from Pacific Islands families and 6 % ‘other’  (which they state was predominantly Asian). The rest were Pakeha. 

A more localised yet intensive study, Mamoe (1999), of the impact of macro policy on Pacific people was conducted in Christchurch by an ‘insider’ researcher. The study gathered data from three different schools with different decile ratings, in order to explore the extent to which a decade of  “Tomorrow’s Schools” has realised its promise of an education system which offers equity in terms of participation and success to Pacific secondary students. He also examined achievement levels of Pacific students in his case study schools and the extent to which Pacific cultures were understood and valued by the schools. For this study’s sample the promise of increased choice and equitable participation and success under Tomorrow’s Schools had not been realised:  consistent with the critical research literature the majority of parents and students could not or did not exercise choice; and consistent with nation-wide Pacific student performance the student performance in this sample was characterised by failure across all national examinations. Some interesting findings are highlighted in the study: e.g. the fact that even those few Pacific students at the high decile school did not do well, and that for both the mid and high decile schools very few Pacific students were entered in Form 6 and 7 qualifications. These are areas well worth further research with a larger sample.

Additional research provides evidence at a national level of the ‘spiral of decline’ that educational practitioners such as Peters describe and which a ‘few case studies of schools’ document (Harker, 2000:4). Harker’s research has drawn on Ministry generated data, and in terms of secondary schooling, Harker states that:

… analysing the data on the distribution of Maori and Pacific students … shows that they are overwhelmingly concentrated in the low decile schools. These are schools whose rolls are declining, thus attracting fewer and fewer resources (2000:5). 

If the rolls are declining, and Pacific students in the local community or traditional catchment areas of these schools are choosing to bypass them, does this mean they are going to high decile schools? In his analysis of national level statistics, Harker reveals that there are hardly any such students in schools above decile 6. Rather, Pacific students who move away from their local decile 1 school, often move away to other low or middle decile schools, if they perceive it to have a better reputation. Harker provides the research evidence to support his contention that Tomorrow’s Schools has not offered the equity, or even equality of educational opportunity, that it claimed it would. Rather: 

Our system now seems to be well down the track toward a dual system – one set of schools for the (mostly Pakeha) middle class, and another set for the (mostly Maori and Pacific) poorer classes (2000:6).

Harker maintains that such trends have been ‘evident’ for sometime but have not been adequately addressed at government level. His suggestions redress the disadvantages of the system for low decile schools and their communities include: 

· the reintroduction of zoning;

· a balloting system, wherein over-subscribed schools, rather than being able to be selective with out-of-zone applicants, give all prospective students the same chance to be selected; and

· additional resourcing for schools, for transport, supplementary teaching, and the provision of a full range of subjects.

A paper describing an evaluation research study  (Hindmarsh, Hohepa and Murphy, 1995) of a pilot programme under the ‘Schools Retention Policy’ of 1991, highlights some interesting issues to do with policy processes. The programme’s focus was Maori and Pacific 15-16 year olds, the group most likely to have left school by the third year in secondary education, and was aimed at keeping them in formal education. Although the programme is reported to have had significant potential as a means of addressing the identified problem, its implementation, described as politically rather than educationally driven, prevented its realisation.   

3.
Culture and Education: Dynamic Conceptualisations

There can be seen in the research literature on Pacific education an increasing shift from work produced by non-Pacific to Pacific researchers, particularly in the form of academic theses and dissertations over the past 5-6 years. Other forms of academic writings, such as publications in academic journals, which examine Pacific educational issues in the secondary sector are still fairly minimal and tend to be produced by the same very small group of established Pacific academics or non-Pacific academics with an interest and commitment to equity issues and concerns. There does appear to be, however, a substantial increase in conference paper presentations, by Pacific educators. This increase in research and writing by Pacific educators can be attributed to the following:

· Since 1995, an increased occurrence of national conferences with Pacific education and Pacific issues, as their focus e.g. ‘Pacific Islands Learning: the Answers Are Within Us’ 1996; ‘Educating Pasefika Positively’ 1999 and 2001; ‘Pacific Vision’, 1999. 

· The climate of urgency which developed after the much publicised ERO Reports of South Auckland schools in 1995. The MOE responded to ‘the educational crisis’ by implementing the well-resourced SEMO project targeting specific schools in South Auckland.

·  These Ministry initiatives also had evaluative research components integrated within them, and the reports which have been produced have been sources of ‘inspiration’ and informed response for Pacific educators and researchers.

· The heightened and more sustained focus on Pacific educational issues since the mid 1990s. The political support and resourcing from MOE (including the annual Pacific post-graduate award)and beyond, seems to be a source of inspiration for younger, up and coming educational researchers. The theses which have been produced, the conference papers which have been presented, contribute to the steadily growing pool of research into Pacific education.

· Because of the above there has developed a small but growing pool of Pacific academic researchers who are being mentored, nurtured, grown within a number of institutions. This constitutes a slow but steady upward cycle of positive change in ‘conventionally defined human capital’ (de Bruin, 2000:37) through Pacific education research in New Zealand. 

It is not surprising, therefore, to identify a distinct pattern or trend in the type of research that Pacific educators seem to have engaged in, not to mention (generally) the type of methodologies they have employed. Hence the title of this sub-section of the Review, which refers to the dynamic conceptualisations of culture which have been employed as research tool/ tool of analysis in their studies. What also needs to be signalled at this point is the general similarities in methodologies for the research that examines cultural difference at the interface of schooling – between schools and school processes, and Pacific learners.  The nature of this methodology, can be loosely described as ethnographic, or participant observation.

Helu-Thaman (1996) has theorised culture and diversity at the interface of Western education systems and processes which is very helpful in the development of an overall framework in which to locate this critically important yet complex relationship. She describes the inevitable tensions between groups (Pacific) which bring their own unique world view to formal schooling, which she argues is culturally specific in its origins. The consequence is that Pacific learners, whether in the Pacific or as minorities within a multi-ethnic society such as New Zealand’s, must operate within dual learning settings: that of their home cultures, and that of the school/formal schooling. It should not be surprising that these tensions exist, and express themselves as very real, measurable issues and problems. Helu-Thaman contends that education programmes which are not informed by an understanding of the socialisation practices of their students will experience problems with teaching and learning (1996: 13). She proceeds to describe and discuss Tongan cultural values which enlighten understanding of Tongan behaviour and performance, particularly in the arena of Western formal education systems and processes. In other words, Tongan concepts of education have become inextricably linked with Tongan cultural values.  More focussed discussion of both the cultural incompatibilities that may exist between Western education and Pacific learning systems, and how these may be alleviated, are provided for different cultural and educational  contexts by Dakuidreketi, 1995; Mugler and Landbeck, 1996; Nabobo, 1998 and Ninnes, 1998.

In short, Helu-Thaman presents the view that Western forms of knowledge and schooling are culturally specific and that educators play a critical role in mediating the interface between the different cultural systems of school and home for students from ethnic minority groups. She also strongly promotes the view that acknowledging and understanding different ways of knowing can enable the development of strategies to not only mediate but also to facilitate the achievement of learning goals and outcomes

At a broader level, Helu-Thaman (1996) identifies the core issue as being cultural incompatibility. But how can this be illustrated and demonstrated at the more practical levels of schooling and education? In other words, is there research that convincingly demonstrates these relationships between ‘Western’ or formal school processes and practices, and Pacific cultural ways of knowing and therefore relating to the world, education, and the school? In how these have impacted or affected learning and, even more importantly, achievement? Research that does this will be likely to win the practitioner over and persuade on-site educators and decision makers to evaluate and critique their practice.  

Fusitu’a and Coxon (1998) present and discuss findings of research conducted In an Auckland school by Fusitu’a in 1991. She studied the progress and development of a Tongan homework centre, which can be described as a community or more precisely, a parent initiative. Despite an initial lack of cooperation from the secondary school that their children attended, the parents (with the help and support of a Tongan community worker) established a weekly homework centre, with Tongan tutors. Fusitu’a took on a participant observation researcher’s role, conducted semi-structured interviews with parents, observed students and their interactions with tutors at the homework centre, conducted a student questionnaire, and interviewed a number of the teachers at the school.

In the paper, the writers attempt to make readers aware of the unique way of knowing that Tongan parents had – a unique way of knowing that they had brought with them to their new homeland when they migrated. Reference to Tongan culture, and the social, political and historical contexts of education in Tonga was made in order to do this (Fusitu’a and Coxon, 1998).  Contemporary understandings and the historically developed expectations of schooling that the Tongan parents (all who had been educated in Tonga before migrating to New Zealand) had brought with them are explored. Such an understanding enables the reader to more fully appreciate the motivations of the parents for the homework centre and the way it was structured and functioned and organised. 

Ways of knowing for indigenous groups could well provide the conceptual framework for appropriate and potentially successful strategies that will promote educational equity within the multiethnic context that is Auckland, in particular, and New Zealand in general. 

This study not only explored Tongan parents expectations of New Zealand secondary schooling, and the aspirations they held for their children, it also examined Tongan students’ perceptions of their school experiences. An important overall conclusion that the writers have made is that the concept of culture is implicit when theorising the academic performance of minority group children within multi-ethnic societies, and it is essential that this be conceptualised to reveal culture’s dynamic nature – the school’s and that of the learners’.  

 4.
Pedagogy

For a long time, the only study that could provide a comprehensive, theorised in-depth analysis of what could be happening at the New Zealand ‘chalkface’ for Pacific students was Jones’ seminal work, At School I’ve Got a Chance (1991). It can be argued, however, that this is a dated piece of work given that the data for it was gathered some 15 years ago, in the mid 1980s. The education system has experienced profound policy and structural change since then. The study is also limited in that it examined the classroom experiences of Pacific and Pakeha girls. 

The methodology employed no doubt accounted for the depth and quality of the results of the study. The researcher participated within the school life, particularly the classroom experiences, of two different classes for four terms, three days a week.  This period of time saw her associations with the students move from their fourth year through to their fifth form year. She participated and observed what could be described and criticised as a relatively small number of students – 19 Pacific, and 12 Palagi. However, it can be argued that the quality and depth of the data are the potential rewards for the ethnographic approach to research.

Keeping these all considerations in mind, this ethnographic study provided fascinating insights into, and theorised explanations of, the interactions between teachers and students in the classroom.  Jones was able to demonstrate how teaching and learning processes in the classroom advantage some students and disadvantage others, and that this occurs along class/ethnicity lines. Clear connections were made between the nature of these interactions, their pedagogical implications and student achievement levels. In other words, formal schooling consists of cultural processes which are incompatible with the different cultures and ways of knowing of subordinate social groups. An important part of her analysis is to show, however, that both schools and students are active participants in these processes. Several of the study’s key ‘non-conclusions’ (as described by Jones), are:

· students have an effect on the forms of teaching and learning that occur in the classroom;

· teaching is implicitly a cultural and political process, where the interactions between teacher and students do not necessarily benefit all students. In this study, these particular forms actively disadvantaged Pacific students;

· The qualifications or credentials that students seek to gain from their schooling experiences are not necessarily earned on the basis of ‘ability’ – rather (and this is significant in terms of the over all ‘cultural difference’ argument of this section of the Review), success in school is dependent on familiarity with the dominant culture.

Interesting reviews of Jones’ book include those by Fairbairn Dunlop (1991) and Nash (1992).

It took more than 10 years from the time of Jones’ research before further comprehensive school-based research, with Pacific students as its target group, was conducted. This was by way of an independent study, by Hawk and Hill (1996, 1998, 1999) that has run alongside the Ministry of Education’s AIMHI (Achievement in Multicultural High Schools) project, which was established in 1995. The methodology and scope of the research are very different from Jones’. The overall aim of this project is to raise achievement levels of students in eight low decile urban schools with very high ratios of Maori and Pacific students. In the initial Phase of the study, more than 900 students participated in group discussions. Interviews were conducted with most of the staff of each school, Board of Trustee members and a representative selection of parents. A broad range of factors was investigated – not just classroom interactions, or classroom based issues. These baseline data were gathered over a 12 month period. 

Some of the general findings of this Phase One study include:

· Pacific students within the study have had to develop strategies for coping with the conflicting values and expectations of the ‘worlds’ they live within, namely that constructed by significant social groups such as – the family, their cultures, the school, church, peers and for older students, the world of part-time employment or work.  

· The primary or most influential authority figures in students’ lives, from these different spheres of interaction, are more than likely to have limited knowledge let alone understanding, of these other ‘worlds’ or spheres of influence. 

The broad range of factors that they investigated can be grouped together and these are:

· school communication with parents

· students being in a teachable state 

· teachers with  qualities and skills to help learning and achievement

It is this last grouping that provides extensive description and discussion on the practical teaching and learning issues for Pacific students in these schools. Hawk and Hill maintain that:

While it could be argued that they are qualities and skills that any fine teacher in any school would have, the teachers in schools with high proportions of Pacific Island and Maori students are able to apply these qualities in a special way that acknowledges and respects the backgrounds and experiences of these particular students (1999:3).

The most recent research report (Hawk and Hill 2000) arising from the 1996 baseline data on AIMHI schools, focuses on actual teaching practice. In responding to the research aim of identifying effective teaching and learning strategies used in the classrooms of AIMHI schools, the researchers observed 100 lessons involving 89 teachers and 1,645 students across the range of subjects and year levels. Interviews with the teachers observed and group discussions with students were also undertaken. The research questions which guided the study were: 

· what are the most effective teaching practices observed in the eight schools?

· What are the key features of these good practices?

· What factors hinder and enhance good teaching and learning practices?

· How can schools facilitate more effective teaching practices (2000:8).

The wealth of data provided in this extremely interesting and useful report are presented and analysed clearly and informatively. The implications for policy and practice in areas of teacher recruitment, performance and professional development are clearly spelt out.  

Other studies that examine classroom interactions include an interesting study currently in progress in Christchurch. What also makes it of interest is that it is being conducted by a Samoan researcher, in a location other than Auckland and employs the same ethnographic approach as Jones did, but in this case as an ‘insider’ ethnographer. Insights to the study can be gleaned from the researcher’s conference paper presentations. An important focus of the study is the inter-relationship between Samoan students’ socialised dispositions and their learning strategies (Silipa, 1999). He has been working with a group of 15 Samoan, senior secondary students and goes into school and classrooms three times a week, observing classroom interactions. Unlike Jones’ study, interviews with parents are included along with those of students and teachers. An earlier paper (Silipa, 1998), entitled Cracking the Coconut Mentality, explores the means whereby the ‘inferiority complex embedded in the minds of Samoan students in relation to their participation in academic activities’ (1998:2) can be overcome. 

Another recent study employing ethnographic methods and intent on giving Pacific students a ‘voice’ is that of Bell (2000). In her wish to avoid complicating her focus on teaching and learning factors, by needing to address socio-economic issues, she selected six participants, all of them girls, who came from professional homes and were academically capable. They were all also in either their first or second year on a secondary scholarship from their home counties in the Pacific.  Through a series of interviews with the students over the space of a year, she hoped to describe the girls’ experiences ‘… as they saw them’. She also interviewed teachers. Both the research process followed and the findings are interesting and useful in identifying ways in which teaching and learning styles may both facilitate and constrain educational outcomes for Pacific students.

Based on a qualitative study of 81 Pacific learners on TOPS programmes, many of them teenagers who had not achieved well at school in terms of formal academic qualifications, a study by Pasikale (1999) concludes that Pacific learners have a range of preferences when it comes to learning and teaching processes. As is standard of good practice, regardless of the ethnic background of the students, individual contexts should be taken into account when determining the teaching and learning processes that teachers will employ. Teachers need to be wary of applying blanket assumptions of Pacific Peoples as ‘ group learners, shy participants’ and non-performers’. As for the relative effectiveness of Pacific teachers, Pasikale is of the view that what is of greater importance for academic success is teacher empathy not ethnicity. Students in her study valued educators with empathy, who ‘cared’ about the whole person.

The research article published by Fusitu’a and Coxon (1998), while not classroom based or directly school based, is of interest in terms of pedagogy because of how it details the nature of teaching/learning interactions in a homework centre in which all students and all tutors were Tongan. Students identified the learning benefits for themselves because of the tutor’s bilingualism (explanations of key concepts in Tongan to develop understandings) and the culturally based styles of their interactions, which seemed to ‘fit’ smoothly. Parents also were pleased with the relationships, and expressed the belief that Tongan teachers are able to bring the home values into the school, especially regarding expectations of behaviour.

White and Grey (1999) describe their research into the development of a particular culturally infused learning environment within an Auckland school with a significant Pacific population (13%). In this very culturally diverse context, it is the intention of the writers to identify the effectiveness of the school’s efforts to produce “a culture of respect”, one which also maintained high standards of teaching and learning. The discussion of role of teachers in providing a “climate of respect” in the diverse urban classroom is interesting in that specific examples are cited as to how this can be done and why it should be. Although they do not focus specifically on Pacific students, it could be a useful source of information for educators responsible for contexts wherein Pacific students are located. It must be remembered that many Pacific students are to be found outside schools which are predominantly Pacific.

From beyond New Zealand is an Australian study of interest (Singh 1999; Singh and Sinclair 2001). This reports on pedagogic work being by Samoan paraprofessionals to enhance communication between secondary schools and lower socio-economic communities in Queensland. It engages in debate about the interaction of pedagogy, social class and cultural difference. The key issue is the similarities and differences in the forms of symbolic control which exist within the home, the church and the schooling contexts. Singh makes some recommendations of pedagogic structures which may assist Samoan students with “border crossing” between school and the home or church. One of the suggestions includes the incorporation of community forms of symbolic control into the school setting to enhance the transition between home and school. This would require the educational workers (and teachers) to engage in critical thinking about the various forms of symbolic control that students experience.

5.
Language

The provision of Pacific languages at secondary school level is of considerable interest to educators for a number of reasons, a primary one being for language maintenance (Fetui and Malakai-Williams, 1996; Franken 1999; Shameem, 1999; Davis, Bell and Starks , 2001). Given that there are a number of Pacific nations which have more of their citizenry living within New Zealand than within the home island nations themselves (Cook Islands, Niue and Tokelau), the issue of language loss across the generations, particularly in terms of those who are New Zealand-born and raised, is very real. In a report on a pilot study carried out in the second half of 1999 of languages in the Manukau region (estimated to contain one-third of the Pacific population in New Zealand), Davis, Bell and Starks (2001) report that:

… the different Polynesian languages spoken in this region are in different states of health …. Although Samoan and Tongan remain very robust at this time, the census data shows these languages are already beginning to move down the path of language loss that CI Maori and Niuean have been taken for two generations’ (2001:12).

The researchers go on to state that language loss within these groups in New Zealand, is a serious cause for concern given that the status of these languages may also be insecure within the home islands.

Many argue that New Zealand secondary schools have a definite role to play in maintaining Pacific languages. Samoan is now a senior secondary school subject and has been a School Certificate subject for two years. The process may be long and complex but other Pacific languages, such as Cook Island Maori, are expected to follow the same pathway of development (Davis et al, 2001). Pacific Early Childhood Language Nests, bilingual units within primary schools, and secondary sector opportunities to do courses and earn qualifications in Pacific languages, collectively have the potential to arrest and even reverse language loss trends. But this is not the only value of Pacific languages within the secondary context.

Maintenance of Pacific languages is important for ‘…the self-esteem, confidence and identity of Samoan youngsters, as well as making them appreciative and aware of their cultural heritage’ (Fetui and Malakai-Williams, 1996:234). The majority of the interviewees in the Davis et al study of languages in the Manukau region ‘emphasised the importance of their language in relation to their identity as members of … Pasifika communities’ (2001:12). The added advantage of learning and maintaining one’s Pacific language is its use as a vehicle for transmitting cultural values, understandings and beliefs that are unique to the culture concerned (Hunkin-Tuiletufuga, 2001). Moreover, there is the role of language in the development of ethno-linguistic vitality, which ‘provides a conceptual tool to analyse the socio-structural variables affecting the strength of ethno-linguistic communities within inter-group settings’ (Fetui and Malakai-Williams, 1996: 229). In other words, speaking and maintaining one’s own language plays a very important role in an ethnic group’s social survival within a multi-ethnic context, particularly if that group is an ethnic minority.

It has also been documented that migrant Samoan parents have in the past not considered the Samoan language to be of educational value within the context of schooling, particularly in terms of its potential economic value for themselves as New Zealand residents (Fetui and Malakai-Williams, 1996; Hunkin-Tuiletufuga, 2001). Parents were often of the view that proficiency in the English language was the key to academic success and that speaking Samoan to their children at home would be a serious disadvantage to them. 

Hunkin-Tuiletufuga cites research to support his contention that rather than being a hindrance, there are clear advantages to the active nurturing of their languages within the home, which will have positive benefits for them in terms of their academic learning.  

Finally, there is the role of language in bridging the cultural divides within the Western schooling inter-face, and improving the academic achievement levels of Pacific learners. Hunkin-Tuiletufuga (2001) points out that schooling in New Zealand is Westernised, and the general curriculum is ethnocentric. He argues that the poor achievement rates are a consequence of Palagi or Pakeha culture that is  ‘interwoven within the way schools are organised and run’. As language is the ‘key value’ of culture, then schooling is culturally laden because the language of instruction is English. When the language of the home is a Pacific one, then there is a ‘serious mismatch here between the cultural capital of the home and the school’ (2001:66).  He advocates the following solutions: the provision of bilingual classes, more Pacific teachers, education programmes for parents, the inclusion of more Pacific languages within school management, and so on. 

When Hunkin-Tuiletufuga analysed the educational role of Pacific languages, particularly in the form of bilingual education (2001), he cited research that demonstrated that well-organised bilingual programmes and classrooms (in this case Samoan ones) enabled students to develop a strong sense of identity, self-esteem as well as achieve academic success. But despite such evidence (in addition to overseas research), '…whether our languages get taught or not, it is till to a large extent dependent on the whim of gatekeepers within the dominant culture' (2001:204).

Of interest here is the research conducted by Soa (1999) which analyses the different ‘levels’ and factors which influenced the development of New Zealand’s Gagana Samoa Curriculum Statement. In doing so, she examines key education documents and, through interviews with key people involved, she gives a ‘peoples’ perspective’ of this significant development in New Zealand education.

6.
Curriculum

Some very interesting subject-based research explores the relationship between Western curricula and the Pacific learners who endeavour to develop mastery of the key knowledge and skills of these specific subject areas. Maths, interestingly enough, has been one such curriculum area in the Pacific contexts of Tonga and Fiji (Koloto 1995; Bakalevu 1996, 2000). In a conference presentation in 1996, Bakalevu discussed under-achievement in Maths in her homeland of Fiji. Her study, an investigation into the effectiveness of a maths unit that was built upon students’ cultural experiences, examined what she described as the ‘relationship between culture and mathematics’. The objective of her research was to explore the mathematical possibilities within a ‘Fiji-centric’ paradigm and ‘practices of culturally relevant pedagogy’. Her conclusion is that educators must ‘know more about indigenous mathematics so that we can build effective bridges to the new mathematics we are trying to teach’.  Her argument provides subject specific support for Helu-Thaman’s contention that formal schooling and Pacific learners are a meeting of incompatible cultures. Bakalevu states that mathematics and science, are not accultural, ‘objective bodies of truth’; rather, they are certain types or kinds of cultural knowledge. She maintains that educators must consider that ‘mathematical ideas, like others, are humanly constructed’ and presents a number of fascinating examples of indigenous math skills. 

Another Pacific educational study which has examined maths as a specific curriculum area is Lauaki ‘s (1996) study of the ‘Cultural contexts in mathematics education’. This study was at a less complex level of analysis, given that it was to meet the requirements of a post-gradate diploma rather than a masters thesis or doctorate.

What of mathematics related research for other Pacific groups? Is it possible to learn and understand maths more effectively with the help of a Samoan-centric paradigm? Bakalevu made mention of science as a curriculum area. So an additional research question might be – what is the situation with research that considers the interface of Pacific learners with specific curricula areas, and with specific curricula, be it at the national or school level? And what of the migrant communities within New Zealand, where almost half of the population are New Zealand born, and more than likely have not been socialised into the indigenous forms of knowledge and practice? In other words, what can be learnt by an examination of Pacific student engagement and relative achievement, in specific curriculum areas? Do Pacific learners bring a mix of culturally-based knowledge to their study of say maths? Science? And could that mix include features or characteristics of  urbanised contemporary Pacific, traditional Samoan/or Tongan/or other Pacific ways of knowing?

There does not appear to be much in the way of curriculum -specific Pacific research in New Zealand. A study critiquing the New Zealand Social Studies curriculum includes a major chapter that examines the location of Pacific knowledge and experience within the national curriculum document for this subject area (Samu, 1998). This curriculum statement requires that at secondary school level, Social Studies programmes ​must include the Pacific as a setting, and students must have such a learning experience at least once over the two-year core programme (Years 9 and 10). However, Australia is included in the documents’ brief qualifying statement of ‘south west Pacific’, so it is possible that school-based programmes could omit specific Pacific studies in their programmes. 

Samu draws several conclusions from her analyses. Schools are open to developing Pacific learning programmes that are simplistic and stereotypical. The cultural and social diversities that are a vital feature of the communities within New Zealand (let alone the nations of the Pacific Region) are at risk of being rendered invisible due to the way ‘culture’ is conceptualised in the document. It is a conceptualisation which lacks vigour and dynamism. With the growing population of Pacific young people in schools, the students may be hindered in terms of what they learn about themselves and how they learn about themselves via the school-based Social Studies curriculum.

7.
Identity 

It is perhaps to be expected that those who have closely examined identity issues as they relate to the Pacific communities of Aotearoa-New Zealand identify as Pacific themselves. As mentioned earlier, the studies which have focused on identity have not necessarily been school based. But many invariably take into account the schooling experiences of the participants, and reach general conclusions about the role of the education system of this country with regards to identity formation issues for Pacific 'youth'. Youth, or the impressionable experiences of youth, are the main focus of such studies. 'Youth' can be interpreted rather broadly and be inclusive of adolescents through to young people in the early to mid twenties. 

Pacific researchers whose works have provided insights to the personal, social and political issues that surround 'identity' include Anae who has explored identity issues for New Zealand-born Samoans; (1995; 1998), and Tiatia (1998) who examined the tensions in the relationship between Pacific youth and 'the church', and used the voices of youthful participants themselves to describe these tensions. A further researcher in this area is Tupuola (1993), whose earlier work included an analysis of cultural identity and its relationship to school performance, and in subsequent works (2000) has examined the issues related to what can be argued to be a more specific aspect of identity development, that being the development of sexuality for young Samoan women. Other researchers have also explored specific aspects or issues of identity, such as Hunkin-Tuiletufuga, who has analysed and discussed the role of Pasifika languages, while Macpherson, Spoonley and Anae (2001) have edited a fascinating volume entitled Tangata O Te Moana Nui: the Evolving Identities of Pacific Peoples in Aotearoa New Zealand, which considers a range of identity issues (for example gender, sport, religion).

However, although there exists a growing body of research on identity issues, it would be understandable if some educators from the secondary sector of education were to ask how this research could inform policy and practice at the interface between Pacific learners and their teachers. In other words, what is the importance of identity to successful learning?

Research conducted by Anae (1998) and Pasikale (1999) clearly identifies the existence of different groups or 'types' of Pacific young people. Pasikale called these identity profiles - and described them as I) traditional, ii) New Zealand blend and iii) New Zealand made. In other words, these profiles were made on the basis of the extent to which the individual Pacific youth participants could relate to the cultural traditions and practices (including language) of their parents and / or grandparents. Pasikale describes the 'interests and issues' of New Zealand born Pacific people as being of 'critical' importance because of the high proportion of Pacific communities in Aotearoa who are 'New Zealand born'. The problem then, as she states it, is:

 … the images, information and stereotypes about Pacific Island people are rooted in assumptions based on the images of 'recent island migrants'  … [consequently] … the displacement of the majority Pacific learners, especial in the formal educational establishments. By this I mean the assumptions (mostly bad) educators make about New Zealand born Pacific Island learners, who either fail to meet expectations or worse still, float by without any expectations or demands on them because of some misguided liberal attitude (otherwise known as the 'soft option’). Either way, human potential is not recognised or developed (1999:5).

She goes on:

… suffice to say that 'identity' is a critical issue for many Pacific Islands learners, and understanding the issues can mean the difference to our positive cultural continuity and the alienation of a generation more comfortable with other forms of sub-culture. It can also mean the difference to continued academic failure and educational success based on the realities of future Pacific Islands generations. I have come to appreciate that 'identity' is not a static product but a process of constant navigation, based on a core of convictions that provide a foundation for self-acceptance (1999:6).
Educators must recognise the nature and extent of intra-group diversities; they must take a more pro-active role in becoming aware and informed of these, and acknowledge the cultural bias inherent within the structures of New Zealand's education system. Having done so, such educators would creatively consider their own practices in terms of how to bridge the quite complex cultural and social gaps, or mismatches that exist. 
8.
Community and School Relations

The final theme or dominant thread in the literature that is based on or relevant to the secondary sector, deals with the relationship that schools develop with their school communities, particularly the Pacific families who make up a part of their school communities. 

One of the visions of Tomorrow's Schools was the greater involvement of parents with their schools, and schools being more directly accountable to the communities they are meant to serve, the parents and families of their students. Some Pacific educators drew hope form this vision, only to be disappointed with the realities. According to Foliaki: 

I was really supportive about Tomorrow's Schools giving greater power to communities in terms of their schools. I was very much involved in going around to school meetings to explain what that meant to Tongan parents. But I came across a problem which is perhaps specific to Tongans as the most recent migrants. Parents saw the importance of being involved but they didn't have the language skills to take part. It was simply unrealistic to expect Tongan parents to turn up to board meetings. So it was actually a bit sad, because the parents wanted to be involved, but they often didn't have the skills to (1993:107).

The barriers to effective participation were not confined to Tongan communities. This was all too clearly a problem for those schools with predominantly Pacific students and hence school communities. These tend to be decile 1 schools, and the lack of fluency in English was not the only barrier to the effective participation of Pacific parents on governing Boards of Trustees. Such school communities invariably had severe limitations in terms of the professional skills and expertise (not to mention confidence) that parents had to contribute. It was not unusual for principals in decile 1 schools, with high proportions of Pacific students, to be in the position where they were required to explain processes and procedures to parents, for many of whom English was a second language. 

Pacific parental involvement at other levels of school administration and management has also been considered to be problematic. The former Chief Review Officer for the Education Review Office alluded to this when she asked why Pacific parents were not expressing greater dissatisfaction with the performance of schools and education (Aitken, 1996). She referred to research that indicated that of the Pacific parents who participated, only 6 % expressed dissatisfaction in the quality of education that their children were receiving. Given that the overall Pacific achievement rates had up until that point, not improved (‘despite developments'), her fairly blunt challenge to Pacific parents was that they needed to set higher standards for themselves and ask question, challenge the system and expect more from the providers. In her paper, she advocates that Pacific parents 'ask questions until the answers come and are understandable' and states that: 

… parents who don't ask, who are easily satisfied, who let their natural good manners and respect for authority overcome their duty to their children, are putting their children at educational risk (1996).

Aitken's comments can easily be interpreted to mean that, in her view, Pacific parents are accountable to a significant extent for the lack of academic achievement of their children. This view is largely upheld in a study by a Tongan researcher (Mafi, 1998) on the factors that assist or hinder Tongan students’ educational achievement in Auckland schools. Mafi concludes that home and community play a key role in obstructing Tongan students’ academic progress and proposes collective community responses in dealing with the ‘cultural deficits’ he perceives. Schools and teachers are almost totally absolved from responsibility for learning outcomes in this study.

Aitken outlines the ideal way for parents to relate to schools - and categorically states that Pacific parents cultural values are a barrier to their developing more effective ways of relating to the school, or being part of a school community or body that the school will respond to. Her statements are a very effective example of the very Western cultural values that underlie the processes of education in this country.  Another example of an opposing cultural value is her definition of schooling and her explanation for the purpose of schooling:

Schools are mainly for the minds of young people. If schools are not doing this, then no one should be satisfied. Schools are professional organisations which should teach children to think, translate their thoughts into spoken and written words, into math calculations, into music and art and all the imaginative creations of their hands … students should be taught how to use this knowledge, solve problems, get more knowledge, to become skilful in all sorts of activities (1996)

Contrast this view of the purpose of schooling and education with Helu-Thaman’s explanation of the Tongan view of education (1996) and Samu's autobiographic account of the socialised purpose of education (1998). If New Zealand educators, especially those in key decision-making positions, have such different, culturally-based views and expectations of schooling and the role of parents, where does that leave parents?

Several studies have provided concrete examples of ways that schools have endeavoured to provide pathways to participation for the Pacific members/ parents within their school communities. One such example has been the highly successful, and well-received initiative, the Pacific Island School Community Liaison Project. A number of brief paper presentations about this initiative in the Wellington area were made in the 1999 'Educating Pasefika Positively Conference’. The strengths of these cluster-based projects appear to be the multi-level approach. A liaison officer, of Pacific background, is selected and works with a cluster of schools, from early-childhood in some instances, through to secondary. Links are made with parents of students and a number of activities established - homework centres, teacher aides, and so on. Establishing self-sustaining parent support groups is quite a challenge. 

The AIMHI Project (1998, 1999) is another initiative which has enjoyed a measure of success with developing structures and pathways for greater parental involvement. One of the advantages appears to be the time factor, in addition to being relatively well resourced. Some of the ways that parents have been involved and informed, has been:

· the development of an information booklet about school procedures and processes, written and published in the main Pacific languages

· advertising of the booklet as well as other school activities and events via Pacific radio stations such as 531 PI

· a community conference (although turn out of parents was not ideal)

· parents meeting as cultural groups, e.g. Samoan, Tongan (rather than as a broad Pacific group)

· the establishment of focus groups of parents and community members for each of the participating schools

There have been a few ethnic-group specific initiatives which have been illuminating such as the efforts of an integrated girl’s school to improve school-community communication with the families of its Tokelau students (Henderson, 1996). In early 1992, the school expressed concern for the poor academic achievement levels of its Tokelau Pacific students.  It recognised that a number of cross-cultural issues existed, namely: that Tokelau parents traditionally did not have a role in the academic education of their children, and this could account for the reasons why Tokelau parents did not come to the school, or provide the kind of practical learning support in the home that teachers expected; and that many teachers did not understand the cultural obligations that students had in relation to their families and communities. The school was also sympathetic to the position that the students were in - that they were attempting to operate within two very different worlds. 

With the assistance of a Tokelau parent, a special seminar was held for parents and staff on a Sunday. This was feasible, and logical given the religious nature of the school. The language of communication for the seminar was English and Tokelauan. Parents were able to articulate their culturally based expectations of the school and its role.  Practical ways that parents could support their daughters learning were outlined - for example having a quiet place for study, the importance of explicit encouragement and support, and so on.  All in all, ten Sunday seminars were held over the 1992-1993. Over 100 people became involved - this included family members, and staff. The families would meet at the school, celebrate mass and have a shared lunch in addition to the seminars. 

Other activities were developed. Parents were rostered to come into the school at lunchtimes on a regular basis. A study group was set up, which met twice a week. The school paid for a suitable tutor, and parents organised transport, using the school van occasionally to transport students home. Teachers, in the classroom, worked on new approaches to teaching. There was 'heightened monitoring' of student progress. 

As a consequence of families more active involvement, the students achieved higher results in external exams that the previous year, and above the national average for Pacific students. Henderson's main conclusions are that continued success is a matter of maintaining school/home channels of communication and interaction; that what occurred was a 'normalising' of two very different worlds; and that the previous control that the students had over the communication between home and school (e.g. newsletters that were not delivered) was reduced with the greater involvement and direct contact that parents developed with the school.

Other examples of studies which examine the ways a relatively small number of people or parents from a specific ethnic group have developed relationships with a school in the interests of their children's learning needs include: Fusitu'a and Coxon (1998) who examined the uniquely cultural ways of developing a homework and study group for Tongan students; and Manuatu (2000) who also explores the operations of a Tongan homework centre as well as providing a fascinating account of the pedagogical implications and value to Tongan parents, teachers and students involved in secondary schools Polynesian festival.  MacIntyre (1999) has explored how a group of Tongan mothers perceive their participation and contribution to their children's education. This is also very insightful, in that the mothers believed that they did contribute in a very significant way to their children's education, but it was in a more generalised way, to 'education' rather than to the school in particular. For example, the mothers in the study believed their roles as mothers were to ensure religious grounding and values, as well as to emotionally orientate their families. Parents involvement was less direct, less intensive and les intimate with schooling and so they did not have a clear idea of what went on in secondary schools in particular.

It seems apparent that a significant amount of time and commitment is involved in the effort to provide parents with the opportunities to become more involved with the school and their children's education. Translations of printed materials from the school to the various communities appears to be an important feature of enhancing communication between the Pacific home and school. Time as well as costs (for example, translations) are important factors. One would need to ask if all schools who desired to improve community links were in a position to afford some of the costs involved. 

Research that tries to evaluate and critique these various community efforts in a comprehensive manner appears to be limited. However, those studies which were able to build on shared cultural understandings, and which employed ways of relating and operating which were unique to the particular ethnic group, seemed very successful in terms of parental participation rates and commitment, and in the longer term, academic achievement rates for students.

9. Recommendations for Further Research

The following research questions are put forward as possibilities for further research in secondary education for Pacific students: 

· What are the processes of subject choices at senior secondary school (national qualification levels)? What are the different ways schools provide choice? 

· Which teaching and learning strategies, if any, do Pacific students respond to most? What are some examples of ‘best practice’? What works across different subject areas?

· Which Pacific students (ethnic group/gender) are succeeding and which are failing? Is success or failure something that applies to all learning areas or are there areas in which a particular learning style and how it is measured makes a difference? 

· It is reported that many young Pacific people who have achieved well at primary and intermediate levels fail to do so at secondary. Is this the reality for significant numbers of students? If so how soon after transition to secondary school does this ‘slide’ begin? What are students/teachers/parents perceptions of the causes?

· Does bilingualism enhance the performance of Pacific students in New Zealand secondary schools?

· What are the features of successful school-community initiatives? How is their success measured? Are parents becoming involved to the extent that they are taking ownership of the initiative, and providing the energy and commitment to maintain it, independent of a school-based representative? 

· Recent BOT elections have seen an increase in the number of Pacific  representatives. But how many are there? What types of schools are they located within? How are they finding the experience? Are they participating in full? If not, why not?

Matrix
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CHAPTER FIVE: TEACHER EDUCATION

1.
Overview

An integral component of the schooling process is the work of teachers. Teachers in New Zealand early-childhood centres and schools play a huge role in the teaching and learning of Pacific children. The Ministry of Education has emphasised the importance of having effective teachers who can make a real difference for Pacific children. A significant initiative in this respect, as described in the Pasifika Education Plan (2001), is the implementation of the Pacific Teacher Supply Strategy. 

Increasing the number of Pacific teachers is by no means the only way of increasing the number of teachers with the potential for effectiveness in classrooms with significant numbers of Pacific students, however. According to the results of a qualitative study of Pacific learners on TOPS programmes (Pasikale, 1999), it is teacher empathy, not necessarily teacher ethnicity, that is critical for successful teaching and learning. Many Pacific students know that having a Pacific teacher does not ensure their success as learners. Rather, it is having good, or effective, teachers.

In this chapter, 'Teacher Education' refers to the institution-based preparation of individuals for the profession of teaching children in the early-childhood, primary and secondary sub-sectors of education. Until the early to mid-1990s Colleges of Education were the only teacher education providers in New Zealand. Since then, other tertiary institutions such as universities, technical institutes and even private training establishments have entered the arena and have become teacher education providers. Most teacher education providers are located in the main urban centres of New Zealand. Also until a few years ago, pre-service training was their primary focus. Now, however, institutions can, and do, provide teachers with in-service and post-graduate opportunities of professional and academic development. 

Given this very broad contextual sketch of the delivery of Teacher Education programmes in New Zealand, and the Review's focus on Pacific education, one might expect to have found research examining early-childhood, primary and secondary pre-service and in-service teacher education programmes in terms of the following: 

· the participation rates of Pacific teacher educators, student teachers and in-service teachers;

· the achievement rates of Pacific participants in these programmes; and

· the provision of courses to enhance teacher ability and effectiveness in meeting the learning needs of Pacific children in New Zealand centres and schools.

It was found, however, that the research and critical analyses to date is very limited. But this is not surprising, given that those who are most likely to push for and initiate research that examines the relationship between teacher education programmes and Pacific education are those who are most committed, or have a vested interest; that is, Pacific teacher educators and their non-Pacific colleagues who share this commitment. The number of Pacific staff in teacher education programmes is also limited and, even more importantly, the pool of Pacific teacher educators who have the research skills and expertise to design and conduct such research is even smaller. It is not being suggested that such research is, or should be, the sole domain of Pacific educators and researchers, but most of what has been done to date has been generated from this group.

Of the research and critical analyses that have been done, two providers (located in Wellington and Auckland) have conducted studies specifically of Pacific students in their primary pre-service programmes (Dickie, 2000a, 2000b, 2000c; Mara et al 1996). Specific chapters and sections of three core texts for teacher education degree programmes (Coxon et al, 1994; Marshall et al, 2000, Carpenter et al, 2001) provide student teachers with an introduction to education issues for Pacific people. Also located were two recently presented conference papers (Mara, 2000; Helu-Thaman, 1998) both of them being scholarly treatise of the relationship between the curriculum (of teacher education programmes) and social and educational change, and addressing how social and educational gaps might be bridged. 
Beyond New Zealand, an Australian study examining student teachers' knowledge and attitudes towards Australian Aboriginals also has been included in this review. Its focus on examining mainstream or majority attitudes towards indigenous minorities within a power relations’ framework of analysis, was of great interest and relevance, particularly in terms of methodology. From the University of the South Pacific a set of six modules (Bakalevu, 2000; Nabobo, 2000; Sanga, 2000; Taufe’ulungaki, 2000, Thaman, 2000; Tupuola 2000) developed by six prominent teacher educators from the region are included. These were developed in response to a 1997 survey of curricula of teacher education institutions in the Pacific region, which identified the need to include elements of Pacific cultures in the teacher education curricula. 

The following chapter sections (2 – 6) discuss the research findings of these studies in terms of themes and issues arising. Although the studies themselves are few, the patterns and trends they identify can be clearly defined as follows:

· the focus on curriculum, on what is taught, and how this can prepare non-Pacific student teachers for teaching in diverse contexts or classrooms;

· the focus on curriculum and other institution based structures and processes, in terms of how to improve the success or achievement rates of Pacific student teachers;

· the shared identification of barriers to learning for Pacific student teachers; and
· the development of culturally inclusive teacher education programmes for pre-service teachers (it is assumed for all sectors). 

Further sections (7 – 11) extrapolate from the findings to respond to those research questions not dealt with in the discussion of themes and issues.

2.
The Need for More Supportive Institutional Structures
The two research studies undertaken by teacher education providers in order to identify the barriers to Pacific student teacher achievement produced similar findings. This is interesting in that four years and geographic location separate these studies, with the ACE study being reported on in 1996, and the WCE study in 2000. Many of the Pacific students in both studies reported that it was often a struggle to balance the commitments of family, community (including church or religion) and their studies. The Pacific student participants stated that their personal sources of support (e.g. family) were not always ideal - for some there was little or no support for their studies from friends and family outside the institution. Finances were a concern for many, with part-time work a part of the balancing act of commitments. 

In the Auckland study, Mara et al (1996) reported that on the whole, the primary pre-service Pacific student teachers that participated in their study were generally content and satisfied with their courses, and utilised the support services that were available to them. In terms of support for Pacific students teachers, the writers of this paper stated that: 

  
We believe that at this time, ACE as an institution, has put in place 

a range of structures, personnel and learning opportunities for Pacific Islands students  (1996:71).

These services and structures included: 

· A range of pre-service qualifications, including the Pacific Islands Early Childhood Council of Aotearoa (PIECCA), training graduates to teach in Pacific Islands Language Groups (PILGS).

· A range of post-service courses, including training for the then up-coming Framework for Samoan Language in Schools.

· The Pacific Islands Studies Centre, which has become a drop-in centre as well as a teaching and resource centre for students.

· The Pacific Islands Studies Centre had also increased in terms of status, becoming a Centre of Learning, with its own Head and budget.

· The increase of Pacific Islands lecturing staff across the college e.g. in the curriculum areas of Health Studies, Social Studies, Primary Education (BEd), Social Work, and Early Childhood. Most of these staff had pastoral care roles with Pacific students.

· The Student Learning Unit, with Pacific and Maori tutors and staff.

· Courses such as Pacific Islands Studies.

· The 'very extensive and comprehensive Pacific collection' in the College library.

· Opportunities to up-skill Pacific students abilities to access and utilise the library resources to support their learning. 

· Pacific students’ active participation in the College's student association, taking key leadership roles in this and other College-wide social and cultural activities. 

The writers also noted that Pacific students were becoming more assertive, but did not discuss or account in detail how and why this was so.  It can be inferred that this is possibly a consequence of the varied opportunities to socialise, be affirmed and involved and hence achieve, as Pacific students at this institution. In the WCE study, the Pacific primary student teacher participants suggested that the College could support their studies in the following ways:

· The provision of learning support workshops based on their needs.

· Grouping Pacific students together in classes (it must be noted that none of the study participants advocated classes of only Pacific students).

· The appointment of a Pacific Liaison person for guidance in a pastoral capacity - particularly for those times during the course that student need was greatest e.g. the first 6 months of the first year.

· The systematic establishment and organisation of peer support and study groups, again something that a staff member with liaison responsibilities could carry out.

· A physical Pacific meeting space, a room where Pacific students could meet, study and help to develop a sense of 'belonging' with the College.

· The development of a Samoan language class, so that interested students could have the option of teaching in bilingual classes.

In considering the non-institution based commonalities between both studies (i.e. the challenges of juggling competing commitments, the nature of support from friends and family for their studies), one could easily ask:  What role do teacher education providers have to play in terms of these apparently home or community-based barriers to achievement? Further to that, what can be done in terms of the institutional barriers and processes that students in the study identified? Dickie  (2000c) has organised his findings in terms of the implications for various organisational factors - tutors, class organisation, pastoral support, courses and the overall institution. 

3.
The Role of Tutors

When it comes to non-institutional based barriers to achievement, Dickie (2000c) makes a range of recommendations for tutors. First, that tutors ought to take the additional commitments and pressures of Pacific students into account when students seek extensions on assignments. He also identifies the need for tutors to consider the ways they present themselves to students. In other words, do they come across as caring and approachable people? This would seem to support the findings of Pasikale's study (1999), that Pacific students respond best to genuine, empathetic teachers. 

Dickie suggests that tutors need to be aware that for many Pacific students, there are significant culturally based constraints on the ways they engage and participate in tutorial or class situations. The learning styles of Pacific students differs from those of many Pakeha. The generalisation is made that for many Pakeha or Palagi students, educational processes focus on individual effort and achievement. Learning is ultimately an independent activity. This is why it is important for tutors to structure class based activities in different ways, including group work and cooperative learning strategies. By doing this, tutors would be meeting the need ' to provide opportunities for all to contribute' (Dickie, 2000c:13). 

Dickie makes several other specific recommendations for tutors, based on the findings of his study. These include the need for tutors to avoid making assumptions of their Pacific students’ willingness (and ability) to be in-house Pacific cultural experts, and called upon at will to contribute a 'Pacific perspective' in class discussions. This highlights the importance of not singling out Pacific students for public comment or criticism. Tutors also need to consider the language of instruction - particularly in terms of the explanations of key concepts and terms. The inclusion of synonyms would be very helpful. Instructions and explanations need to be 'clear and not ambiguous' (ibid). 

4.
Class Organisation and Pastoral Care

It is an established practice within some tertiary institutions in New Zealand (for example, the University of Auckland's School of Education), to provide Pacific only tutorials. These are provided in the belief that the students involved will find them a more comfortable and familiar environment within which to learn and ask questions. Mara (2000:1) describes the optional Pacific whanau groupings at the Auckland College of Education, which 'Most elected to go into….although a few individuals did not.' She goes on to describe her own feelings with regards to these groups:


I loved my PI groups because we could talk openly …. I felt on the 

same
'wavelength' with them … I think I was creating some culturally 

'safe' space for our PI students at the time (2000:2).

Interestingly enough, one of the implications of the results of Dickie's study (2000b) was that the Pacific students who participated in it did not favour Pacific only classes. They did favour classes where groups of Pacific students were a part of the roll. Being the only Pacific student in a class was not desirable. 

In the Wellington College of Education study, Pacific students identified the need for a Pacific Liaison person, one who did not necessarily have a teaching role with the students. Such a person could organise opportunities to participate in peer and study groups (presumably Pacific). From Mara's description (2000c:1-2) it would seem that Pacific staff members at the Auckland College of Education play an essential role in the pastoral care of Pacific students, especially those staff who are responsible for Pacific whanau groups. Given the more numerous Pacific staff at that institution (Mara et al, 1996), and the presence of the Centre of Pacific Studies, which also acts as a social, drop-in centre for students, it would seem that a Pacific Liaison person/role is not needed to the extent of the perceived need at WCE. 

5.
Developing and Delivering Inclusive, Critical Curricula

At some stage of all Bachelor of Education students' studies at ACE and at WCE, a compulsory course on Pacific education issues and concerns is taken. The overall aim of such courses is to introduce student teachers to the diversities of Pacific peoples in this country and examine strategies for teaching Pacific children. The added advantage for Pacific students, of having such courses, is that, ‘This makes links into their cultural capital, thus creating a support for their own learning’ (Dickie 2000c: 14).

The student teacher participants in the aforementioned ACE study were divided in their views on whether or not their institution made effective use of the cultural capital they brought with them:


…whether college has capitalised on the cultural and linguistic back

ground of Pacific Islands students bring to their courses; or whether, in their college courses, these outside experiences are ignored or rarely acknowledged.   (Mara et al, 1996:73)

Having Pacific knowledge and experience - both traditional and contemporary- institutionalised in the curriculum is indicative of the value that institution places on that knowledge; if it is 'in', it must be valid and legitimate (Samu 1998:10, 11). This can have a powerful, affirming effect on minority students. 

Increasing Pacific staff members within teacher education institutions is ideal but it must not be perceived as the only staffing issue to address when considering how to provide better support structures for Pacific students at this level. Dickie recommends institution wide staff development, to heighten awareness of: 


… ways of incorporating a Pacific perspective into other courses, 

through exploring appropriate pedagogies, including indigenous 

knowledge and resources, and including references to the large body 

of research on and by Pacific Nations people ( 2000c:13.)
A model for how a Pacific perspective might be incorporated into teacher education programmes is provided by the Institute of Education at the University of the South Pacific. With support from UNESCO a 1997 research survey was undertaken with the aim of determining the extent to which teacher education curricula in the region incorporated elements of Pacific culture in both content and pedagogy. The study was deemed necessary because:

Pacific approaches to education tend to impart knowledge in a holistic rather than fragmented way, learning is by exposure rather than in the abstract, and co-operative rather than competitive learning is encouraged. These educational ideas should inform the education courses offered, giving a wide range of alternatives to students (Pene, 2000:14).

Once needs were determined, six prominent regional teacher educators were invited to develop modules for publication and dissemination to all regional teacher education institutions. The first of these (Thaman, 2000) suggests and details ways of incorporating Pacific content and pedagogies in several subject areas such as language and communication, social sciences, expressive arts, sciences, maths and education studies courses. Four further module look at how cultural aspects, values and notions of knowledge can be included through vernacular languages (Taufe’ulungaki, 2000), mathematising (Bakalevu, 2000), human development (Tupuola, 2000) and the sociological foundations of education (Nabobo, 2000). All are concerned to demonstrate how the associated teacher education courses can include the exploration and examination of students’ own vernacular notions of education’s relationship with society, mathematising, language learning and, human development so as to enhance their learning while at the same time affirming their cultures and identities. The sixth module (Sanga, 2000) explores and outlines ways to include indigenous leadership styles in teacher education. Sanga argues that such a move would sensitise teachers to the cultures of the communities, hence better enabling teachers to bridge gaps between schools and the communities they serve.  Further important Pacific-based contributions to the debate on the importance of developing inclusive teacher education programmes through systematic studies of Pacific educational philosophies are those of Sanga (1996) and Teaero (1999).

The available research also points to the importance of teacher education providers having curricula and pedagogies that will enable Pacific student teachers to successfully complete their pre-service courses and receive the qualifications that they are pursuing (Dickie 2000b, 2000c; Mara 2000).

A further important finding is how teacher education programmes ought to address the gap between the Pacific traditional forms of knowledge and learning and Westernised schooling (Helu-Thaman, 2000). While the paper that draws these conclusions was specifically focused on teacher education provision in the island nation states of the Pacific, it can stimulate debate and reflection in terms of its relevance to the New Zealand context. Essentially, what is being promoted is the preparation of teachers who are able to create culturally inclusive learning environments for their students. 

6.
The Impact of Wider Policies on Pacific Students, their Communities and Pacific education

After discussing their study on Pacific primary student teachers at ACE, Mara et al (1996) present an argument for the need for teacher educators to take responsibility for monitoring the wider impact that policies may have on Pacific communities. They argue that teacher educators also have the responsibility for informing their students of the implications of these. According to them:

Our ability to exercise 'choice' will be directly proportional to the information we can access in order to maximise our educational choices in a highly competitive, individualist, capitalist society  (1996:74).

In such a philosophical context, the writers draw attention to the effect of institutional competition on Pacific educators within different institutions, and the real risks of being so caught up in 'institutional inwardness' that the cross-institution networking that takes place between Pacific educators is sacrificed. The 'market mentality' could be detrimental to 'previously forged cooperative relationships'. This point is reinforced by Coxon and Samu (1997). In explaining the role of mentor as a means of supporting Pacific studies within a newly established teacher education programme, they express the concern that ‘market forces do not supersede more human concerns, in teacher education delivery  

Baba (1999), in an address to the Pacific Association for Teacher Educators, drew attention to the need for teacher educators around the region to also address the implications of globalisation for the region and each country of the region.

7.
Target Groups 
The New Zealand research-based literature reviewed for this chapter has been mainly targeted on two groups of pre-service student teachers - Pacific primary student teachers or trainees (the majority of whom have identified as Samoan) and mainstream pre-service primary student teachers (Dickie 2000b, 2000c; Mara et al 1996; Mara 2000). Core texts with significant Pacific education sections or chapters, are utilised mainly by primary pre-service student teachers enrolled in BEd programmes.  

Academic analyses have been presented by Pacific educators at conferences where the audiences have included representatives of teacher education providers from New Zealand, the Pacific Region and others of international renown (Thaman, 2000; Mara, 2000c).  The target or focus of their analyses have been teacher educators with responsibilities for developing, delivering and assessing pre-service courses in which Pacific and mainstream students are enrolled. 
Surprisingly, given the fact that teaching is predominantly a woman’s profession and that gender issues have been at the core of education debates for the past two decades, no New Zealand research addressing the concerns of Pacific women as teacher educators or teachers was located. One very interesting study from the Pacific (Kedrayate and Schulz, 1996) has been included. Of particular interest is the ‘life history’ research approach employed. These researchers maintain that women teachers’ personal narratives should be seen as ‘primary documents’ for research purposes, describing the interview as a ‘discourse of reflection’ 

8.
Factors Impacting on Learning Outcomes 

Of the two studies which specifically examined barriers to learning, and factors for success, learning outcomes were measured in terms of students success in completing the course and achieving the qualification.  In general terms, the factors that impacted on these were:

· Home or community based:  the competing demands on time, energy and resources from family, church, part-time work commitments; the extent of family support; the hidden costs of the course e.g. transportation, texts and resources; basic financial pressures and concerns.

· Institution based:  the availability of specific learning support services; the pedagogical practices employed by tutors and lecturers; class composition; the way tutors interact with students and the nature of the relationships that they develop with Pacific students; the location of Pacific knowledge and experience within courses; Pacific staff- as lecturers and liaison personnel; the facilitation of a feeling of belonging, of place; preparation of students for future professional opportunities which may draw on aspects of their culture in the future e.g. working within bilingual classes. 

· The impact of wider policies:  government policies in the past which reduced training period for primary teaching qualifications from four years to three; student loan schemes; competition between teacher education providers and other institutions.

9.
Limitations of Current Research and Writing

Generalisability: It is difficult to draw more generalised conclusions on the impact, let alone contribution, of teacher education programmes within New Zealand to Pacific education as a whole, when current research and writing focuses on pre-service primary teaching. 

The majority of Pacific communities in New Zealand are located in Auckland and Wellington so it is unsurprising that the vast majority of Pacific students enrolled in teacher education programmes will be within institutions or providers in these cities. However, WCE and ACE, while historically the main providers, are not the only ones in either of these urban areas. We should therefore question whether the results of studies done to date are able to be generalised beyond the two institutions concerned.
Methodology: In terms of sample size, the ACE study was based on a sample of only 20 Pacific student teachers. One might have expected the sample size for ACE to be larger, given that there was a total of 39 Pacific students in the cohort. The students participated in a longitudinal study, where they were interviewed half yearly (after each semester). The researchers were reporting on the study's progress to date in their conference presentation. 

The WCE study, had a slightly larger sample, with 21 participants. It would appear from the article (Dickie 2000a) that the study had been completed at the time it was reported and critiqued. Given that Auckland has a much larger Pacific population (approximately 4 times that of Wellington’s), and the stronger emphasis on qualitative data gathering with the WCE study, the sample size for the WCE study seems sound. It was not clear from the WCE study how many students were in the Pacific cohort from which the participants were drawn although information on participation rates was provided as follows: 1996-11%, 1997-8.8%, 1998-7.8%, 1999-6.2% (Dickie 2000b:93).

The composition of each sample: Each sample can be disaggregated in terms of its ethnic and gender composition, in addition to the socio-economic background of participants, and whether or not they were recent migrants, or New Zealand born and raised. These aspects of intra-group diversities can be significant (Samu,1998), as they are an important influence on individual experience and world-view. (With such small samples (20 and 21), however, it must be acknowledged that such disaggregation is of interest only). 

In the ACE study, the students self-identified as Samoan, Niuean, Cook Islands, Tongan and Fijian. In the WCE study, the students identified as Samoan, Cook Islands, Niuean, Fijian and Tokelau. The majority of students in both studies were Samoan. This is not surprising given that nearly half of Pacific peoples in New Zealand are Samoan or of Samoan descent. Having Tokelau students participate in the WCE is an interesting reflection again of the geographic locational differences between Pacific peoples, given that more Tokelau people have settled in Wellington than in Auckland. Having established the ethnicities of the samples, the ACE study tended to generalise patterns and trends belonging to the collective, 'Pacific' group (with the exception of discussion to do with language, specifically Samoan). The WCE study detailed characteristics that related to whether or not they were migrants or New Zealand born (such as fluency with English, and the length of formal schooling experiences within New Zealand). 

Both studies omitted descriptions of gender, which was unusual. Given the dominance of females in the primary teaching profession, it can be assumed that most of the participants in both studies were women. Such details ought to explicated, as Pacific women (particularly older ones) often carry additional, culturally specific, roles and responsibilities within their families and communities (Mara, 1995). The families of younger Pacific women often have specific culturally based expectations of their daughters and sisters, that can influence their decision making behaviour           (Tupuola, 2000). There are also questions that can be posed regarding Pacific men, and how they experience a training programme in which authority figures and decision makers are predominantly women (for example lecturers, tutors, school based teaching associates). Might some of the male Pacific student teachers (possibly those who may be older, and recent migrants) have slightly different learning needs and challenges?

Detail regarding the relative ages of participants was not emphasised either, although mention was made of the single parent status of some of the participants and the additional demands that this placed. In short, the way that the studies were designed may not have enabled all possibilities to be examined. 

The scope of the research studies, when considered together was rather limited if a national perspective was desired. These studies were specific, and highly relevant to the individual providers which conducted them. There is no doubt that the information generated by the studies was invaluable to future programme planning and development, and hence the ability of the providers concerned to better meet the identified needs of their Pacific students. 

An Australian study referred to earlier in this section on teacher education (Reynolds, 1999) is a very useful for comparative purposes, in terms of its sample, scope and methodology. Described as a pilot study, and conducted at Edith Cowan University, it was intended as a pre-unit or course survey for 3rd year students, enrolled in a 4 year BEd course. Of the 128 students enrolled in the course, 91 (71%) responded to the survey. Both the sample size and response rate seemed quite rigorous and sound.

The student teachers who were about to take the course (and therefore responded to the survey) were from three different sectors: early childhood, primary and secondary. The survey gathered information of the respondents, thus it was determined that 84% of students were female. This is reported as “…in keeping with the fact that education students are predominantly female” (Reynolds 1999:2). 75% of the students were under the age of 25, and they were 'overwhelmingly of Anglo-Celtic cultural heritage'. More precisely, these students made up 84% of the respondents, with an additional 10% being of continental European heritage (albeit Australian born).  Aboriginal, Asian and other students were definitely under-represented, making up the balance of respondents at 6%. 

The study was a survey that consisted of three sections, and was intended as an investigation of student teachers' knowledge and attitudes towards indigenous Australians. Reynold's paper was described as an interim report on an uncompleted study which at the time of the report was largely a quantitative one. One could argue that the comparative strengths of this study is that it has sought and gathered far more specific information regarding the sample of respondents, it has a significant response rate, and it would appear to be replicable, in terms of its design. The New Zealand based studies by contrast were limited in scope. While they provided persuasive arguments regarding what teacher education programmes should provide in terms of Pacific education needs, how to evaluate the effectiveness of these courses was not proposed or presented.

10.
Some Key Questions arising from Current Research

· Are Pacific student teachers any different to others in terms of their learning needs? Is the research evidence persuasive in this respect? Has enough research been done to categorically confirm that this is the case? Or is there an over-reliance on anecdotal evidence? Is this what has been informing current strategies to increase the Pacific teacher supply?

· Are there specialist skills involved or required in being an effective Pacific classroom teacher? Or is being a well-trained Pacific teacher all that is required to make a difference to Pacific children? In other words, are there knowledges and skills in addition to the development of knowledge and skills that all teachers within a particular sub-sector must gain? And what role do providers have in preparing Pacific student teachers for their more specific roles and responsibilities as Pacific teachers?

· What of mainstream teachers? Increasing the supply of Pacific teachers will not detract from the influence of non-Pacific teachers and ultimately non-Pacific school-based decision makers. How is the preparation of these teachers, for the classroom diversities that they will encounter (especially in the main urban centres of Auckland, Wellington, Hamilton and Christchurch) going to be developed, monitored and evaluated? 

11.
Recommendations for Future Research

Given the current recognition of the importance of research-based teacher education, and the current limitations on what is available the following recommendations for further research are made: 

· A study of Pacific teacher educators in New Zealand – in which institutions they are located; what roles they undertake, which programmes they contribute to, their perceptions of their place within teacher education.

· A related study of current and recent Pacific teacher education students (ECE, primary and secondary) in New Zealand: which institutions they choose and why, which programmes they choose and why, participation and performance issues, where they go after training.

· Research into a) the particular knowledge, skills and competencies that Pacific teachers have, and b) the particular knowledge, skills and competencies that non-Pacific teachers of Pacific students need.

· A study of how selected institutions are preparing teachers (ECE, primary, secondary) for the diverse urban classroom, particularly those that may contain significant numbers of Pacific children. What are non-Pacific students’ perceptions of these programmes? How do Pacific secondary student teachers fare in these programmes? How do the schools employing students from these programmes perceive their preparation?

· Research into how  the anticipated outcomes of courses with social justice objectives should be measured. Also how should the achievement of preparing culturally inclusive teachers be measured?

Matrix
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CHAPTER SIX: TERTIARY EDUCATION

1.
Overview

The Government’s Pasifika Education Plan for tertiary education nominates as its focus ‘increasing participation and achievement, improving retention and encouraging higher levels of study’.  A recent report commissioned by the Ministry of Education, entitled Pacific Peoples and Tertiary Education: Issues of Participation, has as  its two-fold goal to gather qualitative information on the actual and perceived barriers to participation in tertiary education and training for Pacific peoples, and to explain the patterns of that participation. The project has a particular focus on understanding the experiences and concerns of Pacific communities, so as to inform future policy making aimed at addressing barriers to Pacific people’s participation in tertiary education and training. The study covers universities, polytechnics, teacher education institutions and private training establishments and recognises that the term ‘Pacific peoples’ contains considerable cultural and historical diversity that the research needs to address. Specific areas for the project to investigate include:

· current participation patterns and steps taken in different tertiary education institutions to identify and remove barriers;

· the views of Pacific peoples who have not participated in tertiary education and those who have participated, but have not completed their studies; and

· the views of a range of Pacific community members, including the families of potential students as to why some have succeeded and the barriers to students’ participation.

In terms of what will be reviewed here, the available literature falls into two main groups: the first addresses issues of access, in particular of secondary-to-tertiary transition, and barriers to participations; the second details and analyses students’ experiences of tertiary education. Within the latter group are a number of studies dating from 1973 addressing the experiences of Pacific students at universities, and two addressing the experiences of students in PTEs. No research addressing Pacific students’ participation in or experiences of polytechnics was located.  

The chapter also draws on the draft report of the study mentioned above in summarising what is known about Pacific peoples’ participation in Pacific education.

2.
Access 

Social and economic changes in recent years have led to increased emphases on such notions as ‘lifelong learning’ and ‘the knowledge economy’ and ‘the learning society’. These all highlight the need for a well-educated population in order for the desired social and economic development to occur. A further desire for an ethnically integrated and equitable society has led to increased efforts to raise the participation levels of historically under-represented groups in tertiary education.

Macpherson, Spoonley and Anae (2001:59-60) report that Pacific adults have only about one-quarter the rate of higher academic qualifications as do the adult population of New Zealand as a whole. MOE statistics tell us that enrolment of Pacific students in tertiary education in 2000 was 4.5% of all enrolments. Also that, whereas for total enrolments 51% were in degree or postgraduate studies, for Pacific it was only 37%. Only 7% of Pacific school-leavers go onto university compared to 21% of all school leavers (Pasikale and Yaw (1998). A key problem for Pacific people accessing tertiary education is that a far higher proportion leave school without minimum entry qualifications (Pasikale, 1996).

The table below (Anae et al, 2001) shows the highest leaving qualification of all school leavers (by ethnicity) in 1999. Pacific (and Maori) school-leavers clearly potentially start their tertiary education at a distinct disadvantage in comparison to their Palagi and Asian counterparts. The low level of qualifications held not only bars their entry into many programmes, but also restricts the level of programme into which they can gain entry.

Highest qualifications of school-leavers by ethnicity, 1999
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A study of interest in exploring the transition from secondary school to tertiary, and to the type of tertiary education accessed is that by Maani (2000). Her findings are of interest because, although she did not specifically address Pacific students’ transition to tertiary education, she did come up with findings that addressed issues for socio-economic groups within which Pacific peoples are disproportionately over-represented. Using data from the Christchurch Health and Development longitudinal study, she carried out an analysis of the determinants of transition to tertiary education of a cohort of 694 individuals at 18 years of age. The analysis in this study incorporated the effect of academic ability and academic performance as well as household economic conditions and school and peer effects. While it found that all these factors exerted an influence on young peoples’ decisions, that from a group with the same academic abilities those from families able to finance their education were more likely to continue to tertiary. 

The wastage of educational opportunity even when students are academically capable was the motivation for setting up a programme specifically aimed at facilitating Pacific secondary students into tertiary study. In 1993 the Pacific Islands Economic and Social Development (PIESD) Advisory Board responded to the concerns expressed from within Pacific communities, about the loss from the education system of capable Pacific students. In consultation with communities they designed a project aimed at providing the assistance needed to increase Pacific students’ access to tertiary education/training, to ensure their successful completion of the courses enrolled in and promote their entry into career- based employment. 

‘Project Achievement’ was initiated under the management of the Operations Division of the Ministry of Pacific Islands Affairs, based at Otahuhu in South Auckland. Three years later, in 1996 it had expanded from three schools and 81 school-leavers to nine schools and 419 student participants. An evaluation study (Coxon et al 1997) aimed to assess the effectiveness of Project Achievement in relation to its objective and specified outcomes. The evaluation research was multifaceted, incorporating both qualitative and quantitative methodologies: 

· Project documentation and statistics were investigated. 

· Using project data, a participant profile was developed for the total school-leaver sample and by year of intake according to school attended, gender, particular Pacific ethnic identification, and current status.

· A survey questionnaire was developed, trialled for language and conceptual difficulties and sent to all school-leaver participants. 
· A structured interview format incorporating a balance of quantitative ratings of, and open-ended qualitative judgements about, Project Achievement’s effectiveness was then constructed, trialled with a small number of project participants known to the evaluators, and modified. The interview sample was targeted in proportion to the variables identified in the participant profile and selected randomly within targeted groups (e.g. if for 1993, two ex-AGGS Samoan students now at university were required they would be selected at random from within that total profile number). A total of 46 participants were interviewed.
· A total of 19 school personnel covering the nine participant schools were consulted. How this happened depended on the school: for some, the principal (and/or another senior management staff), the staff member responsible for liasing with the project team and a Pacific liaison officer would be spoken with together and/or separately; for others only the teacher with direct responsibility for the project would be available. In each case a predetermined list of points/issues was handed out and formed the basis for discussion. 

· A set of guidelines also formed the basis of interviews with the six Pacific Liaison Officers at University, Teachers’ College, and the three polytechs, and six parents who had been closely involved with the project.

· The last group interviewed were the National Manager and Regional Manager of Operations Division and the Secretary of the PIESD Advisory Board. 

· Throughout the data gathering process the evaluation team met regularly to collate and discuss findings to date, modify processes where deemed necessary and engage in tentative analysis.  Findings from one source were matched against another; when it seemed necessary an additional source of information was sought. 

· When all data had been gathered and analysed, project issues identified and preliminary recommendations formulated, a ‘feedback session’ for Project Achievement managers and officers was held at Operations Division; the evaluation team’s findings were presented and proposed recommendations discussed.

Although findings were generally positive in terms of student perceptions and outcomes, it was strongly supported by the schools involved, and all were keen to see it continue and consolidate, shortly after the evaluation the Operations Division ceased to exist as a consequence of government restructuring and so did Project Achievement. 

The final study reviewed in this section is that on a bridging programme for mainly mature Maori and Pacific students at the University of Auckland. Bell (1998) interviewed three Samoan men, three Samoan women, one Niuean woman and one Cook Islands woman all of whom were participating in the Stepping Stones programme with the aim of entering university to pursue degree programmes. The study recounts the respondents’ experiences of entering and experiencing the programme and its overall value for people who find little that is familiar or welcoming in the academic environment. Although interesting, it does not go far beyond the descriptive and subjective. 

3.
Barriers to Participation 

A study by AC Neilsen (1997) looked at perceived barriers to participation in post-compulsory education and training by interviewing 40 respondents who have contact with non-participants and a total of five young people who had left school but were not in post-compulsory education or training. The authors identified three broad layers of barriers to participation: motivation; attitudes, values and life experiences and external factors such as course fees and student loans. According to the report, all respondents saw low motivation as the main barrier and that if individuals overcome it, ‘other issues or difficulties they face are hurdles or obstacles in comparison’ (1997:8). 

The report also specified the following barriers as specific to Pacific peoples:

· high cost of education and training 

· unrealistic cultural demands from families

· little or no access to private study areas or private study opportunities in extended families

· English literacy

· lack of assertion by some cultures

· lack of culturally familiar courses

· lack of role models and mentors (1997:21-22, 27).

Suggested strategies for minimising these barriers included goal setting, self-confidence courses, improved career development advice and planning in secondary schools at 3rd and 4th form levels, reducing costs, encouraging schools to take more responsibility for promoting further education and training and providing more comprehensive and accurate information about what students are entitled to receive and how they can access assistance (1997: 43-44).

It seems clear that those who designed and undertook this study started from a ‘cultural deficit’ position and this determined the victim-blaming and simplistic nature of the responses and analysis.

4.
Experiences at University 

Four studies covering a 35-year period explore issues for overseas students attending university in New Zealand. Three of the studies are specifically targeting Pacific students and the fourth includes Pacific students. The first of these, Furneaux (1973), looks at the social and academic adjustment problems of undergraduates from Tonga, Samoa and the Cook Islands. She reports difficulties with language, accommodation and finance. In 1981, Guy reported her study of Samoan scholarship students which asked: How do Samoan students get on at University? How does their performance compare with that of their New Zealand contemporaries? Her conclusions are generally positive finding that the scholarship scheme was meeting Samoa’s manpower (sic) needs because most of the students she researched completed their studies successfully and returned home. Both studies have historical interest but are of limited use in addressing issues for Pacific students in our universities now.

More recently Tofi, Flett and Timutimu-Thorpe (1996) examined problems facing 61 students from Pacific nations attending university in New Zealand. They contend that understanding the types of social and academic problems these students have is important in order to improve participation and achievement.  The most common problems they identified were ‘worrying about your courses’, ‘high workloads’ and ‘feelings of stress’. The problems were significantly associated with academic performance and psychological well-being, which ‘..highlights the fact that these problems are important adjustment issues’ (1996: 56). 

On the other hand, they found that there was a significant relationship with social support and psychological well-being, but not academic performance, which they report is consistent with studies in other contexts. In reviewing their study, the authors recommend future studies consider a qualitative approach, as they felt that ‘…the rating scale methodology employed in the present study tends to strip away much meaningful context. This may be a particular limitation when engaged in research in Pacific Island cultures with a rich history of oral traditions’ (1996:57). They also point out that the study was non-randomised and was small for statistical purposes, limiting the extent to which the results can be generalised beyond the study group.

Beaver and Tuck’s study (1998) of overseas students at a tertiary institution is predominantly about Pakeha and Asian students, but it does include a number of Polynesian - either Samoan or Tongan, all with English as a second language - students in the sample (13 of the 104 total). Similar to the other studies quoted above, these researchers identified students’ ratings of concerns and anxieties. The four most common sources of anxiety for the Pacific students were ‘studying’, ‘money’, ‘questions in class’ and ‘career choice’ – all of which were rated higher than for their Pakeha and Asian counterparts (except ‘career choice’ for the Asian students). The Pacific students rated their three top competences as ‘using the library’, ‘understanding lectures’ and ‘spelling’ and their three lowest competences as ‘applying theory to practice’, ‘expressing ideas clearly’ and ‘writing grammatically’ (all of which are higher than the Asian students’ ratings and below most of the Pakeha students’ ratings). Finally, the Pacific students top three ratings of strategies to achieve personal learning goals were ‘extra study assistance’, ‘simplify assignment instructions’ and ‘facilitate social interaction’ and they rated ‘classes with similar work experience’, ‘classes with similar language skill’ and ‘classes with similar ability’ as the least useful strategies. Most of the authors’ discussion on their findings focuses on the Asian students, with limited reference to the Pacific students.  

Anae and Suaalii’s study (1996) of Pacific students’ use of student services (University Pacific Island Liaison Office, Student Learning Centre, Fale Pasifika, Departmental libraries, General Library, Departmental Pacific liaison tutors (pastoral), academic tutors, and Departmental student representatives) at the University of Auckland. The study addresses issues of funding, management, organisation, and structure within and across Pacific services which aim for the better academic achievement of Pacific students on campus.

In response to rising concerns within the University regarding low Pacific student academic achievement levels overall and low attendance of various tutoring and liaison services, the survey was devised to gauge whether and how often these services were utilised by Pacific students.

The results of the survey highlighted three major points:

· that the existing services for Pacific students were fragmented and needed to be integrated and consolidated to become more effective;

· the four most-used services by students (General library, Student Learning Centre, Departmental Pacific tutors/liaison tutors, need to be enhanced and extended; and

· the existing structure/programmes of the four other remaining services (Pacific Island Liaison office, Fale Pacific, Departmental Pacific liaison tutors, and Departmental student representatives), needed to be reviewed and restructured for more effective use by students.

Among the recommendations (1996:21) was the call for more content-based workshops within the Student Learning Centre and Fale Pasifika, and that all Departments with large Pacific student rolls be encouraged to provide Departmental Pacific tutors/tutorials and liaison tutors.

A further exploration of Pacific students experiences at the University of Auckland is Worth’s 1989 study into Pacific women students. She disaggregated data from a larger study of women at the University, and compared her sample of 329 with the total sample to establish whether the demographic and motivational characteristics of Pacific women resembled those of non-Pacific women. Her findings were interesting: the Pacific women students were younger and more likely to be studying science. Their parents had significantly lower academic qualifications and occupational status. Many more of them enrolled because of family expectation compared to non-Pacific women and far more of them depended on their families for financial support. What characterised this comparison was dissimilarity on almost every variable. 

5.
Experiences at Private Training Establishments

Significantly higher proportions of Pacific students enrol in courses at PTEs compared to the general population. For example, whereas 23% of Pacific tertiary students go into Training Opportunity Programmes (TOPs), only 7% of those from other groups do.  However, Pacific students achieve better, by moving into employment or continuing their education, than other students.

There are also a number of Pacific PTEs. Pasikale and Yaw (1998) assert that the Ministry of Education’s desire to increase participation and performance of Pacific learners they saw encouraging Pacific people to become training providers as a positive way of increasing Pacific participation in the public education system. Assistance in the form of grants was provided and a number were established. In 1998, 4% of the total number of PTEs had a Pacific focus (32 out of 780) (ibid:14).

Two research projects sponsored by the Education and Training Support Agency (now Skill New Zealand), have investigated various aspects of Pacific experiences with PTEs. Seen, but Not Heard: Voices of Pacific Learners (Pasikale, 1996) explores the educational experiences of 80 Pacific tops learners. Weaving the Way (Pasikale and Yaw, 1998)  studies the effectiveness of Pacific PTEs.

The driving factor in the former study was the need for more in-depth information about Pacific learners. As Pasikale puts it:

… the aims of the research were: to make visible the stories behind the statistics; to provide information to improve policy and practice impacting on Pacific Islands education; and to address gaps in research based knowledge (1996:16).

The monograph provides clear information about methodology, selection of participants and the research process. An overview of the participants is provided in terms of location, gender, ethnicity, age, income, marital status, employment status, educational background. Discussion and analyses of such things as ‘learning experiences’, ‘Pacific Island Learning Styles’, ‘Gender Differences in Learning Behaviour’ intersperse comment by research participants and theoretical discussion drawing on the writings of researchers and commentators. This is a very valuable teaching resource for tertiary level courses in Pacific education.  

In the second monograph, based on case studies of five PTEs with a Pacific focus, Pasikale and Yaw (1998) point out the value of these providers in offering a culturally welcoming environment for learners, many of whom have had predominantly negative experiences in schools. The five PTEs were chosen because of their successful histories and therefore probably represent ‘best practice’ qualities, rather than being representative of PTEs generally or of Pacific-focused PTEs specifically. However, this is another excellent resource for modelling the qualitative research process. It also demonstrates educational effectiveness in an area of our education system which is not well known, and probably far too easily dismissed by mainstream providers. 

6.
Conclusion: Pacific Peoples and Tertiary Education

It is uplifting to have included in the chapter, examples of Pacific providers employing a Pacific perspective and utilising Pacific resources to empower their learners.  It is fitting also, however, to consider the following statement from the recent TEAC report:

Their [Pacific Peoples] current social position in New Zealand, however, presents the tertiary education system with major challenges. Across the major social and economic indices, Pacific peoples are facing disproportionate levels of negative outcomes. The strengths that exist within Pacific communities cannot be sustained if their educational aspirations are not met and the opportunities for their participation in society are not radically improved. These are challenges that confront the tertiary system – firstly, in relation to informing our identity as a Pacific nation and, secondly, in being informed by the contributions of the Pacific people. It is therefore equally important that the tertiary system recognise the contribution, and fosters the participation, of Pacific peoples and their cultures. The tertiary education system must enable effective engagement with Pacific communities and seek ways to ensure it is responsive to the needs of Pacific peoples (2001:20).

The draft report (Anae et al, 2001) of the Ministry of Education commissioned study into Pacific peoples and tertiary education reviews the statistical data on patterns of participation of Pacific students in New Zealand tertiary education. From the information available, we can deduce the hard facts about Pacific peoples engagement of tertiary education, as follows:

· The majority of Pacific tertiary students have attended low decile secondary schools.

· In general, Pacific students enter tertiary education with lower entry qualifications than their Palagi and other counterparts.

· A higher proportion of Pacific students are enrolled in lower level qualifications (certificate) than for the overall tertiary student population, and a lower proportion in degree and postgraduate programmes.

· A significantly higher proportion of PTE enrolments are Pacific (10%) than are TEI enrolments (4%).

· The proportion of Pacific people participating in industry training has increased but lower entry levels mean lower levels of participation and outcome.

· While actual numbers of Pacific students in TEIs have increased over recent years, the proportion relative to total enrolments has not.

· Recent data show increased proportions of Pacific tertiary students in universities and PTEs, and a reduced proportion in polytechnics. College of Education enrolments are constant.

· The great majority (70-80%) of Pacific polytechnic, university and college of education students are enrolled in Auckland institutions.

· Approximately two-thirds of Pacific tertiary students are female and Pacific women are more likely to be studying at degree and post-graduate levels than Pacific men.

· A higher proportion of Pacific students are mature-age than for the overall population.

· About one-third of Pacific students graduate at degree level and one-tenth at post-graduate level.

· Although there have been small increases in the proportion of Pacific post-graduates and small reductions in proportions graduating at sub-degree level, these changes are not as marked as for the overall population (ibid:48).

Given that the research project from which this information has been gleaned has not yet been released it would be inappropriate and precipitate to arrive at detailed recommendations in the area of overcoming barriers to Pacific peoples’ participation in tertiary education. The findings and recommendations of that study will illuminate the ways in which research may support an appropriate representation of Pacific students across the range of tertiary providers and throughout the various levels of tertiary education programmes.

Also, as can be inferred from the list above, in order that the tertiary education system does indeed engage effectively with Pacific communities, as TEAC suggests, research-informed strategies will be required to address the disparities in outcomes. 

A particular focus if both participation and outcomes are to be enhanced will need to be on transition into tertiary education and from lower levels to higher levels of tertiary education.

Matrix
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CHAPTER SEVEN: CONCLUDING COMMENTS

1.
Key Features

A number of key features can be highlighted from the existing body of research literature on Pacific education, as reviewed in this report: 

· the increasing number of research studies into Pacific education undertaken by Pacific researchers over recent years, particularly as part of graduate and post-graduate degree programmes;

· the depth of concern from both Pacific and non-Pacific researchers to explain the patterns of inequitable access to, participation in, and outcomes from, our education system for Pacific peoples. These patterns persists from early childhood through to tertiary education;

· many of the studies target ‘Pacific’ or Polynesian’ as a group. Those studies which do target an ethnic-specific group are overwhelmingly concerned with Samoan research subjects;  

· many of the studies reviewed are limited in scope, size and in terms of the research methodologies employed;

· there are important areas of Pacific educational experience for which there is little or no research: e.g. teacher education, polytechnic education, the intermediate (Years 7-8) years;

· despite the fact that the educational achievements of Pacific males, as a group, are of significant concern at every level of the education system there is no research exploring their learning experiences; 

· earlier Ministry-funded interventions in some areas appear to have been somewhat ad hoc in conceptualisation and implementation, and insufficiently evaluated; however

· more recent indications are that evaluation research activities into interventions such as SEMO and AIMHI are providing rich analyses of school and classroom practices, which may usefully inform policy and practice.

2.
Further Research

Recommendations for further research in each education sub-sector are made at the end of the appropriate chapter. Together they indicate the need for research that:

· focuses on the school and classroom, the structures and processes of teaching and learning;

· combines both qualitative and quantitative research approaches and is relatively large-scale in coverage;

· documents the factors which contribute to educational success, including educationally successful Pacific students’ perceptions and experiences of their schooling;

· as far as is possible, provides ethnic specific information; 

· explores the full range of language and literacy issues for Pacific students, including those of bilingualism, especially at ECE and primary levels; and

· addresses issues related to transition within or between sub-sectors  

It is clear that a strategic approach will be required in order to prioritise where further research resources should be directed. 

It is also recommended that strategies for enhancing Pacific education researchers capability in contract research design and implementation, be developed.  
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