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ABSTRACT

Much research has been done on teacher methods and student learning. 

However, little research has been done on teachers’ productive/unproductive 

pedagogies and students’ preferred learning styles, and how they both contribute 

towards student academic achievement, especially in the Pacific Islands. This 

thesis explores and identifies teachers’ productive and unproductive pedagogies

and also examines student learning style preferences in a case study context; a girls’

secondary college in Tonga. The Kakala research framework developed by Konai 

Helu Thaman (1988), later adapted and expanded on by Johansson-Fua (2009), and 

further developed by Pacific scholars since is used to ensure the research follows a 

qualitative case-study approach to direct data collection and analysis, its findings, 

and the discussion. The methods include observations of classroom teaching, 

talanoa with teachers and students, and document analysis of student 

notebooks and teachers’ plan books. 

The findings suggest there is a mismatched relationship between the teachers’ 

current pedagogies and students’ preferred learning styles and that they both 

seem to be crucial factors in affecting student academic achievements. Based 

on the findings, the Kaliloa (insert direct translation on first mention of Tongan 

vocab) conceptual framework emerges as being central to the practice of 

productive pedagogies that align with student learning styles which lead to 

positive learning outcomes including academic achievement.  

The significance of this study is its contribution to the existing literature and its 

focus on providing direction for the transformation of the secondary school 

teachers’ methods of teaching in the classroom in Tonga. It also presents important 

insights into students’ styles of learning at this particular girl’s college. This study 

can be used to help stimulate student academic achievement and can also be of use 

to other Free Wesleyan Schools and perhaps other schools in Tonga and the 

Pacific.
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GLOSSARY

‘Alu The word “goes” for commoners in Tonga 
‘Api ko Talitangi Name of my father’s home 
‘Api ko Tufuola Name of my mother’s home 
‘Ilo Knowledge
Ako ma’uloto Memorisation of classroom notes 
Ala Touching things with the hands; a learning 

style
Anga faka-Tonga Tongan way of doing things 
‘Api Home is a house on a piece of land with
 Tongan families  
Faiako Ma’a Tonga Teacher for Tonga, the title of a booklet by  

Johansson-Fua in 2008, as a way forward for 
education and teaching in Tonga 

Faiva Tongan dances either sitting or standing 
Faka’apa’apa Respect
Faka’ofa Talking with sympathetic feeling towards a
 person or a group of people 
Fakafiefia Talking cheerfully with someone or a group of  
 people 
Fakahinohino Instruct someone to do something in the right
 way 
Fakamamahi Sad or miserable 
Fakavaivai Humility
Fale Tonga Tongan house 
Fanafana me’a lelei  A wise or productive whisper which gives the  
 child/children the best of knowledge from the 

parents, especially the mother
Fanongo Listen; a learning style 
Fanongo tokanga Listen carefully or pay attention to the  
 instructor 
Fatu Refers to the stomach/womb of the mother;
 the initial stage of a process such as  
 weaving a mat or planning a task/project.
 In this study, this is the pseudonym of the  
 case study school 
Fe’ofa’aki Care and love for each other 
Feveitokai’aki To respect one another as well as each
 other’s feelings, opinions, and beliefs 
Fielau he na’e ‘olunga he kaliloa Tongan saying: no wonder she/he was resting  
 on her mother’s arms; given wise teaching 
Fielau he na’e moheofi  Tongan saying: no wonder she/he was 

sleeping very close to her/his mother; she/he 
has been through good character formation 

Fu’u kupu’i ‘akau Log of wood 
Ha’ele The word “goes” for the King and Queen in
 Tonga 
Hou’eiki Chief/Noble



Kainga The extended families or relatives refers to  
one’s own village/group of people that share  
common relationship matters 

Kakai Commoners or people; refers to the public 
Kakala The Tongan garland, chiefly fragrance

 Tongan necklace specifically worn during
faiva faka-Tonga

Kali ‘o fanafana Headrest where wise teaching takes place 
Kali fanafana Headrest with productive whispers 
Kaliloa Long/big headrest/a Tongan mother’s arm(s) 
Kaungaa ala To demonstrate in a group activity  
 one of the Tongan learning styles 
Kila ka Fijian for “knowledge to know” 
Ko ‘api e ‘uluaki ako’anga Home is the child’s first training school/where  
 his/her first education begins
Koloa Treasure
Lakalaka Tongan group dance performed by
 men and women standing in rows 
Langi A hill or mount where the kings/chiefs  
 reside in the old days. Also refers to  
 Heaven 
Leke Bedrooms at both ends of the Tongan
 house (in an oval shaped Tongan fale)
Loa Long or big (as in kaliloa, kali is headrest) 
Loto fakatokilalo  Humility, willing to walk/work with 

another person from a lower level in status, 
willing heart to serve others 

Lotofale Living room where Tongan family
 talk, where wise productive teaching
 is conveyed to children by the

parents/kainga
Loumaile One of the Tongan fragrant leaves that
 Chiefly values/symbolizes high  
 academic achievement at the FWCT
 schools (75% and up) 
M fana Warmth, very close relationship/friendship,  
 close bondage 
M lie Entertained, inwardly warmth, happiness and  
 joy 
Mamahi’i me’a A Tongan’s way of embodying passion  
 and perseverance, loyalty, going extra  

mile, putting in extra effort despite
hardships/sacrifice

Manava Womb of the mother 
Me’a The word “goes” for chiefs/nobles in Tonga 
Mo’ui Ma’a Tonga “Live for Tonga” is a framework about

student outcomes as central issues in Tonga 
and the Pacific in the 21st century

Poto Wise, wisdom 



Sio Observe; a learning style 
Sio-loto Imagine/imagination, reflect/reflection; a

student’s preferred learning style, revisiting
 the pictures and concepts in one’s mind  
 while listening in the classroom (period of
 silence) 
Ta’ovala A piece of woven mat tied around one’s

waist to show respect to others in the  
occasion/place regarded as public spaces 

Taa Demonstrate; a learning style 
Talanoa Different ways of talking; depends on the

task being applied such as, collecting  
information, discussion, sharing or solving  

 problems, narrating stories, etc.
Talanoa m lie Interesting stories 
Talatala To continuously speak to others/pass on  
 something important
Talatalifale Telling things to children within the living
 room/ Tongan house 
Tauhivaha’angatae Keeping a healthy relationship, respecting
 one’s neighbour and share when necessary.  

Ngatae are huge trees, planted to mark home
boundaries. Tongans keep the
ngatae distance healthy. They honour the
neighbour by sharing and giving to each other

 when one is in need. 
Tu’i King
Tu’i Ha’atakalaua Second Tongan dynasty that supported the 
Tu’i Tonga (first Tongan dynasty)
Tu’i Kanokupolu The third dynasty; the current line in the
 throne (2015-2017). Originated from the first

Tu’i Kanokupolu, King Ngata (1610), the  
successor of the last Tu’i Ha’atakalaua,
Mo’ungatonga. The last Tu’i Ha’atakalaua’s

 youngest son became King Ngata; his mother  
 was Samoan, Limapoo and was later named  

‘Tohu’ia’ when brought to Tonga from  
‘Upolu, Samoa. She was the heart of ‘Upolu;
kakano ‘o Upolu (Kanokupolu was derived
from this). She was daughter of Ama and
Safata (She was known in Tonga as Sika ‘a

 Ama, Ama’s arrow from Samoa) and married  
King Mo’ungatonga. Tohu’ia was requested

 by King Tu’i Ha’atakalaua, Mo’ungatonga
to be his wife and accompanied by her  

 Samoan kainga, stayed at Tatakamotonga
(Warning by Samoans to Samoans to be
careful with the Tongans, tokanga he
totataka mo e Tonga) and later, permanently

 stayed at ‘Ahau (including the Faleha’akili;



Tohu’ia’s Samoan uncles)
Tu’i Tonga King of Tonga/sacred King of the three
 Tongan dynasties
Vaa Relationship between two persons/parties 
Vaha’akolo Name of the road that separates 

Kolomotu’a (old town) from Kolofo’ou
(new town) at the capital, Nuku’alofa; 
road to the western side of the King’s 
palace at Nuku’alofa 

Yalomatua Fijian word for “wisdom” 



Map of the Kingdom of Tonga, South Pacific 

Source: http://www.worldatlas.com



CHAPTER 1: INTRODUCTION 

“Ko e hangatonu‘a e fu’u pou ne aoao ke apoapo, 'oku kei 'i he fu'u kupu’i 'akau pe 

ia”

The straightness of the chosen post is found in the log 

itself ‘Akapusi Tamale of Niutoua, Tonga 

Overview

The improvement of student achievement heavily depends on a classroom’s 

routine; more specifically, in direct relation to effective teaching pedagogies that 

are aligned with students’ preferred learning styles. This study has been carried out 

with the belief that student achievement can be improved if careful attention is 

paid to the classroom itself and what the teachers and students (fu’u kupu’i 

‘akau/log) do within the teaching and learning processes. 

The research investigates the correlation between students’ learning styles and 

teachers’ pedagogies. It also explores how they have contributed to generating 

students’ academic achievement at a Wesleyan all girls’ secondary school in 

Tonga. Adopting a qualitative case-study approach, the research utilizes the 

Kakala research framework to guide the research process, data collection, and 

analysis (Johannson-Fua, 2005; Johannson-Fua, 2006; Johannson-Fua, 2009; 

Koloto, 2001; Koya-Vaka’uta, 2013; Manu’atu, 2000; Nabobo-Baba, 2010; 

’Otunuku, 2010; Thaman, 1992).

The study sought evidence from the normal daily routines of the classroom to 

document teachers’ pedagogies and students’ preferred learning styles. It also 

investigates the relationship of these considerations to students’ academic 

achievement through the voices of teachers and students. The study explores the 

efficiency and inefficiency of the teaching and learning practices of Tongans in 

the classroom. Anecdotal evidence from conversations with teachers suggested 

that particular forms of pedagogies such as, dialogue, exchange, alternating 

argument, discussion, and lecturing are practiced in Tongan classrooms. This 

study raises the question as to whether these are productive or not. The effects 



of teachers’ pedagogical choices on students’ learning and achievement are the 

main outcomes of this study. 

Key Concepts

Key terminologies in this thesis include academic achievement, learning styles, and 

pedagogies.

Academic achievement: Generally referred to the achievement of pre-set 

educational goals or benchmarks that have been set for an institution, teachers, or 

students. It encompasses the idea that present and prior experiences, including data 

from family, school, and community histories, inform the students’ learning and 

academic achievements. 

Learning styles: The more or less consistent ways by which a person learns and 

identifies in a systematic way when attempting to process new information or 

trying to recall prior learning. 

Pedagogy/ies: Pedagogy is loosely referred to as the art or science of teaching. The 

concept of pedagogies takes a broader view of all phases of teachings and not mere 

instructions by teachers. It comprises of teachers’ philosophies for teaching, their 

beliefs, attitudes, values, and behaviours including the choices they displace in 

relation to teaching and learning in their classrooms. It covers a wide range of 

areas both within classrooms and outside classrooms including socio-cultural 

aspects and political aspects and includes factors that affect teaching, learning, 

and assessment of the learners within the teachers’ circle of influence. 

Research Aim

The aim of this research is to explore and examine the relationship between 

teachers’ pedagogies, students’ learning styles, and student achievement. The 

study is designed to provide understanding as to why some pedagogies can be 

more productive than others. 



Teachers’ pedagogies and students’ learning styles were examined in three classes 

at a Wesleyan all-girls secondary school in Nuku’alofa. To maintain anonymity and 

confidentiality, the name of the school has been changed and was referred to in this 

thesis by the pseudonym, Fatu School. 

Objectives

The objectives of the research were to: 

1. Examine the preferred learning styles of a select group of students; 

2. Investigate what influences students’ learning styles; 

3. Find out about and outline their teachers ‘preferred pedagogies’ 

4. Explore the factors contributing to teachers’ pedagogies, and; 

5. Attempt to map the relationship between the teachers’ pedagogies and 

students learning styles to students’ academic achievement. 

Research questions

The primary or broad research question for this investigation was: What is the 

relationship between teachers’ pedagogies, students learning styles and student 

achievement? The following guiding questions were developed to enable the 

collation of data to provide answers to this main question. 

1. What are Tongan students’ preferred learning styles? 

2. What are Tongan teachers’ preferred teaching styles? 

3. To what extent do Tongan teachers’ pedagogies take into consideration their 

students’ preferred learning styles? 

4. How do aligned pedagogies impact on student achievement? 

Assumptions

1. Teachers’ pedagogies can influence students’ academic achievement. 

2. Teachers’ pedagogies are aligned with the philosophies, values, beliefs and 

expectations of the teaching profession, school curriculum, Ministry of 

Education and Training (MET), and educational expectations of the Tongan 



community.

3. Pedagogies are aligned to the emerging Kaliloa (a Tongan headrest) Conceptual 

Framework.

4. Students’ learning styles are not sufficiently accommodated by the teachers in 

this context. 

Rationale

This study sets out to explore the preferred learning styles of a select group of 

Tongan students and the pedagogical choices of their teachers to determine the 

extent to which these impact on their academic achievement. 

Firstly, the results of this study can help to find ways to fill the gaps in the 

literature in terms of teachers’ pedagogies in Tonga, especially for the case-study 

school. In turn, this can help teachers to recognise and make use of students’ 

preferred learning styles to help improve students’ academic achievement. It can 

also assist the Free Wesleyan Church of Tonga’s (FWCT) education system by 

establishing pedagogy and learning styles guides for professional development, 

curriculum considerations, planning, policies, and assessment for its teachers.  

In addition, this study provides research evidence for the Ministry of Education’s 

Otu Policy Framework that emphasises the significance of pedagogies and 

learning styles. Similarly, at the Faiako Ma’a Tonga (Teacher for Tonga) 

Conference in 2010, there were calls to focus in ways to improve teaching and 

learning in the Tongan context. Following this, as part of the Tonga Secondary 

School Leadership Program (TSSLP) Baseline Report, the former Minister of 

Education and Training ‘Ana Taufe’ulungaki (2013) commented on the overall

assessment of the current curriculum reform particularly in regards to literacy and 

numeracy. She said that visits to pilot schools report that children in class three to 

six were not improving in their reading and in mathematics. To address this 

concern and the lack of data available she suggests:

This is the missing link. We do not know enough of what is 

going on in our Tongan classrooms; about the interactions of the 



student and the teacher and the teaching and learning processes 

that occur in the classroom (TSSLP Baseline Report, 2013, p. 

5).

This study directly responds to these calls for a better understanding of the hidden 

realities of Tongan classroom pedagogies.  

Secondly, the thesis will contribute to Pacific educational literature in general by 

addressing the areas of pedagogy, learning styles, and academic achievement. It 

seeks to provide insights into the pedagogies used in Tongan schools and the 

classroom realities in terms of students’ learning (Johansson-Fua, 2009). 

Furthermore, it will also contribute to the existing literature on indigenous 

pedagogical knowledge previously used and present in Tonga and the Pacific 

classroom (Nabobo-Baba, 2006a and 2006b; Thaman, 2009a; Thaman, 2009b). 

Thirdly, as a teacher with about twenty five years of teaching experience, this 

research is of a personal significance. Over the years, I have observed the 

significant roles of teachers and their pedagogies and how they can help or 

hinder teaching and learning in the classroom. Passionate about the teaching 

profession and students’ learning, my goal has always been to empower teachers 

and students in education by specifically drawing on their individual voices and 

experiences. It is my belief that this study will broaden educators’ knowledge of 

what and how teachers’ pedagogies inspired students’ learning and achievement in 

a Tongan context. 

As the first of its kind in Tonga, this study seeks to identify students’ preferred 

learning styles that are appropriate to Tongan students. It is focused on 

understanding whether achievement is a result of when teachers’ pedagogies are 

aligned with students’ preferred learning styles. Furthermore, teachers’ pedagogies 

include inter-related elements in the classroom environment and culture. This 

research explores the effectiveness of teachers’ pedagogies in areas related to 

methods, feedback, values/belief/philosophies, and resources. Beyond these

classroom pedagogical processes, there are personal traits and behaviours, 

professionalism, context, and evaluation practices of teachers linked to students’ 



learning styles. Yet students can still learn the content being taught. But what 

happens when the teacher delivers content in a way that is directly aligned with 

students’ preferred styles of learning? Does it link to academic achievement? These 

are some of the questions that help drive the focus of this study. 

Research Design and Process

The research methodology describing t h e  data collection methods is provided 

in chapter three. Briefly, this study adopted a qualitative case study approach. Its 

aim was to explore the richness, depth, and complexities related to the 

phenomena of teachers’ pedagogies, students’ learning styles, and academic 

achievement. Through triangulation, a variety of methods were utilized which 

included talanoa (narrative/semi-structured interview), classroom observations 

(see Appendix B for guide), and document analysis. The sample comprised of 

three teachers and eighteen students at an all-girls Wesleyan secondary school in 

Nuku’alofa, Tonga. 

The Kakala research framework was used as a culturally relevant research 

approach. Trustworthiness and reliability was crucial in the general quality of 

research and reliable data analysis was a fundamental aspect of this study. 

Content analysis and manual coding were used to analyse data in identifying, 

coding, and extracting emerging themes from the data collected. As a six-tier 

approach which includes ‘teu, toli, tui, luva, m lie, and m fana’, the Kakala

research framework is a context-appropriate “approach to research in the Tongan 

context” (Johansson-Fua, 2009, p. 202). 

The six phases of the framework allows for a rigorous process within research; 

this involves looking at the assumptions or the conceptualisation stage (teu)

which helps to inform the ‘toli’ stage; the gathering of the data. In this study, my 

concerns as a former teacher are related to the achievement of students at Fatu 

School (teu) and led to the gathering of data from talanoa with teachers and 

students in regards to “ productive pedagogies” linked to students’ learning 

styles and achievement (toli). The use of talanoa data, classroom observations, 

and document analysis all contributed to the analysis (tui) and presentation and 



reporting (luva) of the findings. The overall outcome of the findings and this study 

will be shared with Fatu School, and perhaps other schools with the understanding 

that pedagogical practices that are productive can lead to improved achievement. 

These are the aspects that provide m lie and m fana because they propose 

that a productive teacher whose practice leads to positive outcomes – like that of 

the mother’s arms – the kaliloa.

Ethical principles and research procedures were vital for establishing researcher 

integrity and research credibility. This study’s ethical consideration was informed 

by the USP Guidelines on Ethical Research Process (USP, 2009). 

The Study Context 

Tongan history and geography

Tonga has three major groups of islands: Tongatapu, Ha'apai, and Vava'u groups 

(Thaman, 1988). The nation’s total population is 107,879 according to the World 

Population Review ( 2017) after the 2016 census. A third of this population 

lives in the capital, Nuku’alofa where the research site is situated. 

Tonga is a constitutional monarchy and democratic state after becoming a British 

Protectorate from 1900-1970 that led to a  widespread use of the English 

language (Powles, 2014). English is the language of most secondary schools’ 

teaching practices (Taufe’ulungaki, 2009). In 950 AD ‘Aho’eitu who was the 

first King of Tonga, believed to be the absolute power that came from Langi,

the highest place (Latukefu, 1974; Rutherford, 1977). He married in Tonga. 

From the first kin groups of Tonga came the three dynastic kings as Tu’i (King)

Tonga, Tu’i Ha’atakalaua, and Tu’i Kanokupolu (the current line in office). The 

values of respect and loyalty contributed to the emergence of new lines of kings. 

Faka’apa’apa or respect is the essence of Tongan culture and continues to be a

powerful driving force in Tongan peoples’ lives. Respect is rooted in the Tongan 

people’s activities, dress-code, and speech making. King George Tupou I, the 

founder of modern Tonga, introduced the constitution in 1875 after unifying the 

main island groups. Christian principles guide Tonga’s constitution; this was 



influenced by Wesleyan missionaries such as Shirley Baker and Dr. Moulton who 

came with the new faith (Vaipulu, 2013). They brought Christianity and formal 

education to Tonga and are part of the koloa (treasure) that Tongan people now 

value.

Context of research site

This study was conducted at a large secondary school in the capital, Nuku’alofa. 

Fatu School is located in one of the Tongan Free Wesleyan Church Mission School 

boundaries. It has more than 900 students and offers qualifications at certificate 

level for Hospitality/Catering and has classes for Form 1 through to Form 7. The 

school has a number of departments, practices, and varied professional experiences 

that are supported by technologies. There has not y e t  been any research 

concerning teachers’ pedagogies at  this school and very little has been added to 

the literature of teachers’ productive pedagogies from a developing country like 

Tonga. There is also minimal literature in Tonga on students’ learning styles and 

their link to students’ academic achievement. 

Fatu School was established in 1926. The influence of the school values such as 

respect, love, and sharing are instilled in the students. Dr ‘Amanaki Havea
1

articulates clear reasons why Fatu school was established, where the school’s 

primary role was to prepare “good mothers” for the kingdom. Students were 

expected to learn good character and promote good health. Fatu School has 

empowered the minds of its students to attain knowledge that are adequate for 

their future responsibilities; as mothers responsible for the teaching and moulding 

of young Tongan children. 

Fatu School began in Kolomotu’a (the oldest village in the capital) with a separate 

examination called Maamaloa (the big light, full of light, or enlightenment). 

Through this examination, students were given high prestige in an honorary roll 

if they gained 70 per cent or more. Students who achieved 75 per cent or higher 



were given the special symbol of the loumaile leaf (one of the Tonga’s fragrant 

leaves; a leaf with chiefly value and is used as bracelets for performers during 

the Tongan ma’ulu’ulu and lakalaka dance). The loumaile leaf signifies the

highest prestige that Fatu students can accomplish academically. 

The school is well-established and the primary purpose for its students is for 

them to live a life that is based on the doctrine of Jesus Christ and the Christian 

faith. The essence of the Fatu education is religion and faith in addition to 

the manifestation of the academic components of students’ education. Today, the 

school is attempting to prolong the values and purpose for which it was established. 

Many values underpin classroom practices that are expected in both teachers’ 

pedagogies and students’ learning styles. These contribute to the current situations 

within the classrooms at Fatu School on a daily basis. FWCT schools including 

Fatu School must learn all three main aspects of life – the body, mind, and soul. 

These three categories are holistic and are referred to as the whole life education 

(The Ex-students’ History Committee, 1996). The underlying spiritual values and 

practical skills such as, cooking, sewing, and hoeing are valued pedagogies at 

Fatu School. These were strongly woven into the school activities and 

programmes. The committee explains that the school can do all things through that 

critical idea of fearing and trusting God. This is the typical Tongan mission 

secondary school classroom culture and practices. 

Current Education System in Tonga

The Tonga Ministry of Education and Training (MET) stresses the needs for 

Quality Education outlined in the Millennium Development Goals (MDG) 

initiatives (Ministry of Finance and National Planning, 2011). These initiatives 

are the Education for All (EFA), United Nations Literacy and Numeracy 

Decade (UNLD) and Education for Sustainable Development (ESD). These are 

incorporated as national policies as in the Tonga Education Policy Framework 

(Ministry of Education and Training, 2004). Recently, the MDG was replaced

by t h e  Sustainable Development Goals (SDG). The SDG 2015-2030 is based 

on a local/home approach (Clark, 2015).  



According to the Tonga MET, the stated vision in its Tonga Education Policy 

Framework indicates the need to focus on excellence, equity, relevance, and 

sustainability:

2. “Our vision for education in Tonga is that the people of Tonga will 

achieve an excellence in education that is unique to this country and that 

Tonga will become a learning society. 

2.8 Our goal is to foster a policy environment in which teachers can 

operate effectively, and students can participate and achieve to a high 

standard” (Tonga Education Policy Framework, 2004, p. 13). 

Quality education and improvement in learning are worldwide concerns. Quality 

education is defined by Colby (2000) as education with good qualities which 

includes learners that are healthy, ready to learn, and well-supported. The 

improvement of the learning environment, curriculum and teaching, and learning 

processes in Tonga can be seen in students’ outcomes and are connected to national 

goals for education and positive participation in society. Faiako Ma’a Tonga 

is a document (Johansson-Fua, 2008) that envisions the way forward to education 

and teaching in Tonga. It is a framework for teacher development based on multiple 

layers of cultural values, skills, and beliefs about education in the Tongan context. 

With such attempts to understand Tongan learners in Tongan schooling, the Mo’ui

Ma’a Tonga framework signals that students’ outcomes are central issues in 

Tongan and Pacific schools in this 21st century. There are growing concerns 

about effective teaching, learning, and assessment of learning as the central targets

for schools (Bell, 2003; Darling-Hammond, 2006; Fasi, 2002; Fullan, 2001; 

Thaman, 1988). 

Most appropriately, the classroom is the interactive site where teachers’ 

pedagogies are performed the most. This study aims to find out what are 

teachers’ productive pedagogies and learning styles within the English language 

classes at Fatu School. Literature suggests that students should be the most 

significant persons in a school. In other words, students should be the



school’s main target for improvement (Goetzee, 2011; Johansson-Fua, 2009; 

Manu’atu, 2009; ‘Otunuku, 2010; Taufe’ulungaki, 2009; Thaman, 2009a; Thaman, 

2009b). As teaching is the teachers’ major role; if teachers’ pedagogies are in 

alignment with students’ learning, this can contribute to students’ achievement 

(Johansson-Fua, 2009; Lingham, 2011). 

The current research on the productiveness of pedagogies, students’ learning 

styles, and academic achievement is a matter of teacher-and-student concern. It 

is ubiquitous in schools’ everyday life. This concern will be pursued and 

articulated further in this study. Furthermore, there is a growing need for better 

informed qualitative data. This research study is based on issues that are 

linked to impacts on what students achieve at school (Bernstein, 2000; Harris, 

1984; Manu’atu, 2009; Nabobo-Baba, 2009; Shipman, 1965; Thaman, 1988). 

With the students’ achievement as objectives, there are plans for the Tonga school 

curriculum to prepare students to face and live through future challenges. The 

changes that are planned can contribute to meeting individual and national needs. 

These can be responsive to new ideas and development in the age of technology. 

They will also sustain Tongan cultural values; the main concerns in the current 

curriculum reform. The purpose of the Tonga school curriculum is for students 

to live a meaningful and useful life that is high in quality. This can be shown in 

the Tonga Education policy (2004) on expected policy outcomes about skill 

development and lifelong learning. The philosophy, values, and beliefs behind this 

are to vindicate the international communities and Tonga. It internalises the 

uniqueness of Tonga’s culture to prepare students for life in Tonga and the global 

world.

As curriculum, assessment, and literacy and numeracy are vital for students 

learning, teachers are also essential for the improvement, design, and 

implementation of those learning resources (Tonga Education Policy 

Framework, 2004). The teachers’ training in the Tonga Institute of Education 

(TIOE) attempts to incorporate the vision and philosophies of the MET 

Education policy in their curriculum. The student teachers are able to learn what 



and how to teach students in Tonga’s various schools in order for the MET 

purpose and vision to be fulfilled. This study attempts to explore the significance 

of curriculum as part of the teachers’ pedagogies that can contribute to the 

learning and assessment of students in the school classrooms. 

The FWCT Education system embodies in their schools the need for each student 

to grow to the fullest in body, mind, and soul. These three strongholds must be 

embedded with values and belief according to the teachings of Jesus Christ in His 

Word. Similarly, this study also stipulates how spiritual values have contributed to 

the culture of the school and classrooms. 

FWCT has three main secondary schools in the main island, Tongatapu, and two 

in the outer islands. The five secondary schools in 2012 have more than three 

thousand students (Tu’i’onetoa, 2013). These FWCT schools have utilised the 

Tonga Ministry of Education’s prescriptions, syllabi, and its curriculum 

resources. They follow the national examinations. The FWCT schools as a whole 

prepare mark sheets where student achievement data are calculated and students 

are ranked within their subject and across year level. These are recorded and 

announced at the prize giving ceremony and the high performing students are 

acknowledged based on each subject and across their year levels. The emphasis on 

ranking is a very important factor in the FWCT school system in Tonga. Most of 

the time, the central focus is on the top students. In terms of this study, 

achievement data will be presented in alignment to teachers’ pedagogical practice 

and students’ learning styles. 

Fatu School relies heavily on its ex-students as teachers of the school because they 

feel that the ex-students themselves were more committed and knowledgeable to 

the needs of their students. With the desire and commitment, the ex-students are 

perceived as having the ability to implement classroom processes to the best of 

their ability. They have with them all the values expected and impart these to the 

students the same values to maintain within their own lives. The teachers today at 

Fatu School not only consist of ex-students, but include individuals who were



educated at other high schools in Tonga and abroad. They bring with them a set 

of values that may be regarded as “foreign” to the school. 

The qualifications of teachers today are higher than those of the past; some 

hold degrees, diplomas, and certificates. The standard of learning and the 

requirements to gain qualifications is also high compared to the past. 

Development is seen both in types of teachers and students in terms of gaining 

wider knowledge with exposure to modern techniques and equipment. It is 

expected therefore that pedagogies and learning styles may be different because 

of exposure to modern learning techniques and equipment that can impact students’ 

learning. This study takes into account the learning styles of students as well 

as teachers’ pedagogies within today’s learning environment given the outcomes 

required in education within Tonga and abroad. This study is unique because not 

only does it attempt to define the general idea of “pedagogy” from the Tongan 

context, it seeks to best understand “productive pedagogies” through the alignment 

of teachers’ practices, students’ preferred learning styles, and achievement. These 

are all framed by Tongan language, values, and practice. 

Limitations

Few limitations experienced in this study. Firstly, the data was collected and 

analysed in 2012 and presented after a prolonged period of study in the form of a 

Masters thesis in 2017. In academia, outdated data is often argued as a limitation. 

However, the constraints of the Masters co-hort programme and the changes in 

supervision contributed to the delay in the presentation of the data. However, the 

relevancy of the collected data contributes to ways that teaching and learning can 

be improved in Tonga. 

Secondly, the focus of this research is to understand the productive pedagogies 

linked to students’ learning styles and achievement. Although achievement is 

identified in this study as having some sort of connection to productive pedagogies, 

an assumption that there is a direct or causal link between the two is a potential

limitation. The researcher has identified this assumption as an area that requires 

further understanding at the doctoral level (see chapter 5). Also, the research 



journey was a lonely one. It was a challenge to secure relevant international and 

Pacific literature at the local library and it was also a challenge to manage work 

commitments and responsibilities whilst undertaking part-time Masters study. 

The area of pedagogies, learning styles and academic achievement were three broad 

areas within the field of education. The next section provides efforts taken by the 

researcher to narrow the scope of the study. 

1. The study was limited to a single case-study school, and; 

2. The sample was limited to a select group of students and their 

teachers from three English classrooms at the designated school. 

Thesis Structure

Chapter one presents an overview of the entire research undertaking and the 

purpose of the study, definition of key terminologies, brief description of the 

background and a setting of the study, rationale, assumptions, ethical 

considerations,  significance of the study, limitations, and thesis structure. 

Chapter two provides a review of the literature available. 

Chapter three discusses research methodology and methods used in data collection 

and analysis, as well as justifications for these selections. 

Chapter four presents part one of the findings and discussion related to research 

sub-questions one, two, and three. 

Chapter five presents part two of the findings and discussion related to research 

sub-question four. 

Chapter six is the conclusion chapter that summarises the project and includes 

a set of recommendations.



CHAPTER 2: LITERATURE REVIEW

Introduction

This section specifically sets out to review the pertinent literature in relation to the 

topic: Le’o mei Lokiak : Teachers’ Pedagogies and Learning Styles in Secondary 

Level English classrooms in Tonga. 

This study investigates what teachers’ productive pedagogies are and the reasons 

why certain pedagogies are productive. It also identifies students’ preferred 

learning styles. More importantly, it looks at their connection, that is, how 

pedagogies, learning styles, and students’ academic achievement are linked 

(Alexander, 2008; Fasi, 2009; Fassbinder, 2007; Goetzee, 2011; Johansson-Fua, 

2009; Manu’atu, 2009; ‘Otunuku, 2010; Taufe’ulungaki, 2009; Thaman, 2009a; 

Thaman, 2009b; Thaman, 2010). 

Students are the core business of schools. The impact of teachers’ pedagogies on 

students’ academic achievement looks at both the ‘ilo (knowledge) and poto

(wisdom) as articulated in Thaman (1991) and Kavaliku (1966). Not only this, but 

also how pedagogies of ta (demonstration) and talanoa (talk), fanongo (listen), and 

sio (observe) turn that knowledge and wisdom around to adapt to students’ learning 

styles (Johannson-Fua, 2009). Pedagogies and Tongan learning styles may not be 

productive if achievement is not given sufficient consideration. Both the 

pedagogies and learning styles lead to enhanced results at the end of the students’ 

academic year. 

The literature review looks at what knowledge has been established by other 

researchers about teachers’ pedagogies and students’ learning. This study builds on 

a recent body of literature, created by Pacific academics and focuses as well on 

Pacific education issues (for example, Johansson-Fua, Manu, Takapautolo and 

Taufe’ulungaki, 2007; Nabobo-Baba, 2009; Ninnes, 1991; PRIDE Project, 2004; 

Thaman, 1988). In addition, this study seeks to contribute to the development of 

further knowledge on this topic. 

The emphasis of this research is on the productivity of teachers’ pedagogies, 



preferred students’ learning styles and how they both related to students’ academic 

achievement. Moreover, the significance of teachers’ pedagogies and students’ 

learning styles are a regional quest of teacher educators’ research (Maka, 

Johansson-Fua, & Pene, 2006; Sanga & Thaman, 2009). This is to ensure quality 

progression and quality teaching practice. However, there is a critical need for 

clearly voiced productive pedagogies from the teachers and students themselves. 

This need comes from a thorough preparation and selection of English teachers who 

may successfully teach students in secondary school classrooms. 

Teachers’ pedagogies and students’ learning styles have been studied extensively in 

the last decade (Bakalevu, 2009; Latu, 2009; Lim, 2007). Most studies have 

examined the efficiency of teachers’ teaching methods in different subject areas. 

Primarily, such studies were mostly carried out in primary schools of developed 

countries in general with fewer studies of English language in secondary schools. 

This study, however, focuses on secondary school English language classrooms at 

Fatu School (pseudonym) in Tonga. 

There has not yet been a study of this nature conducted at Fatu School that has a 

more practical focus. Fewer studies use qualitative methodology and triangulated 

methods of talanoa where it collects the real voices of teachers and students from 

the classroom context. In talanoa, the word “ala” is defined as inform, tell, relate, 

command, ask, or reply. “Noa” means of any kind, ordinary, nothing in particular, 

purely imaginary, or void (Churchward, 1959; ‘Otunuku, 2011; Vaioleti, 1999; 

Vaioleti, 2003; Vaioleti, 2010). Overall, talanoa refers to talking: a face to face 

conversation; an exchange of thinking or ideas, issues, realities, desires whether 

formal or informal among a social group; an emphasis on oral communication that 

is subjective and collaborative. As a methodology, talanoa allows issues, people’s 

realities and desires, even the hidden treasures in the very core of person/groups’ 

“hearts to be unlocked”. It is a robust process that allows for the exchange of 

authentic information among Pacific as researchers have maintained (Johansson-

Fua, 2009; Nabobo-Baba, 2009; Vaioleti, 1999; Vaioleti, 2003). 

With this study, teacher educators may realise the importance of teachers’ 

pedagogies. The study contributes to teacher preparations that lead to the 



improvement of students’ learning. Specifically, it recognises the positive effects 

that productive pedagogies can have on students’ learning. 

This chapter reviews the relevant and significant literature in the teachers’ 

productive pedagogies for teaching English language in the secondary school and 

explores the research-based literatures on the pedagogies that might impact on the 

students’ learning styles and outcomes. It comprises of a critical review of literature 

relating to key terms in the current topic such as teachers’ productive pedagogies, 

effective students’ learning styles, and students’ achievement. The literature has 

five key themes described within the review and is closely associated to the purpose 

of this study. They are pedagogy; its early use, pedagogy as teaching practice, and 

productive pedagogy/ies. As well, this section articulates literature relating to 

students’ learning styles; teachers’ pedagogies; the link between teachers’ 

pedagogies and students’ learning styles, and; the relationship between teachers’ 

pedagogies, students’ learning styles, and students’ academic achievement. 

Pedagogy – Early use of the Term 

The first definition of pedagogies originated from Greece. “Pedagogue” was used to 

refer to the term “teacher”. According to Young (2011), “among the ancient Greeks 

and Romans, the Paidag gos was a slave who attended the children of his master 

and conducted them to school, often acting as a tutor” (p. 25). The three major 

lessons to pass on to people concerned were firstly to “nurture” the child to live life 

independently. Secondly, foster and nurture the child to feel that his/her school is a 

safe place and lastly, to accommodate and guide the child to be able to find 

directions (Young, 2011). 

Young (2011) reveals the early use of the concept in 1526 by William Tyndale in 

Galician 3:24-25 where paid-agogos (child-to-lead) were used. The then 

paidagogos had three major roles to play. They acted as disciplinarian, protector, 

and educator. Similarly, the entire work of Jesus Christ was as a teacher or servant 

serving those who are in need (Niumeitolu, 2007). It is in line with the work of a 

paidagogos or teacher of learners in history or school master. For discipline, the 

child’s paidagogos was either kind and tender or fearful and threatening. Moreover, 

the paidagogos role is to protect the child and nurse and walk them to the athletic 



field, school, and lectures. A paidagogos is like a teacher that can lead the child to 

follow (Fournier & Ineson, 2013). 

In terms of education, the child’s paidagogos was educated. The pedagogos would

guide the child with homework and attends lectures. In a wider sense, Lovat (2003) 

describes pedagogy as knowledge and skills needed for effective teaching. The 

usual definition provided by the Macquarie Dictionary (1981) classifies it as 

art/theory/science/practice of teaching. Pedagogy assumes an impact on the 

intellectual and social maturity and advancement of the learner. These can be 

embodied in games as pedagogical organisations. These games stimulate greater 

participation that promotes effective pedagogies (Pillay & James, 2012; Cohen & 

Rhenman, 1961). In short, Lovat (2003) further states that pedagogy is the 

theoretical understanding and practice for teaching and learning by the teacher. 

In contrast, Wylie (1970) defines pedagogy as linked to curriculum importance and 

has power that is boundless. He compares curriculum to a tripod with three legs 

representing each of the past, present, and future relating to the beliefs and practices 

within particular societies. These can combine to provide a better future, yet it 

needs to be monitored. Furthermore, teachers should act as changing agents in order 

to master the changes in the classrooms to align with the changing world (Koya-

Vaka’uta, 2013; TSSLP Baseline Report, 2011). If these are not well seized and 

taken as possessions to value, then a culture gap may result (Little, 1995). Due to 

changes in the growth of knowledge and worldviews, more research about 

pedagogies are required and that are specific to the context which actively seeks to 

contextualise teaching and learning (Bell, 2000; Koya-Vaka’uta, 2011). 

This study will use definitions of a variety of researchers because it articulates a 

wide range of aspects in teaching. Pedagogies are a broader view of all phases of 

teachings and not mere instructions by teachers (Mortimore, 1999; Newmann & 

Associates, 1996). The following are used by Bell (2003) to theorise the term 

“pedagogies” relating to the science of teaching and was used in Gordon and 

Lawton (1984) from the Anglo-American perspective. They state that this type of 

teaching articulates curriculum and methodology. From a European viewpoint, this 

extends to child development (Menck, 2000). Pedagogy describes the values 



underpinned, personal commitment, environmental, and methodological culture of 

the wholeness of life of the child (Morton Lee, 1996; Morton Lee, 2015). It projects 

life at home, in classrooms, and the community. It covers a variety of aspects such 

as knowledge transmission (Bernstein, 1971), process of knowledge construction 

(Gore, 1993), and factors that affects the process of knowledge construction. 

Teaching can construct a student’s mind through curriculum (Leach & Moon, 1989) 

and can be viewed as socio-cultural practice linked to the psychology of learning 

process and assessment. Despite the various definitions of pedagogy articulated in 

the above studies, there is very little work about pedagogies from a Tongan context. 

This study attempts to actively draw on the students’ and teachers’ voices within 

English classrooms in Tonga. 

Pedagogy as Teaching Practice 

Pedagogy and teaching practice are often synonymous and used interchangeably 

within the classroom. As defined by Alexander (2008), pedagogy is the observable 

act of teaching with helpful discussion of educational theories, values, evidence, 

and justifications. Pedagogy is what the teacher needs to know and how to use it in 

order to validate and provide explanations appropriate to learners. This can be seen 

in borrowed knowledge and intentional support for many decisions involving 

teaching (Alexander, 2008; Simpson, 2011; Wolfersberger, Kirschenmann & 

Wallace, 2011). 

Pedagogical concept knowledge offered by Shulman (1986) highlights the lesson’s 

content and the need to deliver it effectively in the classroom. It refers to the type of 

pedagogy that suits the nature of a certain topic. Shulman (1986) points out that in 

front of students, the teacher is required to master his/her subject well. Teachers 

must know what to teach and how to teach (Darling-Hammond, 2006). The teacher 

can find another pathway or means to better understand the content in a subject. 

They must also know how to learn and make decisions using theory, research, and 

feedback from the school and classroom context (Cochran-Smith, 2003; Darling-

Hammond, 2006). In addition, the classroom learning environment requires 

teaching strategies that create a positive atmosphere and allow effective learning 

and preparation as the way forward to success (Suzuki, 2011). 



Thaman (2001) posits that culture is an underlying factor in teaching by saying that 

culture conceives and encompasses education as in teacher education and its 

realities; related closely to pedagogy is culture. Bishop (2015) argues that culture 

counts and relationships between students and teachers are significant in the New 

Zealand context. Banks (2015) explains the importance of cultural diversity with 

components of race, culture, and education. He highlights the notion of “good 

citizenship” for a better world as a product of a healthy relationship between 

various groups integrated in multicultural communities in the United States. 

Furthermore, pedagogy reflects teachers’ values and culture that acts as 

pedagogical excellence indicators (Sheets, 2005). Responsive pedagogies are linked 

to students’ cultural knowledge and practice that can be defined as productive to an 

extent. However, being responsive to cultural knowledge can be a challenging task 

for teachers (Alton-Lee, 2003). Despite the validity of the approach, this study does 

not  specifically focus on culturally responsive practice, however, its goal is to 

investigate the link between students’ learning styles and teachers’ pedagogical 

practice and its impact on student achievement. 

Productive Pedagogy/ies 

As described by researchers (Fasi, 2002; Hokafonu, 2011; Johansson-Fua, 2009), 

there are different types of Tongan pedagogies. Central to the effectiveness of 

pedagogical practice is defined by its link to students’ learning as well as their 

achievement. The use of the term “productive pedagogy/ies” refers to the link 

between teachers’ pedagogical practices that are aligned with students’ learning 

styles which can impact students’ achievement.

Productive pedagogies were developed as a model of teaching and learning in the 

early 20th century. For instance, in 2001, the Queensland School Reform 

Longitudinal Study (QSRLS) identified twenty classroom practices that enhanced 

students’ outcomes and were both academic and social (Lingard, Ladwig, Mills, 

Bahr & Chant, 2001). Data was gathered from an analysis of literature and 

structured observations in almost 1,000 primary and secondary classrooms in 

Queensland, Australia (Lingard, Hayes & Mills, 2003, p. 400). The academic and 

social elements of productive pedagogies as suggested by Lingard et al. (2003) 

relates to high order thinking; deep knowledge; deep understanding; substantive 



conversation; knowledge problematic; meta- language; knowledge integration; 

connectedness to the world; problem-based curriculum; student control; social 

support; engagement; explicit criteria; self-regulation; cultural knowledges; 

representation; narrative; and group identity and citizenship (pp. 410-411). Lingard 

et al. (2003) claim that teachers are significant to students’ outcomes despite the 

constraints imposed by contexts (p. 401). As part of the productive pedagogies 

framework, Lingard et al. (2003) further propose that schools not only focus on 

teachers’ classroom practice but also on school development training for teachers 

based on identifying and developing practices that are linked to the, “social as well 

as intellectual outcomes of schooling” (p. 401). 

The core argument of the QSRLS study is that, “pedagogy should be re-centred and 

that the responsibility for its quality and alignment with agreed goals for schooling 

must be shared by teachers, school administrators, education systems and local 

communities” (Lingard et al., 2003, p. 401). This particular study investigates the 

kinds of productive pedagogies that are linked to positive learning outcomes, –both 

academic and social. The findings are to be shared with the education system that 

Fatu School belongs to. For example, with teachers, school administrators and 

parents.

The notion of pedagogy has been studied widely in Oceania and the wider world. It 

is underpinned by postcolonial ideas and principles linked to empowerment, hope, 

and self-determination. For example, Freire’s (1970) pedagogy of the oppressed 

work has been influential in shaping how people perceive teaching and learning in 

the third world as a result of colonisation. “Pedagogy of the oppressed” is 

underpinned by post-colonial struggles whereby those who have been colonised  feel 

oppressed by the coloniser. The relevancy of Freire’s work provides liberation and 

hope for third world nations by shifting pedagogical practice from a predominantly 

teacher-led and directed process to a learning experience; knowledge and power are 

shared and new knowledge is co-constructed (Freire, 1998). In Hawai’i, the 

Kamehameha Elementary Education Project (KEEP) was established in 1972 as a 

way to develop effective reading linked to the culture and language of the children 

(Tharp & Gallimore, 1979). The significance of the KEEP programme was in its 

capacity to value culture and literacy in the teaching and learning process. In New 



Zealand, Te K hanga Reo and Kaupapa M ori Movement was instrumental for the 

revitalisation of Te Reo M ori in schooling. The movement pushed for the value of 

local language and its importance for character formation and self-determination for 

M ori (Smith, 1997). The movement developed as a resistance to a mainstream 

P keh (M ori term for Caucasian) centred system that failed to attend to key needs 

of M ori. Schools were encouraged to use M ori language, values, and philosophies 

in the shaping of the child as they grow and learn. Similarly, the Te Kotahitanga 

initiative was implemented in New Zealand to strengthen the teaching and learning 

process through “culturally responsive pedagogy” linked to the achievement of 

M ori students (Bishop, Berryman, Tiakiwai & Richardson, 2003). Central to the 

initiative was the understanding and improvement of teachers’ relationships with 

their M ori students in high school. The focus on pedagogy or culturally responsive 

pedagogy is not new to the region. To some extent it has been exhausted in terms of 

educational research. In spite of this, this particular study takes a different focus by 

addressing the types of pedagogies practiced at a single sex secondary school in 

Tonga, a context that has not been researched before. 

With regard to critical pedagogies, Pittard (2015) notes that critical pedagogies help 

teachers to see transformation that is needed at school in terms of having powerful 

or powerless outcomes on students. Pittard elaborates that the transmission of 

power must be taken seriously during teacher education because of the inadequacy 

of power distribution between teachers and students and claims this was first 

introduced by Freire (1970).

Linked to productive pedagogy is the notion of transformative pedagogies; this is 

deeply rooted in the idea of students being changed by gaining knowledge (Haber-

Curran & Tillapaugh, 2014). The purpose of learning, as pointed out by Dewey 

(1933), is to inspire change on the learners themselves. In order for the students to 

learn something, new knowledge must first be effectively digested. The 

combination of constructivism and critical pedagogies as hypothesized by Freire 

(1970) can enlighten transformative pedagogies. Providing knowledge from the 

students’ voices themselves is a way to construct and understand the kinds of 

pedagogical practices that are productive for them rather than just from teachers’ 

voices alone.



Students’ Learning Styles 

Students’ learning styles reflect ways of learning that are embedded in students’ 

thinking, understanding, and deciphering of knowledge. Specifically, learning 

styles are to do with the preferred way in which students absorb process, 

comprehend, and retain information. For instance, some students learn by following 

oral instructions whereas others prefer to use their hands to mould or make things. 

For Tongan students, styles of learning are linked to traditional cultural values, 

practices, beliefs, and philosophies. In terms of classroom learning, there are 

preferred styles of learning that students have and thus, utilise to think, understand, 

and decipher content knowledge in the classroom (Ellis, 1985). In contrast, methods 

of learning often refer to processes taught by the teacher to the students in order to 

help them understand but may not necessarily be aligned with students’ preferred 

learning styles (Johansson-Fua, 2009; Medge, 2015). 

Learning styles are often referred to as “methods of learning”. The two are often 

used interchangeably, however, they are different in terms of practice and 

preference. Learning styles relate to students and their preferred ways of learning 

whereas “methods of learning” relate to processes of learning as instructed by the 

teacher in which students are to do (Johansson-Fua, 2006; Johansson-Fua, 2009; 

‘Otunuku, 2011a). In other words, a teacher can provide students with methods for 

learning the content that does not necessarily link to students’ preferred learning 

styles.

The concept of learning styles highlights the importance of the learner, making 

teachers rethink their instructions to try to maximise student achievement. Learning 

styles are more or less reliable ways in which an individual recognizes, 

conceptualises, systematises, and remembers information (Ellis, 1985). The 

feedback through marking and corrections, either through oral explanations, written 

descriptions, or learning from others are ways in which students can gain 

information about their learning (Lim, 2007; Seah, 2007; Shimizu, 2009, as cited in 

Lim, 2012). Students' learning styles can often be biological in nature and linked to 

their culture and tradition. 

Davidoff and van den Berg (1990, as cited in Admin Teaching English UK, 2010) 



recommend four steps to learning: plan, teach, observe, and reflect. In addition, 

students learn better when teaching methods match their preferred learning styles. 

When students’ self-esteem is high, their learning accelerates. Furthermore, as 

effective teacher-student relationships improve students’ successful outcomes 

increase (Manu’atu, 2000; ‘Otunuku, 2011). In terms of preferred ways of learning, 

the four modalities or styles of learning are: visual (seeing), auditory (hearing), 

kinaesthetic (moving), or tactile (touching) (Bandler & Grinder, 2010; Admin 

Teaching English UK, 2010).

Talanoa has been identified as a preferred learning style in Tonga. In the Tongan 

society, knowledge is taught and acquired through talanoa (dialogue) or stories that 

provide a positive learning environment and experiences for young people 

(Nabobo-Baba, 2006; Johansson-Fua, 2009; ‘Otunuku, 2011b; Vaioleti, 2006). 

Talanoa is a shared style of learning where students listen to and observe their 

elders and often from each other. The internalisation processes and thinking of 

children needs to connect to the existing knowledge and the social learnings within 

the kainga through peer teaching/learning. Learning through talanoa or stories 

incorporates listening (Prescott & Johansson-Fua, 2016). Learning curriculum 

content knowledge is what is required to achieve successful academic outcomes. 

The teacher’s role is to recognise and nurture the improvement of students’ 

academic abilities by incorporating learnt knowledges in effective ways. 

In Fiji, the terms knowledge or “to know” (kila ka) and wisdom (yalomatua)

require adopting of particular pedagogies that are unique to the Fijian people. Such 

a decision is decided and made by the owner of that knowledge and the knower or 

teacher (Nabobo-Baba, 1994). As indigenous pedagogy, it is part of the indigenous 

knowledge system (Nabobo-Baba, 2003). A common pedagogical tool used to 

teach and impart cultural knowledge in Polynesia is talanoa. Learning starts with 

talanoa or dialogue. It should be used by the Pacific and Tongan learners to reach 

the platform of common understanding (Latu, 2009; Senge, 1990). It is Fijian and 

Tongan tradition that students keep quiet, pay attention, listen, and do (Nabobo-

Baba, 2009; Vaipulu, 2013). They maintain silence for long periods of time and it is 

often for a reason. Thomas (1978) states that Pacific pedagogies are changing 

because there is collaboration and competition amongst students; this is more 



apparent among rural students than urban students. These studies support the idea 

that there are connections of culture and teaching and learning (Jones, 2011). When 

the expectations of teachers and students match the teachers’ pedagogies, the main 

goals of education are achieved (Thaman, 2009b). 

Students’ abilities, however, vary as demonstrated in part by Gardner’s (1999) 

theory of multiple intelligences. With these different abilities, teachers are expected 

to consider students’ abilities and ensure that each of them can learn and meet their 

preference (see Appendix K) also considering the relevance and appropriateness of 

activities to students. Moreover, a human being’s brain works like a computer as it 

takes in information (data) and processes these as meaningless information 

(Anderson, 1990). In order for efficient and useful learning to take place, teachers 

must be certain that information has meaning and is appropriate, thus, helpful and 

practical. Specifically, when a teacher uses various activities from these 

intelligence/abilities advocated by Anderson, every learner has the chance to pick 

their learning preference. 

Learning styles are a reflection of the students’ social life at home (Spring, 2009). 

Parental support is significant in students’ learning (MacIntyre, 2008). Hence, there 

is a need for teaching methods to cater for students’ individual and preferred 

learning styles. It seems therefore, learning styles agree with the fact that teachers’ 

pedagogical instructions must be varied and effective and linked to their styles of 

learning if productive learning is to take place. With teachers’ productive practices 

that are aligned to students’ styles of learning, this necessarily addresses each 

student and their unique way of learning. 

Further, three recent studies provide strong information about learning styles. These 

studies suggest that supportive learning styles are an adequate factor that can boost 

students’ outcomes, performance and achievement (Ballantine and Larres, 2007; 

Papadopocelos, Demetriadis, Stamelos & Tsoukalas, 2010; Pillay & James, 2012). 

Of these, Pillay and James (2012) provide strong evidence and reveal a clear 

understanding of the views and ideas of how much learning styles can make a 

difference in the process of teaching and learning to yield better student outcomes 



and achievement. 

Studies have taken a new approach to curriculum development by contextualizing 

students’ learning styles to sustain cultural values and belief. Curriculum reform 

particularly rests on the importance of cultural values to incorporate in the current 

curriculum. They must also be linked to Pacific issues of basic education. In other 

words, there is a need to link local and Western knowledge because most issues are 

connected (Maha, 2009; Manu, 2009; Sanga, 2009; Taufe’ulungaki, 1979; 

Taufe’ulungaki, 2002). This focus is also advocated by Tongan scholars, 

Johansson-Fua (2009), Manu’atu (2009), Taufe’ulungaki (2009), and Thaman 

(1988). These are reflected in  articulated Tongan pedagogies, such as  the kakala

framework and m lie and m fana. These m lie and m fana feelings are connected 

to how students learn. Within the classroom, these concepts reflect learning relating 

to teacher and student relationships being closely beneficial and connected as 

described by Johansson-Fua (2009), Manu’atu (2009), Taufe’ulungaki (2009); and 

Thaman (1988). M lie and m fana are, in one sense, better understood by Tongan 

people as they reach the climax of happiness or joy through the faiva or Tongan 

dance. This can be seen when clapping, shouting, and placing money on a dancer to 

show their appreciation of the experts and skills realised in the dancer and the 

performance (Manu’atu, 2009). 

In Tonga, there is a realisation that teachers are crucial for bridging the gap 

between the curriculum and the students. That is to say, teachers are the sources 

that impart curriculum knowledge to students and the effectiveness of how teachers 

and the ways teachers impart such knowledge. This requires teachers’ pedagogical 

practices to often shift and change by considering the local context, its valued 

indigenous knowledge and the diverse students in front of them (Teaero, 2009). 

This idea is expanded on by Taufe’ulungaki (2009) with an exposition on the 

explicit inclusion of Tongan values within the school curriculum. 

In the Pacific, curriculum values are conceived as the backbone that will prolong 

cultural continuity to be woven into the child’s attitudes (Manu, 2009; Manu’atu, 

2009). It is based on a constructivist approach to pedagogy as it implies 



collectivistic and socially constructed underpinnings of pedagogical practice 

(Hammersley, 2017; Koya-Vaka’uta, 2011). This means that pedagogy takes into 

account the cultural and social values and ideals that govern successful learning in 

the Tongan context. More studies highlight the importance of curriculum and 

values. This is to ensure that cultural survival and continuity and national 

development are considered and is continued throughout generations. With this in 

mind, the child is prepared to face the challenges and issues linked to globalisation 

(Thaman, 2004). Knowing these can increase understanding and can strengthen a 

patriotic heart toward the student’s cultural values and practices.

Teachers’ Pedagogies 

Teachers’ pedagogies are the ways in which teachers teach their students. 

Specifically, teachers’ pedagogies relate to their teaching approach and methods. 

Teachers’ pedagogies do not always reflect their preferred learning styles. 

Sometimes, teachers methodically carry out and use approaches that are given in 

the teacher activity or notebooks with very little reflection on its potential impact 

on students’ learning. Other times, teachers use methods of teaching that they learnt 

when they were at school. Regardless of the approaches and methods used, very 

little consideration of students’ preferred learning styles are taken into account. 

Similarly, studies have argued for pedagogical approaches that align to students’ 

cultural values and beliefs. The Re-thinking Pacific education and curriculum 

initiative argues for a shift from the educational (as well as learning) approaches of 

the past that often reflect Western frameworks to a more culturally responsive 

framework that reflects the lived realities of Pacific Island people (Koya-Vaka’uta, 

2013; Manu’atu, 2003a, Manu’atu, 2003b; Manu’atu, 2009; Nabobo-Baba, 2009, 

Nabobo-Baba, 2011; Sanga & Thaman, 2009; Thaman, 2003; Thaman, 2004; 

Thaman, 2009a). As defined by Koya-Vaka’uta (2011), pedagogy is practice or 

praxis and is values based and driven. It assumes ascribed philosophies of what 

education and curriculum are within each context. Values are associated to 

schooling, economic, social, and pedagogic agenda. Keeping this in mind, the 

teacher is trusted in the role of implementing the holistic development of the 

students. The results of these values are embodied in teachers’ work at school, 



preparing students for adult life, and involvement in the society (Koya-Vaka’uta, 

2011; TSSLP Baseline Report, 2011). When humility is demonstrated by the 

teacher in the classroom, students can evoke in themselves a spirit of determination 

and initiative as emphasised by Taumoepeau and Taumoepeau (2014). Manu’atu 

(2006) defines pedagogy as the relationship between teaching and learning; 

between the teacher and the learner. Pedagogies also effect life outside the 

classroom and are meaningful and appropriate. 

The curriculum context for Tongans (values, belief, philosophies, and resources) 

can be more meaningful and relevant if linked to culturally specific teaching and 

learning. By incorporating cultural values in the curriculum for teaching and 

learning, changes will be rapid (Sheets, 2005). Curriculum can be the vehicle to 

changes that are needed for life after classrooms. Lawton (1974) claims that 

curriculum is a selection of the best of a culture that can assist students to live a 

useful life after school years. 

Moreover, social, political, and cultural aspects of teaching, learning and assessment 

are considered under pedagogies (Bell, 2000; Cornbleth, 2000). Partially, it is quality 

teaching (Alton-Lee, 2003) and effective pedagogies (Hipkins, 2002). This includes 

accessibility to information, ability to participate in classroom activities, and ways 

that accommodate curriculum objectives. The interests relate to formative 

assessment, relationships, expectations, and feedback (Black & Willams, 1998; 

Hattie, 1999). This term covers a wide range of areas both within and outside 

classrooms including socio-cultural and political aspects. These are factors that 

affect teaching, learning and assessment of the learner within the teachers’ circle of 

influence.

Pedagogies involve a wider range of phases in teaching. Bell (2003) quotes: 

The term teaching is used for simplicity but the term pedagogy is also used 

throughout the synthesis to ensure a broad consideration of the range of ways 

in which quality teaching is accomplished, for example, through culturally 

inclusive and pedagogical effective task design.... The term “teaching” has too 

often led to a narrow focus on the interaction between teacher and learner 



(Alton-Lee, 2003, p. 7). 

Much of the research, when drawing on a teaching approach, points out the Pacific 

insider’s view about pedagogies. Pedagogies are the ways Pacific people think of 

teaching, learning, and knowledge of education (Nabobo-Baba, 2009; Puamau, 

2009; Taufe’ulungaki, 2009; Teaero, 2009; Thaman, 2009a; Thaman, 2009b). This 

is strongly tied to their identity. This happens when their own languages are taught 

and they learn from their indigenous epistemologies (ways of knowing/theories 

about knowledge), their ontology (views of reality), and worldview (Nabobo-Baba, 

2009; Jones, 2011). Thaman (2000) specifically asserts that notions of Pacific 

pedagogies are being promoted as alternative pathways for educators in dealing 

with the unique learning needs of students in the Pacific. This calls for 

consideration of what Pacific pedagogies are, but there are no clear explanations 

(Thaman, 2003). This can also question the main purpose of education in the 

Pacific.

Coleman (1956) claims that Pacific education should link to each country’s hopes 

for their learners and should be incorporated in their schools. Decades later, 

Taufe’ulungaki (2003) points out that the main purpose of Pacific education is the 

survival, transformation, and sustainability of Pacific Island people and societies. 

The learner of the Pacific classrooms can be assured that they will fully participate 

in various groups of the society and international communities. 

Education in the Pacific reflects the traditional Western methods of pedagogy 

where the teacher teaches from the front and the students listen (Thaman, 2003). 

Therefore, there is difference in the language of teaching and the language which 

students use as their mother tongue. As identity is associated with one’s own 

vernacular language, teachers are required to use their own heritage language to 

bring out Pacific students’ learning preferences in their classroom (Cornbleth, 

2000; Koya-Vaka’uta, 2011; Nabobo-Baba, 1994). Teachers are recommended to 

use a variety of reading and writing activities using local materials and stimuli. 

Also, teachers are not attentive to emphasise English writing convention genre, 

although they want to progress language skills (Al-Jadidi, 2009; Dimova, 2011). 



With these, it raises the idea that teachers’ poor planning, inattention, and 

ineffectiveness may have led to students’ failure. However, it is argued that with 

appropriate teacher’s pedagogies, they can make a change in the students’ learning 

and achievement (Fassbinder, 2007). The main concern of this project is to make 

sure that the teachers’ productive pedagogies and students’ learning styles are 

identified so they can provide the best pathway to achieving good academic 

outcomes.

Literature continues to reveal various areas in order to justify why teachers’ 

pedagogies are important in learning and teaching (Hankes, 1996; Harris, 1998; 

Hayes, Mills & Lingard, 2003; Johansson-Fua, 2009; Manu’atu, 2000; QLD study, 

2001; Simpson, 2011; TSSLP Baseline Report, 2011; Thaman, 1988; Thaman, 

2009b). A US policy  “No Child Left Behind” (Bush, 2001, as cited in Koya-

Vaka’uta, 2011)) focuses on pedagogies through multi-cultural methods. This idea 

began with movements post World War II especially those pushed by Banks (2015) 

who is recognised as the Father of Multicultural Education centre in the US. 

Hankes (1996) considers students and their cultural context. He emphasises the 

participation of teachers in considering students’ learning needs and how both are 

interacting in problem solving. Due to the critical pedagogy theory, Pacific students 

are studied to find teaching approaches that alleviate the challenges. This can be 

seen in looking for what kind of schooling is appropriate for students as evident 

with the indigenous Aborigine and Torres Strait Islanders in Australia (Harris, 

1998). This research raises the urgency for teachers to find how students can best 

learn to attain good academic achievement. This study also raises concern for 

teachers to coach students so they can generate high achievement by attaining 

critical consciousness in their learning. 

Pedagogies from some Pacific ethnic groups can share similar underpinnings and 

practice. Solomon Islands literature identifies there are: ways of knowing; and 

theories of how we learn, and; what we know (epistemology); this is because of 

traditionally oriented cultures (Ninnes, 1991). The three main learning styles 

described here relate to observation and imitation through listening and 

remembering and these styles of learning continues to develop as each child grows 



older (Nabobo-Baba, 2009; Ninnes, 1991; Ross, 1973; Wasuka, 1989). In addition, 

Pacific pedagogies often relate to verbal instructions based on the key values of 

respect and generosity; maintaining genealogical relationships and their associated 

behavioural obligations and privileges among members of the community (Hogbin, 

1939; Oliver, 1955). Moreover, verbal discipline is used with young children to 

strengthen the expected behaviour and verbal praise is used as reinforcement of 

good behaviour (Hogbin, 1939; Hogbin, 1964; Oliver, 1955; Baumeister, Smart & 

Boden, 1996). 

Teachers’ pedagogies can be clearly differentiated when cultural values and 

ideologies are highlighted as they intervene in the process of teaching and learning 

(Mann, Broughton-Ansin, Deaker & Sherpard, 2012; Taylor & Parsons, 2011; 

Thaman, 1988). This can also include teachers’ prior knowledge of students’ values 

and attitude. Learning in the classroom should prepare students for life activities in 

which social values are involved (Parsons & Taylor, 2011). This links to what the 

teacher does with the students’ capacity for learning. Furthermore, there is need for 

teachers to be more conscious of their teaching (Ainscow, 2007); not only to focus 

on the strategies alone, but rather expand to pedagogies more in what they aim to 

do. In addition, international studies considered students’ engagement in their 

learning. The US Department of Education Office of Vocational and Adult 

Education (2001) features contextualised teaching and learning as a notion of 

teaching and learning that assists teachers when relating pedagogical content to the 

real world situations. 

Pedagogical Content Knowledge and Practices 

Most studies concur that pedagogical content knowledge is a fundamental factor in 

learning especially in the secondary school (Brownell, 2005). Studies particularly 

target areas such as Mathematics and Science with very little research on subjects 

like History, Geography, and Languages and further on to elementary, primary, and 

inclusive education (Fasi, 2002; Koloto, 1995). This study helps to serve the need 

for specific language on how teachers’ teach and manifest practice in their role that 

can lead to improved and better results. 



Researchers have sought evidence in literature to discover what roles and the kind 

of pedagogical practices that have contributed to desirable students’ learning 

outcomes (Johansson-Fua, 2006; Thaman, 2009b). Johansson-Fua (2009) presents 

an emerging Tongan Pedagogical Framework. It resulted from a study known as 

Sustainable Livelihood and Education in the Pacific (SLEP) by Taufe’ulungaki and 

Johannson-Fua (2006). It is as follows: demonstrate (fakataataa), trial with students 

(kaunga ala), talk (talanoa), instruct (fakahinohino), and observe as students 

perform (sio). The learning style matches the teaching process and they are: talk 

(talanoa), observe (sio), trial (ala), and listen (fanongo). Tongan pedagogies can be 

productive and can contribute to academic achievement. 

The SLEP study strengthens the concepts of the teaching and learning process in 

Tonga. The result of this study provides a foundation to ensure that teachers’ 

pedagogies can be developed in Tongan classrooms through consistent appraisal 

systems. When schools consistently carry out and monitor and implement 

productive pedagogies, there is meaningfulness and relevance in the cultural values 

and knowledge embodied in teacher pedagogies, assessment, and curriculum. 

Furthermore, the importance of teacher roles can be observed within their teaching 

profession. Teachers’ tasks act as a contract with students and teachers and can 

either help or fail students’ achievement (Fassbinder, 2007; Rivkin, 2005; Thaman, 

2009b; TSSLP Baseline Report, 2011). Teachers are intrinsically linked to students 

in their process of teaching (Fassbinder, 2007). Hence, incompetence, poor 

preparation, and irresponsibility in teacher practice can contribute to students’ 

failure. Furthermore, teachers’ pedagogies, or teachers’ teaching strategies in this 

case, influence the choice of activities and assessment given to students. Therefore, 

teachers are required to teach knowledgeably and skilfully so their students can 

become “presences in the world” (Fassbinder, 2007, p. 7). 

Pedagogy and the variety of teaching methods are carefully chosen to suit the 

learning styles of students (Freire, 1998; Kayi-Aydar, 2011; Lutui &Langi, 2009; 

Taufe’ulungaki, 2009; Thaman, 2009b). Teachers are required to be creative and 

provide activities that suit student interests. Styles of learning are to be lively, 

stimulate thinking and interests, and are group-driven. During the pre-writing 



phase, for example, students’ brainstorming techniques are used to show prior 

knowledge in a writing process (Watson, 2005). This technique can assist in their 

discovery process when trying to determine activities to use; such as, choosing a 

topic to write about. Watson (2005) adds that instructors need to include activities 

that stimulate motivation for students to write. They can also provide activities that 

provoke ideas and cement the attention of students that are focused on the purpose 

of the writing. These creative methods encourage, prompt, and inspire students’ 

learning as described in Freire’s (1998) pedagogy of the oppressed. For Freire 

(1998), pedagogy leads to the liberation of students from being oppressed. 

Feedback and feed forward are necessary components of teachers’ effective 

pedagogical practice. Sadler argues, “it is closing the gap between where students 

are and where they are aiming to be that leads to the power of feedback” (1989, as 

cited in Hattie & Timperley, 2007, p. 90). Feedback and feed forward are linked.

This research about teachers’ pedagogies encourages effective learning styles. The 

teachers’ role in teaching and learning sustains the efficiency of learning styles and 

learning. Its benefits spill over from the individual outwardly to stakeholders of the 

country. It is therefore, necessary to investigate how well teaching methods such as 

group work and reading are efficiently managed by the teachers. This calls for 

essential information on how much and what type of pedagogical preparation is 

needed for teachers (Fullan, 2001; Fullan, 2007; Hokafonu, 2011). These are key 

points for good management of group work so learning can take place. If teachers 

formulate questions to guide group discussions and select a timer and organiser(s) 

to prepare for the group work ahead of time, then this can be a way to enhance 

teachers’ pedagogical practice. All necessary preparations both in knowledge and 

skills are definitely assets for better learning. 

Cooperrider and Srivasta’s (1987) Appreciative Inquiry (AI) approach highlights 

cultural strengths in learning through ethnic language, values, and practices. AI is 

articulated in the context in which the inquiry is taking place and leads to the native 

language practiced. This suggestion reflects that if the school builds on what they 

advocate positively (as it is in school culture), classroom processes will be 

enhanced. The strengths that emerge will be the assets to the school’s plans and 



actions as expected in the teaching and learning process (Calabrese, Goodvin & 

Niles, 2005; Gomez, Marcoulides & Heck, 2011; Hays, Christie, Mills & Lingard, 

2004). Fatu School has a strong learning culture, but there are productive and 

unproductive aspects of these that influence the way teachers teach and the way 

students learn. However, to be effective in teaching and learning, the language used 

is key to teachers’ knowledge and understanding. The way to do this is for teachers 

to teach how to read for various purposes. 

Historically, the first work on principles and practice based on language acquisition 

was by Krashen (1982). He found that language reflected effective ways of 

teaching and learning. For example, if reading is emphasised by the teacher then 

vocabularies and spelling will be strengthened. Moreover, he explains that theory is 

not complete without its practical side. However, Krashen (1982) outlines three 

important approaches to language and is regarded as essential means to 

communication. They are: the second acquisition of language (applying a variety of 

means like radiant insight and dream); applied linguistic research (to hold a 

comparative study on teaching methods), and; lastly, the ideas and perception from 

experience (engaged on ideas that work or pedagogical techniques that are highly 

recommended). Language should be well drilled as it is the means to the teaching 

and learning processes. The concept of drilling in students’ understanding of 

languages is linked to students being able to identify and practice his/her native 

language (Gass & Mackey, 2007; ‘Otunuku, 2002; Toetu’u-Tamihere, 2014). It is 

necessary to encourage them to cling to their native languages through active 

engagement and learning as well as taking ownership. With this, they learn to love 

and feel it as a part of their culture. 

A fundamental article on language as an integral part of culture, relates to teaching 

and learning to a large extent (Taufe’ulungaki, 2009). It focuses on vernacular 

language and how it relates to Pacific classrooms. This is a theoretical approach to 

vernacular language. In particular, it points to its usefulness in schools that directly 

assist learners in classroom learning. Symonides (1994) defines culture as the sum 

of all human activities and knowledge. Taufe’ulungaki (2009) arrives at a 

conclusion that there is a need for more Pacific researchers to study languages and 



how it works to assist teaching, learning in the classroom, and achievement. She 

believes that little competence in mother tongue language largely contributes to a 

learner’s achieving low profile in academic achievement. This is a significant factor 

in students learning and a case-study on language study can clearly illustrate. The 

development of students’ knowledge raises the question that if teachers understand 

Tongan students and how they learn. For instance, teachers can find whether the 

content knowledge is contextualised for Tongan students to understand and how it 

can apply to other lessons. 

To demonstrate this, a study conducted in the US by Kayi-Aydar (2011) explores 

knowledge base (content knowledge, knowledge of other language, other field, and 

of learners). The study took on four English language teachers through their 

classroom practices and perspectives. Kayi-Aydar’s (2011) work is very close to 

the current study topic. The review, however, is different because the targeted 

group was based on adults (teachers) and their perceptions of teacher education 

only. It did not include leaners’ classroom interactions, documents, and views on 

learning and achievement. Kayi-Aydar’s (2011) work context was based on the 

perceptions of teachers from a developed country whereas the context of this study 

is on a developing country in the Pacific Islands. 

Students’ learning styles have been a key feature in the education literature. 

Evidence shows that students are valued highly in terms of their spiritual and 

intellectual development as well as the implications of these. Suggestions have been 

made for teachers to commit to these developments. They may be willing to 

enhance and let them grow with the society as they change the child through the 

teaching and learning processes in the school (Puamau, 2004; Spring, 2009; 

Thaman, 2009b). 

Link between Teachers’ Pedagogies and Learning Styles 

A more comprehensive study to date by Cuban (2012) is based on a descriptive 

analysis of how much influence funding and policy makers’ assessment had on 

classroom practices. The study finds that the structure and other physical 



environments of the school have less impact on classroom process. Pedagogies 

from the current study can explain this level of impact from the structure and 

physical environment. A similar study by Lingard et al. (2001) took place in 

Queensland with a national study on the productive pedagogies. 

Prior to the study by Lingard et al. (2001), a major work was organised to seek 

answers to teacher effectiveness by Cheng and Tsui (1996) from the centre of 

research and development as part of the Hong Kong Institute of Education. New 

conceptions were found that related to total teacher effectiveness that were later 

stressed in Lingard et al.’s (2001) study. The study indicates the significance of 

searching for productive pedagogies and was used to inform this current study. This 

study seeks to understand teachers’ productive practices and their influence on 

students’ learning styles and their impact on students’ classroom achievement. 

Middleton and Hill (1996) presented a work model of curriculum distribution that 

included: content focus, fixed time periods, teacher focused pedagogy, and the 

measuring of outputs. They questioned as to whether students were well-equipped 

for lifelong learning. Luke’s (1999) study identified a similar problem linked to 

pedagogy. Middleton and Hill (1996) arrive at the conclusion that teachers are 

teaching the subjects yet are not the learners themselves. In other words, teachers 

are driven by assessment and examinations. The teachers are attempting to cover 

syllabi in timeframes. Students are taught according to set schemes, but are not 

properly bridging gaps from lower levels. If academic outcomes such as passing 

exams were the main output of productive pedagogies, then how useful is it a 

measure of students’ capacity to live in today’s world? Pedagogies that are 

productive are not only useful in developing learning that is relevant in the 

classroom but also learning that can be utilised outside of the classroom. These 

studies and arguments signal the need to conduct research that is unique to each 

Pacific Island countries (Koya-Vaka’uta, 2011; Thaman, 2009b). The majority of 

students in Tonga are underperforming in formal schooling and for their survival in 

society, there is an emphasis on identifying problematic students to make sure they 

achieve at school (Koloto, 1995; Tatafu, 1997; Taufe’ulungaki, 2002). And, 

although this study does not focus on whether productive pedagogies impact the 



“life-long learning” of Tongan students, it does not ignore its significance. This can 

inform further doctoral work. In addition, a focus can also include many students 

and teachers within the diverse secondary schools in Tonga. 

Teachers with a caring attitude establish meaningful relationships with students. 

Care emphasises the prospect of respect, high expectations, and trust of the 

students’ understanding and emotions. These result in a resolution stage to conflict 

(Fulton, 2004; Macedo, 2000). Such relationships have compelled teachers to seek 

ways to make learning relevant (Calabrese, Goodvin & Nile, 2005; Johansson-Fua, 

2008; Puamau, 2007). A quality teacher is a knowledgeable person who has a 

unique quality and hidden spirit (Calabrese, Goodvin & Nile, 2005). It calls for 

connections between teachers’ pedagogical content and the learners in its total self. 

These studies build classroom processes for teachers and students to learn. 

Pacific and non-Pacific education researchers have attempted to bridge the problem 

of effectiveness from various perspectives. The knowledge and literature in this 

significant area is still not adequate. In 2009, literature was flooded with the idea of 

quality where teachers’ practice was a major concern. Thaman (2009b) believes 

that culture, teaching, and learning in Oceania are inter-related (Nabobo-Baba, 

2009; Taufe’ulungaki, 2009; Teaero, 2009). Culture is conceptualised by Tongans 

(ways of Tongans; Faka-Tonga), Samoans (ways of Samoans; Fa’a-Samoa) and 

Fijians (ways of Fijians; Vaka-Viti). The shared values indirectly shape their 

beliefs, roles, and role expectations. While role expectations, as Thaman (2009) 

points out, play a major role in teaching and learning, it also has limitations. On the 

other hand, if expectations are not met by the teachers and students then conflict 

will occur. In this case, classroom goals for both teachers and students will not be 

achieved (Blasé, Blasé & Du, 2008; Coleman, 1996, Thaman, 2009b). 

Tongan language is used by Tongan teachers in their contextual learning places. 

Baker (1993) advocates the need for the child to learn the vernacular language first 

as the effective way of learning. However, there are different views on the missing 

links between the students’ learning styles and teachers’ pedagogies (Baumeister, 

Smart & Boden 1996; Blumer, 1969). 



Johansson-Fua (2009) asserts that there is much to study, particularly on this area of 

Tongan learning styles and appropriate teaching pedagogies, and looking for 

student voices of their experiences in Tongan secondary school English classrooms. 

A related study, the SLEP study was a milestone; this was piloted in Tonga by 

Taufe’ulungaki and Johansson-Fua (2006) and fellow researchers from the Institute 

of Education at the University of the South Pacific. They sought appropriate 

teaching and learning styles in the Tongan education system. This reflects that the 

literature has made some attempts to create pathways to explain further the topic of 

Tongan learning styles and the SLEP study provides a pedagogical framework for 

this. However, these studies do not identify the preferred learning styles for Tongan 

students and the reasons for this. Thus, this is what this study intends to do. 

Over two decades on there has been no detailed study that contributes to the 

literature and the understanding of teaching and learning in the Free Wesleyan 

Church of Tonga (FWCT) education system. A few studies have been implemented 

by Paongo (1990), Palefau (2005), and Samate (1995), but these were not specific 

to the kinds of pedagogies that are productive and link to students’ learning styles. 

Recently, Tu’i’onetoa (2013) pointed out how the current educational system 

practices can promote a successful future for the FWCT educational system. What 

is evident from Tu’i’onetoa’s (2013) study is that Pacific researchers are re-

centering teachers’ pedagogies and students’ learning styles as being fundamental 

to positive student outcomes including achievement (Fasi, 2002; Johansson-Fua, 

2009; Nabobo-Baba, 2003). 

Students’ Academic Achievement 

Academic achievement in Tonga is often defined as outcomes related to 

examination marks and qualifications. That is, students who achieve academically 

are those that pass and score highly in their exams or assessments. At the national 

level, such outcomes lead to qualifications. At the school level, achievement can 

also refer to minor tasks in the classroom that are linked to marks or scores, for 

instance, in diagnostic or summative assessments. In Tonga, students are ranked 

according to their results within each subject as well as across subjects. Schools 



acknowledge the top students during their prize giving days. 

There is consideration of student’s knowledge which measures the extent to how 

students perform in their academic work compared to others at their year level 

(Fasi, 2002; ‘Otunuku, 2010). At a personal level, students’ perceptions and 

attitudes toward his or her academic achievement, based on what and how they 

have learned, is not always accounted for in Tongan schooling (Goetzee, 2011; 

Johansson-Fua, 2006; Kayi-Aydar, 2011). Although students’ academic results 

within the four English teachers’ classes are taken into account and presented, their 

ranking is not the emphasis of this study; rather it is more about identifying the 

productive pedagogies associated. This study highlights the learner and the learning 

style preferred (how he/she looks at things and influence what he or she chooses to 

do thus, leading to achievement). When students learn as a result of teachers’ 

pedagogies while their learning preferences are not met, then the academic 

achievement is geared to a certain performance. This study aims to find this out. 

According to Hattie and Timperley (2007), feedback is one of the most powerful 

influences for learning and achievement. However, it can have either positive or 

negative consequences for students (Hattie & Timperley, 2007, p. 81). The type of 

feedback and the way it is given can be differentially effective (Kimball & Jazzar, 

2011). A common form of feedback observed in Tongan classrooms relates to 

written or the marking of actual tasks using a tick if the students’ responses are 

correct and a cross, if not. There is very little feed forward information about how 

students can receive and understand the correct answers. Hattie and Timperley 

(2007) argues that feedback as well as feed forward is necessary for students to 

achieve at school. Yet it requires teachers to consider the timing of their feedback 

and feed forward and whether they are “specific as well as challenging” (Hattie & 

Timperley, 2007, p. 87) at the same time. 

Assessment and examination hold a lot of weight in Tongan students’ educational 

achievement. Several studies convey that, “the power of assessment feedback is 

aimed to drive students toward unspecified goals or to do more or do better” (Hattie 

& Timperley, 2007, p. 101). Three major feedback questions are suggested: Where 

am I going? How am I going? Where to next? A central argument by Hattie and 



Timperley (2007) claims that too often teachers think that assessment feedback is 

about giving statements to students and not about their teaching. The agent 

providing the feedback does not necessarily have to be the teacher; this can be from 

other students, teachers’ peers, books, parents, and elders. The nature of 

conceptualising feedback and feed forward needs to move away from just the 

teacher to the student and take into account other sources as well. This study is 

specifically aimed at providing feedback using the findings for teachers at Fatu 

School, but it also highlights areas that this particular study could not research 

because of the constraints in the time and size of the thesis. Thus, further research 

to identify and implement a way forward for teachers in Tonga is needed. 

A Way Forward for Students’ Achievement

There are challenges and limitations concerning students’ achievement (Ali, 2009; 

Goetzee, 2011; Thaman, 2000; ‘Otunuku & Brown, 2007; ‘Otunuku, 2011a). The 

challenges faced by teachers, such as, a heavy teaching load, a lack of teaching 

resources, and the late coverage of the syllabus during the year (Ali, 2009). 

There are some constraints on improving quality education reiterated by Fasi 

(2002). The concept of quality education has been the target of many research 

projects. Quality education arises from the often unquestioned supposition that 

education is geared towards increasing academic performance and the production of 

knowledge and skills. With this in mind, both will help students to improve the 

quality of their lives as adults (Thaman, 2009). In other words, when all aspects of 

the life of a child are uplifted in terms of quality, including students’ learning 

through teachers’ pedagogies, then results will improve at the end of the students’ 

academic year. 

Study skills are linked to effective methods for solving problems that students can 

face (Tuckman, 2003). When students are not learning the relevant knowledge and 

skills and teachers focus more on behavioural management in the classroom then 

fear and failure tends to occur. For some students fear can take over their thinking; 

this can sometimes hinder their learning (Nagata & Teasdale, 2007; Perry, 2002). 

Students’ lives are is full of challenges and many students find studying and exams 



difficult. Contributing factors for this can relate to their environment, social, and 

financial situations. How teachers engage with their students and the pedagogies 

used are linked to their preferred learning styles, the issue of situational factors, and 

standards of living that can often impact students’ achievement can be minimised 

(Fasi, 2002; ‘Otsuka, 2006). Teachers’ productive pedagogical practices can impact 

students’ achievement in positive ways. 

Poor performance is largely due to the teacher’s attitude and perceptions of 

students’ capabilities (Cheng & Tsui, 1996; Crossfield, Daugherty & Merril, 2004). 

The aforementioned studies assert that students who are motivated will score higher 

and those who were not motivated, score lower. Such research suggests that there 

are factors regarding teachers’ pedagogies that contribute to the success in students’ 

academic performance. However, teachers believe that attempts are made to 

alleviate the problems for low exam results. This current study looks to find ways 

to improve exam and tests results by targeting changes from teachers’ pedagogies 

and students’ learning styles. 

Summary

The assertion that productive pedagogies are linked to students’ preferred learning 

styles highlights the importance of examining what exactly makes teachers’ 

pedagogies effective and productive. The literature review defines key ideas related 

to productive pedagogies, learning styles, and academic achievement; the three 

variables that this study seeks to understand. It has critiqued previous studies and 

identified certain gaps in which this study seeks to fill. Particularly, in this project, 

it asks: “what is productive in teachers’ pedagogies?” The following chapter 

articulates the methodology and methods that encompass this study.



CHAPTER 3: METHODOLOGY

Overview

This chapter provides descriptions of practices and processes and justifies their use 

in this research. This includes the methodological approach, methods used for 

gathering data, descriptions of data collected, samples, methods of data analysis, and 

the transcription is also outlined. A summary table is presented towards the end of 

this chapter to indicate the pre-fieldwork, fieldwork, and post-fieldwork for four 

main phases (Koya-Vaka’uta, 2013). 

Methodology

Thaman (1988) first developed the Kakala as a conceptual and metaphorical 

framework for learning; it was linked to the making of garland, a cultural practice 

valued in Tonga. As described by Thaman (2007), in Tongan culture, kakala refers 

to a, “collection of fragrant flowers, woven together as garland for a special person 

or a special occasion” (p. 62). She poses three stages associated with the making of 

garland: toli (collection and selection of flowers, fruit, leaves, and other fragrant 

decorative elements); tui (making or weaving of the kakala), and; luva (the giving 

away or presentation of the kakala to someone special to show ‘ofa (love and 

compassion) and faka’apa’apa (respect). The Kakala was later adapted and 

expanded as a research framework by Thaman’s colleagues Taufe’ulungaki and 

Johansson-Fua (2009) and adopted Manu’atu’s (2000) concepts of m lie and 

m fana. Collectively, they have conceptualised this  the Kakala Research 

Framework as six stages: teu, toli, tui, luva, m lie, and m fana. Teu is the 

conceptualisation of the study and toli is the gathering of the data using talanoa

(interviews). Tui is the stage where data is then analysed and luva involves the 

reporting and outcome of the study. M lie is the relevance of the study and m fana

involves the application and transformation as a result of research (Johansson-Fua, 

2009).

The Kakala Research Framework aligns with the qualitative case study approach; 

direct data collection and analysis, findings, and the discussion of the multiple 

methods of data collection implemented in this study. The methods include 

observations of classroom teaching, talanoa with teachers and students, and 



document analysis of students’ notebooks and teachers’ plan books (see Appendix C 

for guide). This study uses a qualitative approach as a way to gain insights through 

discovering meanings and improving our comprehension of realities in the classroom 

(Myers, 2000). Qualitative research explores the richness, depth, and complexity of 

phenomena. Qualitative research is largely defined by Creswell (2009) as any kind 

of research that engenders results that did not arrive at by means of statistical 

procedures or other means of quantification. This study explores the Fatu School 

teachers’ productive pedagogies and students’ learning styles and how they both 

relate to students’ academic achievement. Qualitative methods were used to collect 

expressions by teachers and students of their feelings, perspectives, experiences, and 

behaviours. These occurred through methods such as talanoa and observations of 

teaching and learning in English language classrooms at Fatu School. It was 

appropriate that the study should use interpretation of these situations from a 

qualitative point of view. In particular, productive teaching and learning by teachers 

and students in the case study context. Social enquiry and research procedures were 

adopted in order to gather answers about the complexities of human conditions. 

Thus, the data is socially constructed (Bryan, 2001; Smith, 1983). 

Qualitative Case Study Approach

This study used the Qualitative case-study approach (Creswell, 2007; Creswell, 

2009; Hughes, 2006; Joubish, Khrurram, Ahmed, Fatima & Haider, 2011). The focus 

was on exploring the views and perceptions of a cluster of teachers and students in 

terms of students’ learning styles, teachers’ pedagogical practices, and their link to 

achievement. This study takes into account Yin’s (2006) four stages of research: the 

design of the case study; conducting the study; analysing the study, and; developing 

the recommendations/implications and conclusion. Educational research is required 

to align to a belief system based on ontology, epistemology, and methodological 

suppositions; all of which encompasses the idea of a paradigm (Giddings & Grant, 

2007). These authors define four alternatives in relation to a paradigm: positivism; 

post positivism; critical theory, and; interpretive/constructivism. This study uses an 

interpretive paradigm to examine and understand students’ and teachers’ experiences 

in the classroom. The realities of the classroom are constructed by using what 

students and teachers know to be real and true in the context of teaching and learning 

in Tonga. 



A case study is a form of a qualitative approach as well as an instrument to shed light 

on the phenomenon. It is often used to provide a contextualised and holistic view of 

the context or the school as a case (Ali, 2009; Baxter & Jack, 2008; Stake, 1995; 

Yin, 2003). This study is confined to one educational setting; Fatu School. Within 

this particular context, there are complexities for how participants express the nature 

of their experiences. Despite the diverse experiences, the case study approach 

uniquely ties them all to their context; that of Fatu School (Yin, 2003). The case 

study is an appropriate approach when a holistic and in-depth study is needed. It was 

used in this study to provide a deeper view of teachers’ pedagogies and students’ 

learning styles (Ali, 2009). Case studies are used in different investigations, 

particularly in sociological studies. Linked to qualitative research design, the case 

study approach often provides data needed to tell the whole story and in a detailed 

account (Stake, 1995). Case studies allow for the use of multiple sources of data. 

A qualitative case study is an appropriate approach for studying teachers’ pedagogies 

and students’ learning styles in a unique secondary school environment; namely, 

Fatu School (all-girls’ school in Tongatapu). This case study also provides detailed 

information assisting the exploration of data in real life situations (Yin, 1984). It also 

reveals the complexities that might not be brought to surface by surveys and other 

quantitative experimental research designs. 

Qualitative information has been reported using participant voices within this case 

study. Furthermore, qualitative analysis was also used to discover the “why” of the 

current topic through the analysis of unstructured information that included talanoa,

notes, and feedback forms. The talanoa method looks at people’s attitudes, 

behaviours, value systems, concerns, motivations, aspirations, and cultures. Talanoa

has been appropriate for this study because it contextualises and expresses the lived 

experiences of teachers and students in the context of Tongatapu (Fa'avae, Jones & 

Manu'atu, 2016; Johansson-Fua, 2009, Joubish, Khurram, Ahmed, Fatima & Haider, 

2011, Vaioleti, 2006 & 2010). A central part of this study focusses on talanoa with

participants and analyses some of the documents used by teachers and students that 

accounts for their teaching and learning in the English language classroom at Fatu 

School. Hypotheses were not used as central to directing this study, however, 



research sub-questions have been developed to facilitate the process of talanoa and

the analysis of documents relating to this study (Burns, 2000, as cited in Hughes, 

2006, p. 1). 

As Yin (1994) recommends, there are three types of case studies such as 

explanatory, exploratory, and descriptive. This study has mainly focussed on the 

exploratory case study approach; this deals with the “why” and “how” questions 

while the exploratory case study focusses on the “what” questions (Yin, 1994; Rhee, 

2004). Fatu School was chosen as a case study because it is a unique school for 

highly valuing learning. It is a school where young girls in Tonga are educated with 

the cultural and religious values upheld by Tongan society. Furthermore, as the 

researcher and a former student and teacher at Fatu School, this particular context 

provides a learning environment in which young women/girls are successfully 

educated. Despite the positive learning experiences of the few, there are many 

students that leave Fatu School with very little success. To share what works in the 

Tongan classroom, it is necessary to explore what productive pedagogies look like in 

relation to students’ learning and their achievement. 

Sample

Participants involved in this study include three teachers and the students in three 

senior English classes at Fatu School. Teachers and students were selected to provide 

different perspectives and to strengthen the study by including both their voices from 

within the classroom context. 

All three teachers are female, teach English, and have gained their teaching diploma; 

this is the minimum qualification required by all teachers who practice in Tonga. 

Similarly, the students are all female. Although Fatu School is located close to the 

urban centre in Tongatapu, the students come from villages within the urban and 

rural settlements of Tongatapu. In terms of teaching experience, Teacher 1 has taught 

for eight years, Teacher 2 has taught for four years, and Teacher 3 has taught for 

three years at Fatu School. Of the three teachers, Teacher 3 is the only teacher with 

an undergraduate degree. 

Purposeful sampling has been used to identify the qualitative characteristics and 



provide in-depth information from knowledgeable participants (Patton, 1990). This 

research involves a total sample of 21 participants in total; three teachers and 18 

students. When limiting the number of participants, the research was kept 

manageable. However, the three teachers are the only English teachers who teach the 

three (pseudonyms) Form Vanila, Form Kava, and Form Mokohunu classes. The 18 

students were selected from each of the three Form classes taught by these English 

teachers. Students were considered as participants based on their ability levels in 

each class; high, mid, and low abilities. In detail, six students have been chosen from 

each of the Form classes and selected by different ability from the mid-year results in 

2012 at Fatu School. The criterion: there should be two students from each of the 

three levels of ability. Six students were chosen from each form; Form Vanila, Form 

Kava, and Form Mokohunu, and two students each according to the top, average, 

and below average level of ability. 

The researcher had presented a pre-talk before selection- and talanoa was held with 

both teachers and students to ensure that the chosen participants would seem most 

appropriate to yield the best data and findings. 

Sample Selection Process 

A meeting was held with the teachers to explain the research, topic, and rationale. A 

letter of request and supplementary research information were given to students and 

they took this home to understand and consider. This involved insights from parents 

as to whether they were willing to participate and was carried out a week before the 

researcher collected the letters and participant agreement forms (see Appendices H 

and I). The participants returned to sign the consent form. Similar meetings were 

held for students. These pre-talks and meetings were carried out before the official 

start of the talanoa sessions (see Appendix D for detail). In these pre-talk and 

meetings, the researcher learned that two students’ situations would be problematic 

(health reasons and attendance problems). This emerged when considering the length 

of time needed for data collection (i.e. the time would be more than a month to 

ensure the nine talanoa sessions would be a success). The researcher had to select 

two new participants and reviewed mid-year results to find replacements. This was 

done to guarantee the data provided necessary perspectives to capture meaningful 

data. The researcher recorded participant voices willing to share their personal 



feelings, ideas, and experiences in the classroom. 

Data Collection

The data collection has included a number of intensive visits to the field through 

three classroom observations. These were implemented to the three English classes 

of the selected teachers. Three face-to-face talanoa had been held with the six 

students from each of the three English classes. Classroom observations were also 

used to understand student and teacher practice in the classroom. Lastly, the 

researcher looked at teachers’ plan books and student notebooks as documents for 

analysis. Data from these methods were collected over a 10 week period from 

September to November, 2012. 

The researcher purposely held three observations with each class and three talanoa

sessions with each of the class representatives to elicit information from each source. 

This was to meet the requirement for the fieldwork study and data collection known 

as “the point of data saturation” (Glaser & Strauss, 1967; Mason, 2010). Data 

saturation (Mason, 2010) is defined as a period of time when the participant repeats 

the same information. In short, the participant has nothing more to say about a 

particular question or idea.   However, adequate data was provided due to the closely  

established  relationship, tauhiva’angatae (keeping relationships warm and glowing) 

and feveitokai’aki (reciprocity) between the researcher and participants.. Trust 

increases and relationships are strengthened when the researcher and participants 

reach a spirit of m lie and m fana. The sense of a close relationship has been 

demonstrated by participants receiving a token of appreciation, a closing speech, and 

served food after every session. Students and teachers were also given gifts by the 

researcher as a way to thank the participants for their knowledge shared. 

In addition, an appropriate time and place for talanoa was planned for and carried 

out. This was to give the sense of a relaxed time to allow for a more authentic 

conversation to unfold rich data. Thus, the researcher visited the teachers’ home 

residences after dinner and the students’ talanoa sessions were held at the library 

tutorial room after school hours. This was enriching because participants were free 

from the day’s routine and business matters of the school. In these times and places, 

the participants could cool down, relax more, and talanoa with no disturbance. 



A confirmation of the talanoa sessions was essential for making sure the 

environment for the talanoa session was clean and that food was ready to be served 

during or after the sessions. These activities were some of the ways to assist students 

to be prepared in body, mind, and spirit for the talanoa sessions. The researcher was 

able to observe whether participants were ready for the talanoa by their reactions, 

facial expressions, attendance, and attitude during the sessions. Using talanoa to 

gather the participants’ stories is useful in research when trust and tauhi vaa are 

evident in the practice (Johansson-Fua, 2009; Thaman, 1988). The researcher found 

talanoa useful as it contributed to the enrichment of data gathered. 

There was increased knowledge about teachers’ pedagogies and learning styles when 

the talanoa method was utilised in the research. This study collected robust findings 

when talanoa was backed and supported by observations and analysis of document 

such as teachers’ plan books and students’ notebooks. Lastly, documents were 

analysed using the collected students’ English notebooks; 18 note books at the last 

talanoa session with each group/teacher and two planning books from teachers. One 

teacher reports she had accidentally destroyed her plan book while cleaning up. The 

researcher in this study has been the data collector, observer, and document analyser. 

Research Methods

Talanoa is a research method used to seek and collect the views of the participants. It 

helps to gain a deep understanding of how students and teachers thought and felt and 

about the “why” teachers taught in a particular way. Talanoa has been a key method 

in this study and there are strong reasons why it has been used because participants 

expressed themselves with trustful hearts; these voices were heard and also recorded. 

Hidden realities were shared. Johansson- Fua (2009) argues that talanoa is a shift 

from the semi-structured interview. Talanoa can stimulate participants to share the 

hidden treasures (authentic data) from the participants’ hearts. With this, talanoa

allows the emergence of real and pure information. Genuine talanoa may lead to rich 

contextual information and driven to surface as co-constructed stories (Vaioleti, 

2006). Talanoa has been the best method to collect data for this case study and 

school due to the close relationships and trust that the researcher has with the 

participants, allowing true feelings and views to be shared. 



Since talanoa was naturalistic in nature, the researcher is ideally in the context and 

be part of the setting. This is what happened in this research; the researcher was 

previously one of the teachers at the school in focus. In a talanoa session, the 

researcher becomes the research tool and listens (fanongo) intently. At the end of the 

talanoa session, the researcher’s accounts of the session have been used as recorded 

data whereby she immediately had noted down field notes while fresh in her 

memory. Permission had been requested for an audio recording of the talanoa

sessions to ensure reliability. Talanoa had been guided by key cultural principles 

relevant to the way Tongan people interact; this is what made the process of talanoa

different from semi-structured interviews (Johansson-Fua, 2009; Vaioleti, 2006). In 

the case of Tonga, the underpinning values of faka’apa’apa (respect), loto

fakatokilalo/fakavaivai (humility), fe’ofa’aki (love, compassion), feveitokai’aki

(caring, generosity), had guided the talanoa conversations (Johansson-Fua, 2009; 

Koya-Vaka’uta, 2013). The researcher had used these core values and they were 

strongly embedded in the entire research process. These ethical guidelines guided the 

behaviour, dress code, language, and the appropriate actions of the researcher. 

However, without the talanoa method, this study would not have allowed for rich 

and authentic data to be collected (Johansson-Fua, 2012). 

The analysis of documents (plan books and notebooks) was carried out to seek an 

understanding of what occurred in the classroom and for the students (Creswell, 

2007; Joubish, Khrurram, Ahmed, Fatima & Haider, 2011). The talanoa was

triangulated with observations of teachers and students in the classroom. 

Talanoa

The strength of the talanoa is that it builds better understanding and cooperation 

among relationships and empowers connection, honesty, and transparency. One 

weakness, however, is that it is best developed over a considerable amount of time 

and is determined by the interests of the participants. 

Talanoa was the main source of data in this study. Other methods such as, classroom 

observations and document analysis were the supplementary sources to ensure cross-

examination of information had been achieved. Furthermore, talanoa has been a 



research tool increasingly used in mostly Polynesia (Campbell, 1991, as cited in 

Latu, 2009, p. 34; ‘Otunuku, 2011b). Talanoa is a source, medium, and way of 

gaining knowledge of what needs to be known and spread around the Islands (Latu, 

2009). Talanoa is rooted in Tongan peoples’ culture and tradition (Vaioleti, 2003; 

2011). Talanoa has also been used as an expression of Tongans’ emotions, ideas and 

perceptions (Manu'atu, 2001; Manu’atu, 2004; Manu'atu & Kepa, 2006; Johasson-

Fua, 2009). 

In this study, talanoa has been conducted as a group conversation with two or more 

people. The participants participated in the talanoa by reflecting on, discussing, 

explaining, criticising, praising, contrasting, and comparing things or ideas that were 

related to the given topic. The researcher listened attentively. This approach was a 

tool for collecting qualitative data and has been derived from the Kakala research

framework (Johansson-Fua, 2009; Johansson Fua, 2014). Generally, Tongan 

participants did not like filling in questionnaires, but they enjoyed talking (Thaman, 

2013). The researcher had used guiding questions when implementing the talanoa

for this research (see appendix A). 

According to Bryman (2008), recording tools such as an audiotape and field notes 

may not help the flow of conversation. Johansson-Fua (2009) adds that these tools 

can create hesitancy in the participant’s passion to share, explain, and reflect during 

talanoa. When the researcher had talanoa with each of the three teachers in this 

study, she did not sense signs of hesitancy, reluctance, or discouragement from 

speaking the truth. Similarly, students were willing to participate in the talanoa

because they sensed the Tongan core values of respect, generosity, humility, and 

love from the researcher. The use of an audiotape did not disrupt the conversations 

because the researcher was known to them and the talanoa atmosphere was built on 

trust and respectful relations in which the researcher had established with the 

participants. In the finding and discussion chapters (see chapters four and five), this 

study used T1, T2, and T3 to identify each of the teachers. 

Documents

The strength of talanoa is that it is stable and allows for repeated reviews. It 



appropriately allows for the broad coverage or extended time span during 

conversations, rather than relying on a fixed time. One weakness, however, is that it 

is difficult and access may be blocked if trustful relationships are not established 

prior.

Documents are sources of qualitative data. As a method, the analysis of documents 

in this study is a way of gathering information from teachers’ lesson planning and 

students’ accounts of their learning (Johansson-Fua, 2001; Manu’atu, 2004). 

Document analysis was referred to as a qualitative method where documents were 

interpreted by the researcher (Cohen, 1974). The evidence and true account of what 

had been done in class with students as activities or teachers’ method of teaching 

should be found in the identified documents. The teaching methods and most of what 

was to be done or given to students will appear in teachers’ plan books to show that 

they had prepared for it. The variety of activities to meet students’ strengths or 

preference was not shown in the notebooks. However, the documents were easy to 

find as both teachers and students were willing to provide their plan books and 

notebooks for review. 

Classroom observations

The strength of talanoa is that it allows large amounts of data and is rooted on the 

phenomenon of interest. A weakness, however, is that the view of the researcher 

might be vague due to her/his personal bias. In addition, the researcher might 

identify one action or reaction and label it as typical of a particular teacher. 

Classroom observation was another qualitative method that assisted the researcher in 

bringing the distant and the invisible closer to being known (Lim, 2012). In addition, 

it was a study of a natural setting where the observer was the tool of data collection 

and notes were taken on what the participants said and did and its surrounding 

(Myers, 2009). Each teacher and her class were observed for three English lessons. 

The duration of each lesson ranged from 45 to 50 minutes. 

In this study, for each lesson observation the researcher observed each teacher and 

students in the classroom. The researcher took note of what the teachers and students 



were talking about and engaging in. She also took time to verify emerging issues 

including the checking of homework without marking and students’ preferred 

learning styles such as scribbling and sio loto (imagination) while the teachers were 

lecturing or giving instructions. 

However, this current study provides an opportunity for the researcher to obtain 

reliable information from the “voices within the classroom’” (Le’o mei he Lokiak ).

Based on teacher and student voices within the English classrooms of the school, it 

deepens the understanding of ‘what is occurring in the classrooms from the 

knowledge created out of the talanoa, analysis of documents, and classroom 

observations. The current study attempts to make links between data from talanoa

with teachers and students, classroom observations of teacher practice and student 

learning, and key documents such as teacher planning books and student notebooks. 

Data Analysis Methods

This section looks at how raw data was analysed and coded in this study. The 

methods and research sample as well as the analysis of data obtained were carried 

out with the aim of creating more meaning after reviewing data to understand the 

bigger picture. Qualitative research provides answers to questions in the real world 

(Köhler, 2010) and data from this study, in its long term planning, can be used for 

decision making and planning. The research follows three basic steps; the data was 

collected, analysed, and then coded. 

This study employs three methods of data collection that lead to explaining and 

supporting the triangulation of data. They are talanoa, classroom observation, and 

document analysis. In an attempt to reach the idea of validity and reliability, 

triangulation was used to permit the merging of data. It also allowed for a 

convergence and corroboration of findings from different methods (different sources 

of information) that study the same occurrence (Bryman & Bell, 2011). 

Onwuegbuzie and Leech (2007) recommend that researchers analyse their data using 

at least two procedures in order to triangulate their findings and interpretations. This 

involves the interpretations of data that has been coded into themes, categories, and 

narrative as well as analysis of test and exam scores (Switzer, 2006). This study uses 

three different sets of data resulting from three methods to bring about an authentic 



account of what happens in the classrooms. The researcher has aimed at offering a 

detailed data analysis process to assist the emergence of the findings from the data 

and to give clear direction for interpretation. In addition, the researcher needed to 

show the data that led to the findings (Thorne & Darbyshire, 2005). 

Content or thematic analysis has been used as one of the qualitative analysis features 

(Bryman & Burgress, 1994; Johansson-Fua, 2001; Latu, 2009; Thorne, 2000). 

Content analysis was used because this study gathered data through talanoa,

observation, and document analysis. The process of data analysis was needed to 

demonstrate the credibility of the study, including the transformation of raw data into 

themes and categories. These were carried out though there was heterogeneity 

depending on the research questions and type of approach (Thorne, 2000). To begin 

with, the researcher’s responsibility was to find common themes and patterns that 

seemed outstanding. The researcher grouped these under a heading of the 

researcher’s own choice, but was also appropriate to the main themes which had 

emerged. Three themes were identified after the nine sessions with each talanoa

group with students within each class as well as the nine talanoa sessions with the 

teachers (three with each teacher). The researcher transcribed all 18 talanoa sessions

to gain accuracy and completeness of data to reach credibility and ensure reliability. 

Talanoa data was the first to be transcribed and analysed. For the procedure of 

transcribing, the talanoa and the two other methods’ data, the researcher had to work 

progressively with the three types of research data. This strategy was utilised to 

avoid inaccuracy and incompleteness of data analysis. 

Confidentiality was one of the researcher’s concerns; she ensured all participants 

were satisfied and had given their trust to the researcher (see Appendix I). 

Transcribing data from the three data methods were stored as hard copies in a locked 

case and would be stored for several months. E-copies of the transcribed data were 

sent to a personal email address, purposely created for this project and backed up on 

an external flash. There was the regular use of an expert panel (of local supervisors 

and sometimes with the administrators from the main Tongan USP campus), peer 

review, and member checking by participants to ensure that the researcher used the 

right strategies for thesis writing. Also, this research was a via distance study and 

away from verifications of the chief supervisor from the main campus of the 



University of the South Pacific, Fiji. 

The researcher adopted a qualitative analysis that is often inclined to be subjective, 

so it was important to avoid bias through sufficient distance from the participants 

and through following the right Tongan protocols. 

Triangulation

Triangulation is necessary in research. The triangulation technique commonly used 

in qualitative research emphasises multiple sources of data (Creswell, 2007; 

Creswell, 2009). It reinforces research through multiple methods, measures, theories 

and perspective. Variety of sources can be done when having more than one 

researcher investigating the phenomenon. More sources are added when utilising 

multiple theories and perspectives during the interpretation of data and multiple 

methods to study the problem under investigation (Denzin, 1979).

Triangulation generally means more than one data source is used in a research to 

discover a reality. Method triangulation was checking out the reliability of findings 

generated by different data collection methods. This was designed to give a cross 

check so that important information was not omitted from the data. 

Triangulation was used so data collected was adequate, robust, and complete. 

Triangular methods can richly shed light on a phenomenon. Multiple methods 

adequately facilitated deeper comprehension. 

Denzin (1978) and Patton (1999) identify four types of triangulation; methods 

triangulation, triangulation of sources, analyst triangulation, and theory/perspective. 

This study uses methods triangulation and triangulation data sources. The three 

methods/sources used are talanoa, observation, and document analysis. 

Reliability

The increased trustworthiness of the insider research in terms of easy access, 

convenience, and eye-witness help to minimise the level of confusion in gathering 

the information. The question of research bias was also seemingly protected (Koch 



& Harrington, 1998; Denzin & Lincoln, 2000). There was also the danger that the 

researchers’ silent knowledge might lead to misinterpretation of data or making false 

assumptions or to miss some significant information. Brannick and Coghlan (2007) 

argue that researchers through a development of reflexive awareness were able to 

articulate typical behaviour in an organisation. This was the rationale for the 

reliability and trustworthiness of the insider researcher and it was considered to be 

the best research standard to utilise (Galea, 2009).

For the insider research, reflection was essential. The researcher adopts this via 

journal writing (keeping records of important dates, activities and research/academic 

comments from personnel, panels and supervisors). Further reflection occurred 

during debriefing with supervisors and member checking back and forth during the 

research. The use of re-check work was useful, such as English language checking 

after transcription and translation by the researcher. 

Validity

Validity refers to the idea of how well research methods explore what it aims to 

implement (Lewis & Ritchie, 2003; Mason, 2002). Mutual understanding between 

the participants and researcher were made. Pre-talk and debriefing meetings were 

done with handouts about supplementary information, signing of forms, and were 

given letters of application. Research design and processes and how data was 

generated are highlighted by Mason as being fundamental to the validity of a study 

(2002). Triangulation methods and sources were both elements that were utilised in 

this research to ensure research validity. 

Ethical Consideration

Permission

The researcher negotiated accessibility and secured consent for the research to take 

place. Informants’ letters were sent to the education system and school as well as 

directly to staff by the Principal. The project’s ethics considered the confidentiality 

of researcher’s participants. 



Confidentiality

Participants were given the consent form with the following items stated: 

a. The aim of the study 

b. Confidentiality agreement 

c. Agreement for auditory recording of talanoa.

Entry and departure protocol

There were no formal written procedures for a researcher as an insider to follow 

when undertaking research in a school, but the researcher sought the Principal’s and 

staff members’ consent. The researcher presented a brief explanation of the study, its 

purpose, methods, and significance with a request for the study to be carried out in 

the school from the principal. 

Letters of request and permission were sent out to the FWCT President of Education 

and copy to the Principal of the school (see appendix E). Approvals of this study 

were forwarded (see Appendix F). The Tongans cultural values and school 

organisational values were also considered. For instance, the researcher wore 

national dress with ta’ovala (Tongan woven mat around the waist as a symbol of 

respect) to show respect. The researcher used respectful Tongan language and 

actions in session’s greetings, dialogue and conversations, prayers, and light 

refreshments were served after each session. 

Insider Researcher Role

The last twenty years has seen the trend of staff completing the post- graduate 

courses while carrying on with their regular jobs (Mercer, 2007). They utilised their 

schools regularly as their research location. It was important for insider researchers 

to clearly analyse their position to ensure that they were aware of the social 

stiltedness and its possible influence on the research methodology (Nabobo-Baba, 

2005; Vygotsky, 1962). 

The relationship between the researcher and participants was demonstrated by 

certain behaviour in the research methodology (Denzin & Lincoln, 2003). The 

shared cultural world view of both the researcher and the participants influence how 



the participants interacted with researcher. These influence the ways in which the 

information was provided to them. This type of insider research has its own “pros 

and cons” and unpredicted outcomes would usually be observed. 

The definition of an insider by Mercer (2007) is a person or native with the same 

gender, race, class, and culture who has lived familiarly with the participants. An 

insider is a person who possessed intimate knowledge of the community and it was 

members both in their prior and continuous knowledge (Labaree, 2002). Specifically, 

Coghlan and Holian (2007) describe the insider researcher’s role as an explicit 

research role imposed on the worker by his or her daily functional roles. 

Furthermore, Galea (2009) and Robson (2002) articulate the definition of an insider 

as a researcher who conducts a study that was directly concerned with their 

surroundings, situation, and the background in which they work. 

The benefits of insider research include, access to restricted areas of practice, 

ongoing relationships with staff, use of implicit knowledge and credibility 

(Westberry, 2011). Studying from the inside provides a backstage perspective 

(Goffman, 1971; Roxa & Martensson, 2009) and “epistemological privilege” 

(Griffith, 1998, p. 362). While, every movement has its own strength and 

weaknesses, this type of research has been carried out and has been found to be 

beneficial. These benefits are expressed as evidence and reflections improved the 

workplace (Nixon, 2008; Raelin, 2008, as cited in Coghlan & Brannick, 2014; 

Thaman, 1988). However, Galea (2009) points out that insider research could be an 

ethical minefield. The ethical tensions are restricted accessibility to information; 

power relation in the community has vague boundaries and is enormously embedded 

in the cultural practices. 

Major influences on this study were firstly, that the researcher desired to obtain a 

greater understanding of teachers whose life experiences were comparable to hers. In 

addition, it was for her to find the conceptual framework for natural phenomena that 

was not often dealt with. This was to make a contribution for best practice. When 

doing so, this enhances the useful pedagogies and learning styles for this significant 

group of teachers and students (Galea, 2009). Moreover, the researcher was like an 

“opener of hidden knowledge” to her participants. This was possible when the 

researcher was perceived as trustworthy, respected, and reliable enough to possess 



such knowledge. There was also the expectation that knowledge would be useful to 

the school, FWCT Education system, schools in Tonga, and the wider Pacific. The 

researcher told more of her field experience that the trust was already woven because 

of the good relationship that has been established between the participants and the 

researcher. The evidence shows that all 21 participants were given the normal 

protocol of Tongan approaching during a meeting or talanoa sessions. At first, the 

sessions were started with opening prayers, a welcoming speech, and delivery of the 

idea of the topic. After two and a half hours of talanoa, a thank you speech and 

closing prayer was done. This is a Tongan and FWCT school way of closing a 

session or meeting. As I was an ex-student and teacher of the school, I had already 

established a relationship and respect from both the teachers and students. 

There were significant ethical issues and considerations which the researcher 

adhered to in this research, based on the USP Human Research Ethics Handbook 

(2009) and Ministry of Education and Training (2010). They are confidentiality and 

entry and departure protocols. 

Transcription and Translation

The study included a transcription of recording and typing of field notes. This was 

done as soon as possible after the data collection. The researcher, as transcriptionist 

and language translator, listened and concurrently typed everything that was said 

from the tape so the transcriptionist could freshly recall what occurred during the 

fieldwork and collection of data because of the word-for-word data being gathered 

(Merriam, 2009). The real thoughts of participants were expressed in their words and 

it ensured no information was left out (Köhler, 2010). The outlined procedures and 

formats for transcribing recorded data was also ensured for easy accessibility and 

writing.

Treatment of Findings

The findings from the data collection events were kept in folder contents where 

debriefing notes, various forms such as, consent forms and letters like a letter of 

application (see Appendix G). An external flash stored all backup copies of different 

categories such as audio tapes and typed transcripts. Copies of electronic files were 

also sent to a personal email for records. Findings in hard copies were kept in a safer 



case for a certain amount of years before destroyed. Copies of the thesis are to be 

given to the appropriate places that require copies such as, to the supervisors, 

committee, examiners, and libraries at the Laucala and Tonga campuses. 

Research Process

This study follows three main parts for data collection: pre-field work, fieldwork, 

and post-fieldwork. Within these three main parts of data collection it categorizes 

four main divisions of phases. In phase one, the orientation and “setting the tune” 

with research questions are thoughtfully designed. Phase two; framing the research 

and deciding on the research framework research methodology. Phase three 

determines the research ethics, data collection, and making meanings/relevancy 

while phase four provides discussion based on the established findings and literature 

review before giving the implications, recommendations, and conclusion

Table 1: Research Process 

Pre-fieldwork----------------------------Fieldwork--------------------Post-fieldwork  

Phase 1                             Phase 2                          Phase 3                       Phase 4 



Summary

This chapter has dealt with the methodology and the methods used in this study. It 

articulates the processes involved in the design and the ethical conduct applied 

throughout this study. This section justifies why and how each method, through its 

strengths and weaknesses, has been used to validate the study. 



CHAPTER 4: FINDINGS AND DISCUSSION 

Overview

The findings of this study are reported and discussed on the basis of the general 

objectives of this research as stated in chapter one. Chapter four presents and 

discusses the findings based on three of the four research sub-questions which are: 

1. What are students’ preferred learning styles? 

2. What are teachers’ preferred teaching styles? 

3. To what extent do teachers’ pedagogies take into consideration their

 students’ preferred learning styles? 

Research sub-question four is a discussion of how the aligned pedagogies impact on 

students’ achievement through the emergent Kaliloa framework (see chapter 5). 

In this chapter, however, for each of the three sub-questions, participant quotes were 

chosen according to the themes and sub-themes that emerged when the raw data was 

coded; these were thought to be significant answers to the research sub-questions. 

Each participant is identified using codes such as, “T” for teachers and “S” for 

students and are numbered respectively. Where relevant, further evidence is provided 

from classroom observation data as well as the documents analysed; teachers’ 

planning books and students’ notebooks. 

Learning Styles and Methods of Learning

Learning styles and methods of learning are often used interchangeably in education 

and in the classroom. However, for the sake of clarity, learning styles are defined as 

embedded ways of learning that are linked to traditional cultural values, practices, 

beliefs, and philosophies (Johansson-Fua, 2009). They reflect modalities of learning 

through seeing (visual), listening (auditory), movement (kinaesthetic), or touching 

(tactile) (Bandler & Grinder, as cited in Admin teaching English UK, 2010). 

Teaching methods, however, are tools that teachers use to help students learn, but are 

not necessarily linked to students’ preferred styles of learning. This chapter 

highlights students’ accounts of their preferred learning styles. 



What are Students’ Preferred Learning Styles?

In response to the above question, the majority of student participants share their 

preferred learning styles. The participants agree that their preferred learning styles 

are often not the same as teachers’ pedagogies. To determine students’ preferred 

learning styles, classroom observation data, document analysis, and talanoa with

participants were used. Selected quotations from talanoa with students are shown in 

this section to illustrate students’ preferred learning styles. 

Gender, motivation to learn, and silence

Gender is a key factor in pedagogical practice at Fatu School. Productive to students’ 

learning at Fatu, particularly those involved in the study, is the fact that their teachers 

were also females. The study shows that the teachers and students, being of the same 

gender, helped in certain areas of learning relating to gender issues and experiences. 

Classroom observations show that there are positive and healthy relationships 

between teachers and their students at the emotional level. 

Both the teachers and students in this study agree that learning is productive because 

they are all female. As described by Teacher Nusi Palataha, “‘Oku nau 

fevahevahe’aki ha me’a p  ‘oku fel ve’i mo e tamiki fefine peh  ki ha me’a faka-

Tonga p ” (As girls, they freely share anything, even Tongan matters). The students 

states, “‘Oku tau’ataina p  e tamaiki fefine ia he’enau feohi he ‘apiako tamaiki 

fefine pea ‘oku tokoni ia ki he’enau ako. ‘Oku nau fakalongolongo he taimi ‘oku 

‘oatu ai ha fiema’u kiate kinautolu” (Girls are free to study and interact in girls’ 

school assist their learning. They are silent when teacher place demands on them). 

The girls believe that having no male students at the school is good for them because 

the level of disruption is less and that they are able to focus more in the classroom. 

Classroom behaviour is not as problematic at Fatu School compared to other schools 

in Tonga. 

The female students at Fatu School are generally motivated to learn. However, when 

teachers’ pedagogical practices in the classroom are focused more on “harsh 

discipline” this can impact their learning. “Soft discipline” involves the process of 

giving advice to students based on teachers’ past experiences and these were valued 



by the students. During feedback of learning, teachers also draw on their own 

experiences as ways to motivate learning. However, the majority of the discipline at 

Fatu School is harsh. 

When teachers do not take into account that students are diverse in their learning, 

this can have negative impact on student outcomes (Alton-Lee, 2003). Inter-personal 

talanoa during group work can often motivate students to learn, however, this 

requires structure and is purpose-driven from the teacher. As well, intra-personal 

styles of learning through independent and private study time is also valued learning 

for students. Although “silence” is often perceived by teachers as an insignificant 

matter, the students practice “silence” in various ways. For some students, “silence” 

allows them to think and reflect (sio-loto). For others, they use this as a form of 

respect. What is evident, however, is the fact that teachers’ perceptions of “silence” 

are from a minimal view related to the students’ lack of understanding or 

engagement in the content taught in the previous lessons. 

Learning styles

According to Johansson-Fua (2009), there are key styles of learning that are apparent 

in Tongan students’ education. Students learn through ta (demonstration), talanoa

(talk), fanongo (listen), and sio (observe). Based on students’ perspectives, they 

identify ‘ako ma’u loto’ or memorisation as a preferred method of learning. 

However, in terms of learning style and to be able to ako ma’u loto, students draw 

from listening (fanongo) to ways of memorising ideas and words by observing (sio)

teachers and other students in the classroom. For some students, ako ma’uloto allows

them to also listen to themselves while reciting words or phrases. This allows them 

to learn independently in the classroom and at home. For example, a student shares 

her preferred learning style and alludes to others also feeling the same way: “Ako

faka-e-kita p . Ko e toko ni’ihi ia he tamaiki ‘oku nau fiema’u pe ke ako p  ‘iate 

kinautolu” (Independent learning, some students want to learn on their own). By 

learning on their own, students firstly digest and internalise the information learnt in 

the classroom through observation and listening to teachers and peers within their 

learning environment. 



Learning from talanoa, through talking, listening, and discussion with the teachers 

and other peers that focus on correcting their mistakes is important for students at 

Fatu College. Talanoa sits within what Gardner (1999) describes as interpersonal 

learning where the “socialiser learner” acquires and learns best from discussion and 

interaction from others. The findings show that, “ko e founga lelei taha ki he ako, ko 

e taimi ko ee ‘oku nau hala ai pea fakatonutonu; ko e lelei taha ‘a e ako ko e ako mei 

he’enau fehala’aki” (The best way to learn is when they are corrected; best to learn 

from their mistakes). As a preferred learning style, students learn through talanoa

with teachers about ways to correct their mistakes. Talanoa or discussion is a 

preferred learning style for students at Fatu School. However, it has to be linked to 

feedback as well as feed forward; that is, teacher-student discussions related to 

identifying what their mistakes are and how to improve or fix their errors. Giving 

feedback without any feed forward is not useful as identified by Hattie and 

Timperley (2007) and is reinforced by student responses in this study. 

As described by Johansson-Fua (2009), sio or observation is a key style of learning. 

Typically, observations in the classroom are when students observe tasks and how to 

perform these from their teachers. In other words, students observe the teacher based 

on what is in front of them. However, observations through reflection are another 

form of sio. That is to say, sio-loto, a Tongan form of internal reflection or 

imagination is when students engage in deep learning by making connections with 

what they have learnt in the classroom with prior experiences. In the context of the 

classroom, sio-loto is not always encouraged. Teachers understand successful 

learning based on students’ ability to listen (fanongo) and observe (sio) them while 

they are talking (talanoa) and teaching (Johansson-Fua, 2009). Johansson-Fua’s 

(2009) study has been helpful in identifying the styles of learning that is useful for 

Tongan students. 

Furthermore, Johansson-Fua’s (2009) work is evident in her use of sio-loto as a form 

of internal and self-reflection; a deep process of thinking. When students practice 

sio-loto, which on some accounts requires them to look outside and daydream, some 

teachers are reluctant to see this as productive learning. During the study, some 

students describe a situation when they reflect on the lesson and look away from the 

teacher (for example, looking outside). The teacher quickly calls, “tokanga mai ki 



heni. Lele mai ange” (Look this way and concentrate. Come here). Another example 

from one student explains, “ko e faiako ia ‘oku ne fiema’u ke sioange pe ki ai ‘o 

‘oua to e sio kehe, fakamama’u pe ki ai, ka ko e ni’ihi ia ‘oku nau ako kinautolu 

he’enau fanongo pe, fakakaukau pea nau tohi pe tohitohi he taimi tatau” (Teachers

demand class attention and concentration, but some learn while listening, thinking, 

writing or scribbling at the same time). What is evident from students’ responses is 

that a range of activities that engage students’ styles of learning is necessary for them 

to effectively learn in the classroom. A lesson focused on students listening for the 

majority of the lesson is not productive at all for them. 

Students prefer to sio-loto about what they heard and observed through self-

reflection and imagination, naturally directing their view away from the teacher, but 

the teacher quickly reminded them to pay attention and look towards him/her. Even 

when students were doing this in “silence”, it was perceived by the teacher as a sign 

of students not understanding. As a result, students were often made to go to the 

front of the class and were humiliated. Some were given other forms of punishment. 

Therefore, ignoring students’ preferred learning styles can often deprive deeper 

thinking through sio-loto (self-reflection and imagination) which can often lead to 

successful learning. 

What are Teachers’ Preferred Teaching Styles?

The findings from teachers and students show that the majority of teachers’ preferred 

teaching styles is unproductive. This section looks at teachers’ pedagogies and 

students’ responses to the pedagogies being used in the classroom. The pedagogies 

are grouped as either “productive” or “unproductive” based on students’ engagement 

and achievement. Whether pedagogies are “productive” in relation to academic 

achievement, this will be further discussed in chapter five. 

Overall, the majority of the participants, both teachers and students believe that few 

teachers use productive pedagogies in the classroom. On the whole, the findings 

show there are more unproductive pedagogies employed than productive. In other 

words, the English teachers at Fatu School often engage in unproductive pedagogical 

practice that did not always engage students in the learning. The pedagogical 

practice that the English teachers preferred to use at Fatu School may be determined 



by teachers’ absent, laid-back lifestyles, lack of study skills. and family and school 

circumstances.

Productive pedagogies

Linked to productive pedagogies, this research takes into account the praxis (the 

theory and practice of effective teaching): classroom teaching processes only (James 

& Pollard, 2011). In this study, however, the Kaliloa conceptual framework is based 

on Tongan values and beliefs that are linked to pedagogies of nurture and care and 

are assumed to be productive and can lead to successful outcomes for Tongan 

students. Kaliloa is a traditional cultural practice that encompasses the lived realities 

of Tongan people (Abel et al., 2001, as cited in Toetu’u-Tamihere, 2014, p. 85). In 

research, the kaliloa concept was used by Toetu’u-Tamihere as a method of 

gathering contextual narrative data from the experiences of successful Tongan 

graduates of Tonga High School. In this study, however, Kaliloa emerges as a 

framework from the qualitative data, specifically in terms of classroom teaching and 

learning. To engage in productive pedagogies, teachers are required to go beyond 

classroom practice and think and behave in ways that are nurturing like that of the 

kaliloa which takes into consideration students’ learning styles, rather than apply 

teachers’ own preferred teaching styles that are not aligned with students’ preferred 

styles of learning.

Teacher-student relationship 
The findings show that when good relationships exist, teachers successfully used 

talanoa to gather information from the students. This talanoa can be the basis to 

improve learning or to gain information on how students learn best. Furthermore, 

good relationships between teachers and students allow good working relationships 

when the teaching and learning processes are taking place in the classrooms. In that 

case, this peaceful co-existence relationship between teachers and students 

contributes to encouraging students to do their exercises. It has also been found that 

when students obey the teacher by doing their exercises, it attracts the teachers’ 

attention to these particular students. Thus, the relationships became warmer and 

drew them closer. Moreover, this close teacher-student working relationship can be 

identified as a reason why certain productive pedagogies were productive. It excels 

when they allow openness to talanoa. For example, “ko e ofi ‘a e faiako he tafa’aki 



‘a e leka te ne faka’ataa ai e leka ke talanoa ‘o vahevahe ‘ene founga ako pea ‘e 

malava ke siofi mo tokonia ‘a ‘ene ako he founga ko ia” (When the teacher is beside 

her, the student can open up by talanoa to share her way of learning styles and so 

observe and help improve her study that way) – T1. 

Teachers who embrace teaching and learning that is likened to the kaliloa is believed 

to elicit positive relationships with their students and can impact students’ learning 

outcomes (Toetu’u-Tamihere, 2014). Teachers who do this are often associated with 

the phrase, “fielau koe tama ako ‘a e faiako lelei/ fungani pe fielau he na’e ako ‘i he 

kau faiako matiketika” (No wonder he/she is a student of the master teacher/the best 

teacher/s). In teaching Tongan students, the productive pedagogies are practices that 

are the embodiment of ‘ofa (compassion), loto too (humility), mamahi’i me’a 

(sacrifice), and tauhi vaa (relationships).

Gender
As a productive pedagogical practice, talanoa allows students at Fatu School to 

engage in critical discussions. In their single sex school situation, the girls are able to 

speak about their opinions/views on any emergent issues, particularly if it is 

controversial and sensitive to both genders. This can be somewhat challenging when 

discussing topics about the opposite sex or between brothers/males and 

sisters/females. The students, all being Tongan, can be free to practise any Tongan 

traditional and customary behaviour. Manu’atu (2004) proposes that the cultural 

environment is critical when m lie and m fana act as scaffolding; this promotes 

motivation and strengthens peoples’ natural initiative. Furthermore, Deci and Ryan 

(2008) maintain that motivation is seen when there is positive yield; positive mental, 

physical, and emotional and behavioural development and outcomes. 

Christian and Tongan cultural values 

Christian values and beliefs are central in the lives of Tongan people. According to 

Teacher 2, “ko e tui ‘a e faiako kia Sis  pea ‘e t puaki’i ia ‘o kapau te ne fai lelei mo 

fai pau ki he fakahoko ‘o e faiako” (Teacher believes in Jesus and that she will be 

blessed if she teaches faithfully). As pedagogical practice, teachers apply their 

Christian faith, values, and beliefs together with Tongan cultural values to share 



knowledge with students. Teachers see teaching as their obligation and service to 

God. So when teaching students specific curriculum content, teachers are also 

imparting religious and moral values, as well as Tongan cultural values to the girls at 

Fatu School. This is an expectation in teaching and learning within Fatu School. 

Manu’atu (2006) defines pedagogy as the relationship between teaching and 

learning. In other words, teachers’ practice is a process of engagement that is 

informed by students’ learning. Therefore, the teacher-student relationship is vital. 

The link between teaching and learning is inclusive of both teachers and students. 

M lie (the state of admiring) and m fana (inwardly warmth linked to joy and 

happiness) are aspects of productive pedagogical practice based on compassion 

(‘ofa), humility (loto to), sacrifice (mamahi’i me’a), and respectful relationships 

(tauhi va). When the relationship is strong, then m lie and m fana are the result. 

Thus, joy, trust, and other positive aspects of teaching and learning are encouraged. 

These are aspects of productive pedagogies that can engage students in the learning 

(Lutui & Langi, 2009). 

‘Ofa, loto too, mamahi’i me’a, and tauhi vaa are key components in the construction 

of kaliloa. Similarly, m lie and m fana are the states of emotions or feelings when 

kaliloa is practiced well. When they all align, the relationship (vaa) between teachers 

and students is strong, like that of a mother and her children. Whatever the mother 

provides for her children, they often feel the admiration and connectedness (m lie)

and inward warmth (m fana) of her practice and teachings. The children’s love for 

their mother is a result of her practice. Moreover, when the mother knows about 

what each of her children can and cannot achieve, she will try her best to bridge 

these gaps. The Tongan saying, “fielau na’e ‘olunga ‘i he kaliloa” is symbolic of the 

good child who has embraced his/her mother’s teachings in all aspects of his life, 

including formal schooling. This is because na’e ‘olunga ‘i he kaliloa ‘ene fa’ee, that 

is, he/she was taught and has embraced the key values and beliefs as well as learning 

from her/his mother. 

Teacher 1 explains how well talanoa worked as an instrument in unlocking students’ 

minds and hearts to tell their stories. Most unanswered questions and hidden queries 

and problems in students are revealed through voices and evidence from the 



classrooms. In the researcher’s opinion, talanoa is central to the development of 

students’ self-esteem. It plays an important role in the psychological development of 

the students. Talanoa encourages students to have a clear vision of achieving their 

academic goals. During Teacher 1’s classroom observations, her students highly 

respect and trust her because of her care and commitment to their learning. 

It is evident from results of talanoa with participants that teachers also are 

psychologically influenced by the positive responses from students. Though this is 

an unrecognised matter, the results suggest that it does influence the way Fatu 

School teachers relate to their students. Tu’i’onetoa (2013) reports in her study that 

good personal qualities are manifested by respondents when the relationship is well 

established. Such qualities are faithfulness, honesty, and commitment; these, in turn, 

accommodate self-confidence and self-respect. Further, she adds that teachers should 

be teachable, responsible, approachable, adaptable, appreciative, and good role 

models to the students. “Being of “good spirit” and presentable was added to 

Christian fruits of the Spirit as written in Galatians 5:22 such as, patience, love, self-

control and kindness” (Tu’i’onetoa, 2013, p. 60). The warmer and closer the 

relationship, the healthier the relationship between the teacher and students can 

become at Fatu School. This bond is crucial support for students because it 

strengthens learning to gain better results. 

Teaching the English curriculum is useful when both the Tonga and English 

languages are used. Nonetheless, student data identifies that when English concepts 

are explained in Tongan, their understanding and use of the concept is easier. This is 

strongly supported by Taufe’ulungaki (2009) and Fasi (2009). Students require key 

concepts in English text to be taught thoroughly in the Tongan language and are 

related to the text, rather than just have them copy notes from the blackboard. When 

the teacher discusses from the front, using both language, this is important for 

preparing students to read because they are able to pronounce the English words. 

Communication between Tongan teachers and students are therefore, active and 

operative. Moreover, teaching methods can be classified as productive pedagogies if 

methods of teaching include games that are planned and organised and the content is 

delivered and developed effectively. Moreover, from the data, it seems there are 

powers enforced by teachers on students. These powers directly compel students to 



confirm understanding when they may not truly feel it. Furthermore, teachers are 

perceived to have chosen the methods that are best suited to what they feel like using 

in their classes, rather than what students find most effective in their learning. 

Teaching styles 
According to the students in this study, teachers who carry out productive practice in 

their English classrooms are those that appear competent in the English language. 

For instance, they know how to read, speak, and write well therefore, they were able 

to transmit the skills to them. For example, “ko e taha ke faiako he lea faka-

Pilitania, ‘oku totonu pe ko ha faiako Engilisi pe (’uhinga ne ako ki he lesoni 

Engilisi), he ‘oku ne ‘ilo ki he lesoni pea ki he ngaahi me’a felave’i mo hono faiako’i 

‘o e lesoni” (A teacher who teaches English should be an English teacher who 

knows well of the content and related matters for teaching the subject). Despite the 

students’ observation of teachers, if a competent teacher highly skilled in the English 

language does not reflect on their practice and its implication on students’ learning, 

nor is willing to adapt then she/he is unable to adequately teach and transmit 

knowledge to their students (Hattie & Timperley, 2007). This requires practitioners 

to be critical of the power struggles in the classroom that does not undermine 

students’ knowledge and learning (Freire, 1998). 

Games and activities used to reinforce content is productive pedagogy. These 

activities are observed in one of the three teachers; her ability to engage her students 

in the learning. Teacher 1’s notebook was well planned and organised and the games 

and activities where the content is conveyed was done effectively. These 

competitions are a success when they are planned, well organised, and students are 

allowed to move around the classroom according to the group activities: 1. Making a 

speech on a given theme; 2. Dramatizing the setting; 3. Drawing an incident, and; 4. 

Miming a character – acting this out silently. 

Unproductive pedagogies

The ineffective use of bilingualism in the classroom was observed in teachers’ 

pedagogical practice. Teacher 3 emphasises that to begin learning in an English 

classroom, the first thing to know is how to speak the language. In contrast, one 



student lamented that when the teacher speaks English all throughout the class, she is 

tempted to “fall asleep”. This means that she does not understand the language and, 

on to add to this, the teacher speaks English very fast. Another student says that if 

English notes are given out, she must work hard to memorise them all and if the 

questions in the exams use different words, she will not comprehend because she 

cannot interpret the questions. She adds, “bilingual [teaching] is the best way to 

teach Tongans in this school.” Moreover, if bilingual teaching is used consistently at 

Fatu School, it can improve competency levels in teaching and learning. Teachers 

and students will therefore, engage and be open to relating the necessary information 

that leads to effective teaching and learning. Furthermore, it is believed that in an 

English classroom, bilingual teaching is an appropriate pedagogical practice. This is 

so because the teacher translates the same piece of work in the Tongan language. 

Literature supports the views of the participants. Baker (1993) argues that when the 

child’s first language is well grasped then the development of the second language 

may be easily attained. Taking this point further, Taufe’ulungaki (2009) points out 

Fasi’s (2009) study where students were requested to sit an exam in Mathematics, 

Agriculture, and Home Economics in both Tongan and English languages. The 

results showed that the concept is best taught and tested in English. On the other 

hand, the content and skills are best in the Tongan language. Fasi (2009) has found 

that students in Mathematics obtain “significantly high” results because they 

understood the content and skills in the exam because the Tongan language was used 

during teaching and learning (Taufe’ulungaki, 2009). 

Suzuki (2011) argues that the support provided by classroom management strategies 

is significant and, “the creation of ideal learning environments helps teachers provide 

their students with efficacious lessons. Efficient preparation and opportunity before 

instruction is a key to the success.” (Suzuki, 2011, p. 95). The implications of poorly 

managed bilingualism can have adverse effects on students’ learning. Some of the 

previously discussed issues could be alleviated by good use of bilingual teaching 

including the English language classroom. The missing element relates to the use of 

powerful productive pedagogy such as, playing games that are used as vehicles for 

learning. Classroom observations show that when the authoritarian power (rather 

than authoritative) is placed on the Fatu School teacher in the classroom, this causes 



students to lose trust in the teacher. Out of fear, the students pretend they understand 

their English language notes and the non-stimulating classroom activities that are 

being delivered when in fact, they did not. Students feel obliged to pretend in this 

way so that they would not offend the teacher or appear “dumb”. 

The majority of the students observed in this study struggled with English and had 

inadequate second language skills. The pedagogical strategies used had very little 

link to vocabulary development and resulted in the unscaffolded teaching of this 

English classes’ curriculum (Al-Jadidi, 2009). For example, students report that the 

comprehension exercises were difficult and that many were unable to effectively use 

grammar features in writing yet this was not addressed at all in the classroom. 

In the teachers’ planning books, the quantity of learning was valued over quality. In 

other words, teachers focused more on getting through the curriculum content over 

students’ learning. This is highlighted as well by Wallis and Mann (2000) and 

Masino and Nino-Zarazua (2016). Lesson plans were packed with objectives where 

students were expected to comprehend in one lesson. As observed in the classrooms 

and documents, the poor quality and quantity of language is reflected in the students’ 

notebooks and teachers’ planning books. Furthermore, it has been observed that 

students’ notebooks did not clearly matched with what teachers planned in their 

lesson planners. Teachers’ planning books had almost been filled with lesson plans, 

but what students had written in their notebooks had represented less than what 

teachers had planned. 

Teachers use pedagogies they find easier for them to prepare and carry out, but they 

were not necessarily linked to the learning styles best for their students. For example, 

“‘oku ng ue’aki p  he faiako ia e founga pe ko ee ‘oku sai’ia ai, pea mo ia ko ee 

‘oku faingofua’ia taha ai” (A teacher uses the methods that she likes best and much 

easier to her/him). As well, the activities used by the teachers in this study reflect the 

teaching methods preferred by teachers, but are not necessarily appropriate for the 

outcome of the lesson. The teachers in this study regularly expected students to 

summarise notes from the textbook, handout, or from the blackboard. Although 

teachers used this as a way for students to synthesise the content presented in the 

form of textbook material, handouts, or notes on the blackboard, it was often 



unproductive.

Classroom observation data shows that the high ability students were able to engage 

in this pedagogical practice because of their ability to synthesise the content taught. 

However, for many students in English classrooms, who are second language 

English learners, they require more than summarising notes from the blackboard 

(Hokafonu, 2011). For many students it requires teachers to demonstrate how to 

effectively summarise the information given, how to identify the key concepts, and 

how the concepts all relate within the context of the studied topic. These are 

scaffolded processes that lead to deep level understanding (Dimova, 2011). 

Therefore, asking students to summarise a text requires more work from teachers in 

terms of showing students the actual process involved. Evidence from teachers’ 

planning books show that despite actively planning their lessons, the activities 

chosen, however, are not always aligned to the learning outcomes. Moreover, the 

learning outcomes are constructed at the surface level and often do not allow for 

students to progress their learning to deep level thinking. 

Students have stated the following, “samalii…fakasi’isi’i e nouti ‘o to’oto’o p  e 

me’a mahu’inga taha e nouti he ‘aho pe ko ia” (Summarise notes right away on the 

same day). However, this did not necessarily mean that the students themselves 

understood the key points in the task given by the teachers. Similarly, students have 

voiced, “to e foki ki mui ‘o lelei’i mai e ngaahi topiki; ‘oua e toloi ‘o laka hake he 

mahina ‘e taha” (Revise topics; not to leave longer than a month). These student 

findings suggest that most of the time, content copied into their notebooks are not 

regularly used or referred to by the teacher. In other words, the reviewing of topics 

and the material summarised is left for too long without active engagement with it. 

Teachers’ unproductive pedagogies are linked to their social and professional 

behaviour and standards in the classroom. Teachers are perceived by students as 

impatient, not loving, unhelpful, inactive, not punctual, and disorganised. Use of 

teachers’ mobile phones in the classroom is distracting for students. Moreover, 

students perceive that it is harder for them to follow instructions when from teachers 

who were unprofessional. For example, “‘oku fiema’u e k taki, ‘ofa, fietokoni, 

longomo’ui pea ‘ikai mohemohe, tauhi taimi, ng ue palani mo mateuteu lelei, 



founga taau mo lelei, ‘oua ‘e fa’a pu’i, pea tokanga ke ma’u ha ola lelei” (Patience

is needed, and love, to be helpful, be active, and not sleepy, be punctual, well 

planned, and be organised, use effective methods, not fa’a pu’i, always asking for a 

favour or duty to do during classes, and care that we get good results). 

Students felt that teaching was unproductive and did not work well when teachers 

were frequently absent from classes; particularly on rainy days. For example, “‘oku

‘i ai e kau faiako ni’ihi ‘oku nau fa’a li’aki kinautolu he ngaahi ‘aho ‘uha, mo e 

ngaahi ‘aho ‘o e uike” (Some teachers are viewed as often absent on rainy days or 

some days in the week). Students also feel that teachers who babysat their own 

children during class time and used mobile phones robbed them of their learning 

time and is a distraction to students’ learning. For example, “ko e tokanga ia ki 

he’ene ki’i leka pe ‘alu ‘o ‘ave ki ha feitu’u he taimi kalasi…ng ue’aki e telefoni 

to’oto’o lolotonga e kalasi; ‘oku peh  pe ia he taimi kalasi pea ‘oku fakahoha’a ia” 

(Care of her own kid in class or take to somewhere during class...use of mobile 

phone during classes; this is common throughout her classes and it is a distraction). 

When teacher behaviour is not to the expected standard it creates difficulties in 

teaching and learning, thus, teachers’ pedagogies have become unproductive. 

For some teachers, however, discipline has become a central part of their practice. 

Discipline is a form of pedagogy at Fatu School. Though it has mixed impacts, both 

positive and negative, the participants in this study suggest that “harsh discipline” is 

mostly unproductive to students’ learning. Similarly, the teachers and students 

believe that it is unlikely that this form of discipline will become absent from school 

classrooms. Tu’i’onetoa (2013) points out as a concern that FWCT Schools are 

always strong and require students to be “respectful” with substantial punishment for 

disobedience. Such a school culture and climate causes some students, but not all, to 

have little motivation to learn with reduced efforts in the classroom. 

According to participant responses, other unproductive experiences include teachers 

speaking rudely to students and students reacting with disobedience. Additionally, 

students identify ways of how teachers treat students differently; a disinterest in 

students and teaching in a bored manner becomes an obstacle to students gaining 

excellence results. For example, “‘oku fakakehekehe’i ‘e he faiako e f nau ako. ‘Oku 



nau fa’a peh  ‘oku saiange e tokotaha ako ia ko ee, na’a mo ‘ene ui’aki kinautolu e 

ngaahi hingoa” (Teachers treat students differently. Some teachers say this student 

is better than that student, even name-call students). 

Research shows ways that teachers can be an asset, and not destructive, to education. 

Calabrese, Goodvin, and Niles (2005) explain that “dropouts” are complicated and 

have a direct relation to teachers’ way of teaching, instruction, and the relationships 

they have with the students. In addition, they say teachers who are good at their 

pedagogical knowledge and content have good knowledge of their students’ way of 

learning. They employ strategies for students to meet high expectations. These are 

the best characteristics for the best teachers. Furthermore, Johansson-Fua (2008), 

articulates the standard for the teachers in Tonga (The Faiako Ma’a Tonga 

framework). She points out that those teachers who are able to teach students how to 

learn use multiple layers of values and the core beliefs of Tongans. They know that 

to teach effectively is to align to certain strategies such as adopting students’ cultural 

values and learning styles. 

To What Extent do Tongan Teachers’ Pedagogies take into Consideration their 

Students’ Preferred Learning Styles?

Pacific researchers such as, Maka, Johansson-Fua, and Pene (2006) and Sanga and 

Thaman (2009) have focussed on teachers’ pedagogies and its implication on 

students’ learning styles in the Pacific region. However, there has been limitation in 

finding productive pedagogies voiced by teachers and students related to their 

preferred learning styles. This study utilises the voices of students and teachers and 

the types of learning styles and pedagogical styles preferred in the classroom. 

Despite studies by Bakalevu (2009), Latu (2009), and Lim (2007) which look at 

teachers’ pedagogies and students’ learning styles for correlation, most studies, 

however, have been in the context of developed countries. 

The evidence from the data collected shows there is some consideration of students’ 

preferred learning styles in the classroom, yet the onus and responsibility on 

students’ learning is placed on the students themselves. There is also a mismatch in 

teachers’ own understanding of their role as teachers and the students’ role as the 

learner in the classroom. For instance, regardless of teachers’ pedagogical practices, 



the majority of teachers believe that it is the students’ responsibility to improve their 

learning. As such, teachers identify “students’ motivation” as key to their learning 

and that the onus lies with them, not the teachers. Therefore, the level of ownership 

by teachers to actively engage students in the learning is placed upon the students 

themselves.

Teachers’ have considered a range of intrinsic and extrinsic factors in how students’ 

best learn. Teacher 2 believes that, “‘oku fiema’u ‘a e faka’ai’ai mo e fakapale-foaki 

e lole, ko e pasipasi’i, lea hakeaki’i, mahino ki he leka e taumu’a ‘o e ako, fe’auhi, 

ko e talanoa he founga v ofi ‘aupito mo e tamaiki ako” (There is need for 

reinforcement and incentives such as, rewards; lollies, clapping, positive comments, 

understanding the purpose of their education, competition, and a close conversation 

and engagement with students). Students, however, believe that when teachers 

support the students, this encourages them to learn and they are motivated and 

willing to negotiate and meet new deadlines. For example, “ko e taimi ‘oku tokoni’i 

ai he faiako e f nauako, pea ‘oku ongo’i leva he f nauako ‘oku nau fiefieako; ‘oku 

nau ma’u e ongo ‘o e ue’i ke fieako, pea loto leva ke tulituli ke fakakakato e me’a 

fakaako ‘o kapau te nau tomui pe tuai” (When the teacher helps the students, the 

students are motivated to learn; they feel the motivation to learn and they are 

encouraged to get everything done, either early or late). 

“Silence” is often perceived by teachers as a sign of students not understanding. 

However, ‘silence’ is used by students for various reasons. For example, “‘oku longo 

pe tamaiki ia tautefito ki he tamaiki ‘oku ‘ikai ke nau ‘ilo e lea faka-palangi, pe ‘ikai 

ke poto he lea faka- palangi lelei/p  ‘ilo ki he noouti faka-palangi, ilifia he faiako, 

manavah  na’a kata’i pe lau’i he tamaiki kehe…ni’ihi ‘oku nau ako kinautolu he 

fakalongolongo ‘o sio pe mo fakakaukau” (Students keep quiet, especially those who 

do not understand the English language or cannot speak it well, do not understand 

notes, have a fear of the teacher, or fear of being ridiculed by other students...some 

still learn when they are silent, they look but are still deeply thinking). For teachers, 

there is little consideration of the impact of “silence” on students’ learning. Most of 

the time, “student silence” is perceived as a negative thing. However, for some 

students, it is a time for them to “reflect and think”. 



The teachers’ goal is to complete his/her lesson within the period can hinder 

students’ styles of learning. Though teachers require students to engage, the act of 

being “silent” is one that can prevent the lesson from progressing. For example, 

Teacher 1 comments: “fakalongolongo foki e tamaiki ia ‘o ‘ikai tali e fehu’i ki he 

ngaahi exercises mo e nouti pea mole ai p  e taimi ki he kalasi” (Silence from 

students to answer questions takes up class time). However, other students practice 

“silence” as a form of respect and, “ko e tamaiki ako ‘e ni’ihi ‘oku nau 

fakalongolongo, ko e ‘uhi ko e mo’ui faka’apa’apa ‘oku uho ia ‘i he’enau mo’ui” 

(Some students are silent because respect is strongly rooted in them). Other students 

perceive silence as, “‘oku lolotonga mo’ua e fakakaukau ia he palopalema 

fakafamili ‘i ‘api pea mo e ngaahi faiva mei he ngaahi poo kimu’a” (Students are 

silent because they are thinking about family problems at home and movies from 

nights before). It is necessary for teachers therefore, to try and identify the diverse 

ways that students perceive learning. The practice of “silence” in this case in the 

classroom can have multiple meanings. 

Students themselves voiced concerns over teachers not considering the various ways 

that they learn in the classroom. For example, “‘oku kehekehe p  e mafai ‘ilo me’a ia 

e tamaiki ako; ‘oku tonu ke ng ue mo’omi tonu p  ‘e he faiako e fa’ahinga founga 

ako ‘a e tamaiki” (Students have different abilities; the teacher should provide for all 

styles of learning). From the teachers’ perspectives, the key to students’ learning lies 

within the students themselves. This is one reason why teachers focus more on 

student behaviour because they believe that the more motivated students will 

succeed in schooling. This claim is plausible and motivation can lead to successful 

outcomes (Macintyre, 2008; Tatafu, 1997), however, the concern is that teachers are 

not taking full responsibility for their obligation to educate his/her students. For 

students, however, they require practical ways to understand the English content. 

They require the teacher to consider their diverse styles of learning and provide 

learning activities that match them (Alton-Lee, 2003). 

Teachers in this study perceive that students prefer to work in groups, students, 

however, express that they prefer a variety of intra-personal learning; private 

studying through to inter-personal group work where they are able to share and 

talanoa with other students. Talanoa is a prominent pedagogical practice at Fatu 



School which if used appropriately, can lead to effective learning where students 

learn from each other. In contrast, non-specific talanoa can lead to, at best, a 

conversation between students and does not allow for extended thinking. 

Hokafonu (2011) claims problems that emerge in Tongan classrooms are mostly 

attributed to the quality of the teacher. Hokafonu (2011) suggests a number of 

indicators of poor teaching, for example, students’ poor performance in exams and 

tests, financial and domestic problems, and social issues. One reason is that trained 

teachers of the Tonga Institute of Education (TIOE) has shown deterioration in 

teachers’ performance and effectiveness. Hokafonu (2011) emphasises that it is of 

critical concern for Principals from various schools in Tonga that many teachers 

graduating from TIOE are often not motivated thus, can inadequately transmit 

knowledge they obtain from this institute effectively. Nor have many of the teachers 

showed better planning or effective instructional teaching methods. Partially due to 

this and other reasons, almost 3,000 students in Tonga from 2008 to 2011 left school 

and were regarded as “dropouts” (Hokafonu, 2011). Tu’i’onetoa (2013) confirms this 

trend in the 2012 FWCT concept paper, noting there is a decreasing number in the 

church school’s enrolment. In the paper, there are disappointing exam results 

occurring in addition to the number of students leaving the mission schools during 

the year. 

There is a general assumption that the ex-students of Fatu School are more 

committed to teaching students from the school because they understand the values 

expected by the school and the church community. Considering some of the best 

ways students learn at Fatu School is a personal obligation and a valued practice held 

by the ex-students of the school themselves. Teachers who are not ex-students of the 

school bring with them different values, views, and ideas that are not practiced at 

Fatu School. According to Teacher 1, an ex-student of Fatu School believes that, “ko

e lahi e kau faiako ia ko eni ‘oku ‘ikai ko ha kau kolisi tutuku he ‘api ni, ke lava ke 

nau fakamamafa’i ‘a e me’a ne ‘osi ako’i kinautolu ki ai mo mamata ki ai lolotonga 

‘enau ako heni” (Most teachers are not ex-students of this school. If they were 

students of this school, they can emphasise what they have learnt and seen when they 

were studying here). The data also shows that teachers who have been exposed to 

higher education overseas and gained an English qualification seem to be less 



considerate and reluctant to seek more knowledge and wider teaching approaches 

that are inclusive of students’ diverse learning abilities. 

Student data shows that when teachers enforce punishment in the classroom, some 

students who engage well with this. Homework in particular is negatively reinforced 

as a punishment for students misbehaving in class. For example, “ko e tamaiki ia ‘e 

ni’ihi ‘oku nau ako leleiange kinautolu pea hang  ‘oku ola leleiange ia he taimi ‘oku 

fakailifia’i ai kinautolu ke nau fai e homework, ‘o kapau ‘e lahi ‘enau longoa’a” 

(Some students learn well and it can seem effective when threatening them with 

homework to do if they continue to make a lot of noise).

The negative reinforcement of homework is a feature of unproductive pedagogies 

because punishment and fear are prohibited to develop effective learning. If this 

continues at school, students will avoid homework because it is associated with 

punishment when the purpose of homework, if used appropriately, can help to 

reinforce students’ learning. 

Also, the findings suggest that student-centred classrooms work best for the students 

at Fatu School. One area of match between student preference and teacher practice 

was the use of learning-related games. As described by one teacher, “ngaahi va’inga 

mo e fe’auhi ‘oku fiefia e tamaiki ako ia tautautefito ki he ni’ihi ‘oku nau ta’eoli’ia 

he fai exercises mei he tesi puka” (The games and competitions are what students 

enjoy especially those who are bored with exercises from textbooks – T1). Students 

engage more in learning when games and competitions were included as part of 

teachers’ pedagogical practice. 

More often teacher practices do not consider students’ preferred learning styles. In 

spite of the students’ reported learning preferences, students identify a clear 

mismatch between the ways they feel they learn best and that some of the teachers’ 

pedagogies used in the classrooms. Teachers’ pedagogies are often associated with 

the use of textbooks. Teacher 1 affirms the use of games and activities that 

encourage competition as a regular part of her practice that the students enjoy. For 

example, “ngaahi va’inga mo e fe’auhi- ‘oku fiefia e tamaiki ako ia tautautefito ki he 

ni’ihi ‘oku nau ta’eoli’ia he fai exercise mei he tesi puka” (Games and competitions, 

students enjoy it mostly, particularly those who were bored with exercises from the 



textbooks). Unlike Teacher 1’s class, a student from another class affirms that 

teachers do not always consider their ways of learning that is fun and engaging and 

often just refer to textbook activities instead, “ngaahi me’a ke ng ue’i mo e 

exercises mei he ngaahi tesi puka.” (Activities and exercises from textbooks). The 

findings also show that the current student learning styles accommodated for in the 

classrooms feature a heavy reliance on textbooks. Despite this, students feel that the 

key words from textbooks also need to be revisited by the teacher in the classroom as 

a separate list of vocabulary items (Kayi-Aydar, 2011). 

There is also a mismatch in teachers’ own perceptions of the ways in which students 

learn best compared to students’ perceptions of their styles of learning (Lutui & 

Langi, 2009). From the researcher’s experience as a former classroom practitioner 

and findings from the classroom observation data, suggest that the mismatch 

between students’ preferred learning styles and teachers’ pedagogical styles is linked 

to teachers’ attitudes and commitment. Despite the majority of teachers having 

undergone official training and some holding tertiary qualifications; it is apparent 

that most teachers lack the drive to provide the extra effort in the classroom. Without 

the appropriate attitude, commitment and extra effort, teachers cannot move forward 

to urge students to collectively bring about change (Sheets, 2005). 

There are clear implications when teachers do not attend to students’ preferred 

learning styles in the classroom (Lutui & Langi, 2009; Thaman, 2009b). According 

to the student participants in this study, student-centred classrooms work best for 

them, but they also report that students’ preferred learning styles are not well 

supported or well attended to by teachers thus, learning is impeded and motivation 

was not encouraged. It has been found that unhappiness and negative emotions in 

students were a common hindrance to academic success. Emotional constraints have 

led students to lose interest or concentration and be absent-minded in the classroom. 

This has often led to other preoccupations, such as getting into serious relationships 

with boys while still a student. Domestic problems at home have also caused absent-

mindedness in the classroom. In these situations, it has been observed that rewards 

and incentives were keys to successful teaching and learning. This has been effective 

when seeing it from the perspective of the kaliloa concept. When the mother rewards 

her child with a kiss on the forehead, says a kind word for being so smart, or good at 



a particular task in practice, the child draws near to the mother, and is more likely to 

behave as expected. As a result of this kaliloa action, the child is full of joy. The 

child can then be seen to be injected with the strength to repeat this good 

performance or doing even better than the previous time. 

Teachers are aware of Tongan students’ low English literacy levels. However, access 

to data relating to students’ English literacy levels is beneficial for classroom 

practice (Kayi-Aydar, 2011). English grammar from students’ previous class levels 

(either from primary and junior levels) have contributed to the fact that these 

students cannot clearly express themselves in speaking and writing. Dimova (2011) 

suggests that teachers are not interested in discussing English writing convention 

because they lack knowledge of how to teach writing explicitly in their English 

lessons. Furthermore, he explains that although teachers have regarded language 

skills as essential, writing was surprisingly the least preferred skill found in this 

study. As a result, students were not able to reach the required standard. Despite 

knowing this, the teachers at Fatu School have not carried out similar writing tasks 

because they have failed to consider nor were they able to address each students’ 

diverse learning needs. As a result, poor academic achievement has been the case. 

Teacher 3 conveys one experience and the reason for an English students’ 

misunderstanding of grammar: 

It’s the mechanic of language. It’s quite hard especially for young teens. 

Teens use language that is not fluent, but rather slang and colloquial. We 

merely learn English language. It’s not about the fluency, but it’s about the 

mechanics of the language. It’s like this best student. She was brought up in 

Tonga and she can speak English and Tongan, both fluently. Some overseas 

students speak fluent English, but not well in writing; the mechanics of the 

language. It’s hard to teach mechanic language because it’s boring. The 

content is fine like the short stories, but the language features are what’s 

difficult (T3 – Faka’otusia). 

Teachers in this study were often pressured for time during classroom observations 

and evidence of teachers’ planning books. Reasons varied such as, absenteeism from 

class and changes in the timetable due to unexpected events like rainy days. As a 

result, students and teachers have to catch up on notes and need more class time to 



cover the syllabus, even to engage the students in learning the subjects’ contents. 

Summary

In-depth talanoa with teachers and students at Fatu School, the classroom 

observations, and the analysis of teachers’ planning books and students’ notebooks 

provide data that support the claim that teachers’ pedagogical practices and students’ 

learning styles did not align. The findings also highlight that some teachers’ 

productive pedagogies allow students to engage in the learning. Teacher 1 has taught 

for eight years; the level of respect and trust is high in her classroom. The 

unproductive pedagogies had more impact on students’ lack of interest and 

engagement in their English lessons. Interestingly, some of the productive 

pedagogies, although they engaged students in the learning, they did not allow 

deeper level thinking. Real concern arises from the student voices where the majority 

of their learning time has been found to be unproductive as a result of factors relating 

to their teachers’ practices. The next chapter positions “unproductive practitioners” 

within the emerging framework, the kaliloa – where effective teachers are those that 

care for their students beyond the classroom. Such a practitioner, in their classroom 

practices, can have positive outcomes on students’ academic achievement. 



CHAPTER 5: HOW TEACHER PEDAGOGIES IMPACT STUDENT 

ACHIEVEMENT

Overview

This chapter articulates “productive pedagogies” and presents the findings relating 

to teachers’ particular pedagogies when aligned with students’ learning styles. 

Teachers’ pedagogies can have an impact on student achievement. The Kaliloa

conceptual framework, a Tongan approach to teaching and learning is used to frame 

and understand pedagogical practices that align with useful learning for students 

that can be linked to academic achievement. The following section focuses on the 

emergent conceptual framework. 

Significance of an “Emergent” Conceptual Framework 

The Kaliloa conceptual framework “emerged” from the findings in this study is 

crucial to highlight its significance. A unique contribution of this study is its 

conceptual framework and potential to frame the contextualised education of young 

female Tongan secondary school students in Tonga. Toetu’u-Tamihere (2014) first 

uses the concept of kaliloa in her doctoral thesis, however, its use is related to the 

educational experiences of Tonga High school students and is restricted to kaliloa

as a narrative method of data collection. In this study, the Kaliloa conceptual

framework is not used in the same way. It is used specifically in the context of the 

classroom in terms of teaching and learning. When teachers engage and consider 

classroom practice, it involves the consideration of students’ learning styles, its 

alignment with teachers’ own practices, values, and beliefs that can link to 

academic achievement. 

In teaching and learning, aspects are addressed in the kaliloa conceptual

framework. These aspects are evident in the findings presented in the analysis and 

discussion in chapter four. Such aspects are significant to show what students bring 

with them as well as how teachers utilise what students know in the classroom. 

These aspects relate to motivation, gender, learning and teaching styles, behaviour, 

and Christian and cultural values. The aspects above are what constitute 

“productive pedagogies”; these also align to positive relationships, feedback and 

advice, values and character building, and personal behaviour. All these aspects are 



embodied in the Kaliloa conceptual framework and are evident in the diagram 

below.

The Emerged Kaliloa Conceptual Framework

The actual diagram of the Kaliloa Conceptual Framework for this study is presented 

below. The Kaliloa Conceptual Framework has emerged from the findings of this 

study.

Kaliloa conceptual framework evolved from the Kaliloa metaphor 

Figure 1. Kaliloa Conceptual Framework (Artist Rev. Leopino Mafile’o) 

The above framework has been developed from the participants’ talanoa and the 

researcher’s own knowledge and experience of Tongan traditional proverbs from a 

young age. This includes knowledge from primary school learning about Tongan 

history and the idea of culture and how society contributes to this understanding. It is 

based on the idea of cultural values, philosophies, and concepts that have emerged as 

a result of studying pedagogies and learning styles in the classrooms. 



The main actors in this framework are the teacher (mother) and students (children) in 

the classroom. The classroom refers to leke (bedroom)/lotofale (living 

room)/fale(house)/’api (home) where teaching and learning takes place. This 

interaction is carried out with the expectation that they will achieve high academic 

outcomes. These may be seen as equivalent to well-behaved and intelligent children 

in Tongan society. These children showcase good manners as a result of attentive 

listening to their mothers. Children listening and paying attention to their mothers 

(fanongo moe tokanga) is a pedagogy that is productive and is practiced either in the 

bedroom or in the living room of the home. 

In particular, the kaliloa metaphor can be demonstrated in the teaching and learning 

process. The mother with all her children together on the kaliloa (the mother’s arm 

or arms) represents the aspect of teacher and students interacting in the classroom 

culture (Gay, 2000; Robbins, 2008). Evidence from the fieldwork have been 

collected by the researcher reflects the teacher-student relationship, as is likened to 

the mother-children relationship. This is seen in soft and hard discipline at school 

that reflects a mother’s ways of teaching at home. 

The word kaliloa is defined as kali (headrest) and loa (big). Loa is added to give the 

meaning of “long”, “big”, “origin”, or “main” (Dhyne, 1999). The loa is symbolic of 

the mother’s arm or arms. From the shoulder to the tip of the fingers of the mother 

are referred to as the kaliloa. Her arms are big and long enough to fit one or more 

children in them like the literal kaliloa (refer to Figure 2). The youngest of the 

children will lie closer to the mother. The younger a child is, the closer they are to 

the mother. The child is therefore, given the privilege to feel her warmth, the 

softness, and her kindest words and whispers (fanafana). This is the closest feeling 

of intimacy and is usually referred to as kali-‘o-fanafana/kali fanafana within the 

kaliloa; the arm of the mother (Toetu’u-Tamihere, 2014). 

However, the further a child is from the mother’s womb/heart/shoulder, the greater 

the distance between the child and the mother’s warmth, voice, instructions, and 

guidance. This is because that particular child has matured, is familiar, and has 

embraced his mother’s words. Moreover, the child knows her ways; the value of 

relationships, the significance of her/his roles, and history and culture within her/his 



extended family. Through the mother’s nurture and care, commitment and 

dedication, faith and love, she has imparted all valuable knowledge since her child 

was in her manava (womb). The older son/daughter is now required to demonstrate 

his/her mother’s wise teachings learned while in her arms; the kaliloa. The mother’s 

manava/leke/’api is where the child starts her/his education. There is a well-known 

Tongan saying, “ko ‘api ‘a e ‘uluaki ako’angaa” (Home is the first school in the 

child’s education) for at the home or ‘api is where the child’s entire genuine learning 

environment is developed (Hess & Shipman, 1965). 

As the children grow older, teaching and talanoa are moved from the leke to the 

lotofale where the same concept of kaliloa is applied. In the lotofale, parents can 

give more mature instructions, advice, motivational and inspirational stories, and 

their aspirations of achievement for them to use. These are shown in the children’s 

daily functions and expected roles. They are outcomes of talatalaifale (talatala; to

tell/report, i; in/within, fale; the house). The talatalaifale can be the theory part of 

learning. All tasks and work of the mother and father around in the home is the 

practical part of learning from the Kaliloa concept (Toetu’u-Tamihere, 2014). 

In Tonga, the Kaliloa is believed to be one of the more appropriate ways of teaching 

children how to learn and behave. Children are taught to know their identity, their 

relationships, and responsibilities. Within the Kaliloa, there is a higher feeling of 

attachment, dependence, and collectivism. Children accept all guidance, directions, 

and talanoa without question of their mothers’ teachings. With age, a child embraces 

matured feelings and thinking with less attachment, dependence, reliance, and 

conformity. They start to think critically about their surroundings because they are 

more exposed to other institutions and views. Therefore, based on the study’s 

findings, key literature, and the researcher’s knowledge, the kaliloa is an appropriate 

metaphor for the conceptual framework. The kaliloa concept is used in relation to the 

context of the Tongan Mission Secondary School classroom. 

The Kaliloa Conceptual Framework is an original contribution of this research. It is a 

means of understanding what takes place in the Tongan secondary school classroom. 

More importantly, it is a means for empowering teachers to carry out productive 

practice that is linked to achievement. Class teaching and learning in a school 



classroom is carried out by two important links. These links are the teacher and 

students; the two legs of the kaliloa. Similarly, the mother and children are the 

significant strongholds in the kaliloa concept within a Tongan house/home (fale-

Tonga). The classroom equivalent to the ‘mother and children’ is the classroom 

teacher and students.  The teacher delivers the instruction and presenting the 

demonstrations, while the students receive these information/lessons. The leke

(sleeping area) in the fale-Tonga is where the mother and children talanoa (talk) and 

sleep.

Figure 2. Leke (sleeping area) in the fale Tonga (Tongan home) (artist Rev. Leopino Mafile’o) 

The mother extends her arm for her child to rest their heads on. If there are many 

children, she will extend both her arms to allow them to lay their heads on her arms. 

Figure 3. Kaliloa as mother's extended arm (artist Rev. Leopino Mafile'o)



In the mother’s arm, the child is ready for the mother to begin her stories and other 

talks for a variety of purposes (Latu, 2009). The best time for this enriching teaching 

and experience is in the evening. During this deep and meaningful time, talking and 

telling of various stories and histories, the instruction about chores and roles, 

advising, problem solving, and many other conversations will take place. More 

specifically, wise teaching is passed down to the child’s level. This teaching is 

accompanied with a soft voice, loving warm thoughts and heart, and gentle hands. 

These three parts of the teacher’s body can reassure and caress any wounds in the 

mind and soul. It heals the brokenness of mind and soul and a variety of gestures to 

show and connect/link both the child’s mind and soul. 

In the fale-Tonga, teaching exists in different ways. Teaching through story telling 

can be joyful, exciting, or sad (talanoam lie and m fana; fakafiefia, fakamamahi, 

and faka’ofa), and recount value-laden memories and legends of the past, present, 

and future (Latu, 2009). These teachings provide a way forward for the 

child/children through the mother’s reflections. Her reflections focus on what other 

elders have shared and passed down. The answering of questions and giving 

feedback weighed against traditions, customs, and cultural norms so that connections 

are more meaningful and relevant for her child/children. 

In the classroom, m lie and m fana can be a state of knowing and learning well (the 

teachers objective has been achieved), well-behaved, or good achievements. This 

state of feeling m lie and m fana demonstrates joy, trust, and love as the main 

strings plaited as oneness in the teacher and the students. The learning or kaliloa that 

takes place is symbolic of learning, which is m lie and m fana, because they have 

become embedded in the minds and hearts of Tongan people. The Tongan “golden 

phrase”, “fielau he na’e ‘olunga he kaliloa” or “fielau he na’e moheofi” (No

wonder, she laid in her mother’s arms or laid closer to her mother’s heart, hearing 

her wise teaching). This is sometimes used to represent learning that is m lie and 

m fana. When healthy relationships of care between the mother and her children or 

the teacher and her/his students are fostered, learning becomes m lie and m fana. As 

a result of the child listening to the mother’s wise teaching, she responds and acts 

accordingly in ways that benefit her child based on care and nurture. On the other 

hand, unhealthy relationships can be stumbling blocks to learning if trust and care 



are absent from the learning relationship (Calabrese, Goodvin & Niles, 2005). When 

the learning relationship is strong, people’s natural inventiveness and creativities to 

learn effectively arises (Manu’atu, 2009; O’toole, 2006; Reci & Ryan, 2008; 

Tu’i’onetoa, 2013).

How do the Aligned Pedagogies Impact on Students’ Achievement?

In this section, the teachers’ and students’ responses to sub-question four is 

presented and discussed. Moreover, the in-depth talanoa data is presented to indicate 

whether teachers and students believe teachers’ pedagogical practices and students’ 

learning styles are actually linked to academic achievement or not. The three graphs 

relate to achievement data; daily marks, common test marks, and summative 

assessment results (mid-year and end of year exams). Although the three graphs (see 

Figures 3, 4, and 5) do not show specific pedagogies and their links to achievement 

data, but for the sake of analysis and discussion, this section will draw upon the 

assumption that the collective strategies described by the students and teachers in 

chapter four may have had some influence on achievement data. However, direct 

causation cannot be reported. 

Are teachers’ pedagogies and students’ learning styles linked to academic 

achievement?

Teachers believe that if the teacher-student relationship is effective they can help 

each other and this can lead to academic achievement. For example, T2 states, “ko e 

ola lelei e fetokoni’aki ‘a e faiako mo e f nauako; ke hoko ‘eni he faiako’i e lesoni 

mo e ako e lesoni pea ‘e a’usia leva he f nauako e ola matu’aki lelei mo mahu’inga” 

(Teacher and students to be effective in their contribution to each other; teaching and 

learning than the students will achieve high-quality results). Described by T1 below, 

the onus and responsibility is on the teacher to actively engage at the students’ 

levels. She believes that if the power remains with the teacher and her pedagogical 

practice does not consider her students’ diverse learning abilities (Alton-Lee, 2003; 

Sheets, 2005) and that academic achievement is affected negatively as a result. For 

example, T1 explains:

ko e olakovi ‘o e ng ue fakaako ‘a e tamaiki ako ‘oku ne ‘omi pe e ‘ata ‘o e 

founga faiako kovi, ko e ‘uhi ‘oku ‘ikai ‘aluhifo e faiakoia ki lalo ki he 

tu’unga ‘oku ‘i ai e kauleka; fanongo mo ng ue ‘o fakatatau pe kiai (Poor



students’ outcome reflects poor teaching methods because the teacher is not 

coming down to the students’ level; listen and work accordingly). 

The students also express that the teachers’ pedagogical practices in the classroom 

are not effective for them. For example, “ko e ola fakaako e tamaiki ia ‘oku kovi, ko 

e ‘uhi ‘oku ‘ikai ke nau sai’ia nautolu hono fai e sivi; ‘oku mahino heni ‘a e ‘ikai 

lelei e loto ‘oku fai’aki ‘enau ng ue fakaako” (Students’ results are bad because they 

do not like doing it; this shows by the hesitant attitude they have toward their school 

work). Another student states, “ko ‘emau faiako ‘Ingilisi ‘a kimautolu ‘oku ne tuki 

‘aki kimautolu e nouti mo e exercises he taimi ‘oku ofi ai e sivi” (Our English 

teacher only bombarded us with notes and exercises when exam is very near). 

Figure 4. Form Vanila Summative Assessments 2012. 

Source: Fatu School, Assessment Record, 2012. 

The achievement results above for Form Vanila and Form Kava classes show a 

difference in the mid-year to final exam marks. The trend lines for both graphs 

reveal a decrease in students’ achievement in their end of year exam. When looking 

at individual student data for Form Vanila Student 14 significantly improves in their 



final exam compared to their mid-year exam; from 20 to 69 marks is a 49% increase. 

In contrast, Student 2, 9, 18, and 28 have marks that are lower in the end of year 

exam.

Overall, 56% (17/30) of the students passed the mid-year exam whereas, 53% 

(16/30) of students passed the end of year exam. The reason for the difference in the 

trend lines between the mid-year and end of year exam is because the mid-year exam 

had easier content. Fewer topics were assessed compared to the end of year exams 

where all topics were taught and examined. 

The AFL (Assessment for Learning) and Common Test assessments were relatively 

consistent. This shows that the majority of the students’ achievement is consistent 

across all the assessments. In other words, students who achieve well do so over all 

assessments and students who do not achieve well do not improve across all 

assessments. Students seem to have performed better in the AFL assessments where 

most students passed, compared to the common tests. 

Figure 5. Form Kava Summative Assessments 2012.

Source: Fatu School, Assessment Record, 2012. 



As shown in Figure 4, the trend lines for the mid-year and end of year exams show a 

difference in the marks achieved by the students. Overall, however, the achievement 

results for Form Kava are lower than Form Vanila. During the mid-year exam 77% 

(27/30) of students passed, whereas 37% of students (11/30) passed the end of year 

exam. This shows a significant decrease in the number of students that failed the end 

of year exam compared to the mid-year exam. 

Figure 6. Form Mokohunu Summative Assessments 2012. 

Source: Fatu School, Assessment Record, 2012. 

The data for Form Mokohunu summative assessments shows that during the mid-

year exam 53% (16/30) of students passed. The end of year exam, however, 37% 

(11/30) of students passed. This shows a decrease in students’ pass rates.

Considering all three graphs above and like the data for Form Vanila and Form 

Kava, students appear to do better in their mid-year exams compared to the end of 

year. Despite the data presented and gathered, the majority of students do worse in 

the exams. 



Although the students in this study have suggested productive pedagogies that 

engage them in the classroom learning, the majority  have voiced their concerns over 

the prevalent of unproductive pedagogies in the classroom. In light of the 

achievement results for all three classes, Form Vanila had done better across the 

assessments compared to Form Kava and Form Mokohunu. Despite this, overall, the 

students at Fatu school are not performing as well as they should. Therefore, 

regardless of the productive pedagogies, less than half of the students involved in 

this study are still not achieving academically. 

This calls for teachers to be more meaningful in their choice of pedagogical practice 

that links to students’ styles of learning. Generally, the results for all three classes 

show the same downward trends in performance as the year progressed. Some 

insights into the relationship of the data to sub-question number four have been 

revealed in the talanoa with the teacher and student participants. This has revealed a 

number of possible contributing factors for the downward performance trends. One 

of the possible reasons discussed is that teachers may be engaging in more 

unproductive pedagogies throughout the year.

Talanoa with the participants suggests that although some teachers describe the 

importance of productive pedagogies like talanoa, group activities, and games, the 

students believed otherwise. They believe that the majority of the teachers are not 

practicing what they preach. Some students did not agree with teachers’ claims. This 

belief is not effectively transferring into practice.

The teaching and learning process is known by looking beyond the external displays 

of behaviour within a school classroom for the underlying values, attitudes, and 

motivations being demonstrated. Calabrese, Goodvin, and Niles (2005) report a 

relationship between external factors such as, social factors and the students’ low 

achievement. Further, Bempechat and Ginsburg (1989, as cited in Calabrese, 2005) 

point out that the child’s limited degree of English language ability is another factor 

that influences students’ achievement. It is also important to acknowledge that the 

students’ academic achievement at the end of the semester/year will be assessed, 

analysed, and addressed by various levels of the school stakeholders. 



Teachers who inject cultural and Christian values with a high quality of knowledge, 

English skills, and teach in very compelling ways produce high quality pedagogies 

(Kelen, 2002). This is seen in teachers’ teaching notes, methods, beliefs and 

philosophies, resources, feedback, and homework and can be achieved by integrating 

a variety of methods. As values are dispersed in appropriate methods to match 

students’ ability and desired learning styles, these two types of values become 

essential and critical. They significantly contribute to the daily activities of Fatu 

School. These values are found to be considered appropriate for teaching in this 

context include having appropriate attitudes to teaching and being committed and 

dedicated. This also includes possessing essential proactive Christian values such as 

love, kindness, patience, never being proud, or short tempered (1 Corinthians 13:4). 

Teachers would never show selfishness or be rude to others. Teachers would desire 

to uphold honesty, faithfulness, humility, willingness, cooperativeness, faith and 

trust, sharing, persistence, and perseverance. More values are helpfulness, 

supportiveness, and trustworthiness, and being devoted and hopeful. These are 

combined with cultural values of love and compassion, cooperation, respect, 

humility, reciprocity, and nurturing relationships. When these are adopted in the 

classroom, processes will be promising and productive. 

Furthermore, when the Christian and cultural values mentioned above are present in 

teachers’ practice, they create teacher and learner responsiveness. With this in place, 

students are motivated and inspired to absorb a good sense of the knowledge and 

skills they need. They need this in order to be more competent learners. This too will 

mount an improvement. 

Cheng and Tsui (1996) redefine teacher effectiveness by pointing to the results one 

teacher obtained. Efficiency is based on the improvement that students make toward 

their academic objectives. This can be seen by passing tests and exams; the 

classroom’s usual targets. An inference to draw from this is that the students’ 

behaviour, whether good or bad, is under the teacher’s control. Linking this to the 

Kaliloa Conceptual Framework, as previously mentioned, when a child is observed 

by others to be demonstrating good behaviour in the family, community, and school 

it is attributed to the mother’s wise teaching at the kaliloa (her own arm as head 

rest), in the lotofale (living room) and at home. In regards to these, the usual Tongan 



saying goes, “fielau he na’emoheofi /fielau he na’e ‘olunga he Kaliloa /fielau pe he 

na’e akonaki’i ia he’ene fa’ee” (No wonder the child is like that, he/she was given 

advice from the mother). To summarise, the results of productive pedagogies that 

have been carried out by the mother at home are shown by her children’s good 

behaviour and success in many different arenas. In the classroom also, teacher 

pedagogies may seem productive if the students demonstrate high academic 

performance.

Summary

Overall, the study’s findings suggest that teachers’ pedagogies and students’ learning 

styles show some link to students’ academic achievement. However, the findings in 

this study do not show strong causal links between the exact pedagogies used by 

teachers nor whether they improved student assessment results. Nonetheless, 

teachers who practice pedagogies of care, similar to that of the Kaliloa, whereby the 

relationship is based on trust and love and is strong in the classroom, influence 

students’ outcomes; this can be either social or academic. Besides the Tongan 

Mission teachers’ pedagogies in Fatu School, understanding and utilising students’ 

learning styles can also increase the possibilities of academic achievement by 

students. These need to change if students’ achievement outcomes are to improve. 

Ultimately, teachers’ pedagogical practices that do not carefully consider each 

student’s background, their ability, learning styles, and character will be 

unproductive. In conclusion, the Kaliloa Conceptual Framework emphasises that the 

child can perform at their best because they are loved, cared for, trusted, respected, 

secure, and warm under the care of the mother. Moreover, the two stable legs and 

associated values, as described in the Kaliloa Conceptual Framework, enable 

productive pedagogies to emerge in the classroom.



CHAPTER 6: CONCLUSION AND RECOMMENDATIONS 

Overview

This final chapter includes a brief summary of the study and restates the aim and 

goal of the research. It presents the study’s main findings and provides 

recommendations. This study investigates teachers’ pedagogies and the idea of 

what is productive and not productive. Ignoring students’ learning styles in the 

classroom can lead to negative outcomes for students. An overall question was 

addressed which related to: What is the relationship between teachers’ pedagogies, 

students’ learning styles and students’ achievement? To answer this question, four 

sub-questions are proposed.

They are as follows: 

1. What are Tongan students’ preferred learning styles? 

2. What are Tongan teachers’ preferred teaching styles? 

3. To what extent do Tongan teachers’ pedagogies take into consideration 

their students’ preferred learning styles? 

4. How do aligned pedagogies impact on students’ achievement? 

What are Students’ Preferred Learning Styles? 

Talanoa was identified as a key learning style for female students at Fatu School. 

The kinds of talanoa preferred was linked to inter-personal styles where students 

engaged in discussion with their peers and the teacher to solve problems in the 

classroom. Johansson-Fua’s (2009) study is the use of sio loto as a useful learning 

style that is linked to deep level thinking. Sio loto was also a preferred learning style 

where students observed within or reflected on their learning. These involved periods 

of being “silent” and staring away from the teacher.

“Soft” and “harsh” disciplines were perceived by students as ways of learning for 

them. Students provided diverse responses as to which of the two they preferred. For 

many of the students at Fatu School, “soft discipline” was preferred. This involved 

learning where teachers shared their own personal experiences and struggles with 

them. Students were motivated when teachers used “soft” discipline as opposed to 



“harsh” discipline.

The study found that key learning styles include silence (tangutu fakalongolongo pe 

‘o fakakaukau e loto pe fanongo e loto), memorization (ako ma’u loto),

dialogue/conversation or discussion (talanoa), learn from mistakes (ako mei he 

fakatonutonu ‘o e fehalaaki) and self-reflection and imagination (sio loto). The 

aforementioned key learning styles are similar to what Johansson-Fua (2009) had 

found in relation to the key styles of learning valued in Tongan culture. They were, 

for example, ta (demonstrate), sio (observe), fanongo (listen), and talanoa (talk). 

Students’ preferred learning styles relating to ways that took into account their 

gender and level of motivation. The learning styles such as, purpose-driven, goal-

oriented, and well-structured group work, and games allowed students to engage in 

their preferred learning.

What are Teachers’ Preferred Teaching Styles? 

In terms of the female teachers’ teaching styles in this study, the majority preferred 

the use of lecturing from the front where students listened and sometimes took notes. 

Copying notes from the blackboard as well as lectures were preferred styles of 

teaching for the teachers at Fatu School. Textbook notes were often given to 

students, yet with very little explanation was provided. The data from students 

suggest that the notes copied were often not engaged with and there were long 

periods of disengagement with the material. One teacher used the lecturing style 

more than any other styles of teaching. Teachers often used inter-personal talanoa

(group work or discussions) as well as intra-personal talanoa (independent learning 

and relying on one self to learn on her own) to teach. 

To What Extent do Teachers’ Pedagogies take into Consideration their 

Students’ Preferred Learning Styles? 

The productive and unproductive pedagogies were identified from the in-depth 

talanoa with students and teachers, classroom observations as well as through the 

analysis of their plan books and students’ notebooks. Students’ learning styles were 

not considered in relation to teachers’ pedagogies. Therefore, a majority of teachers’ 

pedagogies were unproductive because they often did not consider students’ 



preferred learning styles. 

A key finding in this study reveals the mismatch in teachers’ and students’ 

understanding of “onus and responsibility” in the classroom. This mismatch is a 

feature of teachers’ who do not consider students’ learning styles. Teachers suggest 

that students are responsible for their learning and this was observed in the 

classroom as well as in the responses from teachers and students. However, the 

students themselves believe it is the teacher who is responsible for their learning. 

Therefore, it is the teacher who takes onus and full responsibility for what is taking 

place in the classroom in terms of the teaching and the learning.

Feedback is a required practice and is acknowledged by both the teachers and the 

students. Hattie and Timperley (2007) argue for feedback and feedforward that is 

purpose-driven. However, the students suggest the use of feedback in the classroom 

is often unhelpful because it mostly comprise just a tick or a cross or the use of “seen 

by”. Very little constructive feedback and feedforward was given to students to show 

how to correct their mistakes and move their learning forward was observed in the 

classroom.

Student voices and classroom observation data shows that teacher-student 

relationships are key to productive pedagogies that engage students in the learning. 

The fact that all three teachers were females provided a sense of connection with 

their students. However, when it came to learning and pedagogical practice in the 

classroom, there was a mismatch in the level of trust and engagement because how 

their female teachers taught in the classroom did not relate to the students’ 

themselves. The teachers’ values and beliefs based on care and nurture is 

fundamental to their effectiveness for students.

This study proposed the Kaliloa conceptual framework as a significant tool for 

schools to use when considering effective teachers that are willing to care and 

nurture for students at a deep level. Despite the Christian and Tongan cultural values 

that inform the practice at Fatu School, the teachers have not fully engaged with 

these values. However, from the perspectives of a mother to her child that are deeply 

rooted in care, love, respect, humility, and a deep willingness to help her child 



succeed, it is of value for students to be rooted in the teachers’ care and love that can 

lead to gaining good results. 

The Kaliloa conceptual framework provides a way for teachers to engage in 

productive pedagogies that are aligned with students’ styles of learning. Teachers 

who practice humility, and are authoritative rather than authoritarian, are able to 

diminish the power struggles in the classroom where teachers have all the control. 

The intimacy, closeness, and warmth of the relationship between teachers and 

students are symbolic of imparting knowledge from the mother to her child on her 

arm like that of the kaliloa. Fanafana me’a lelei, the whispering of valued 

knowledge (koloa) is appropriately practiced by the mother/teacher to the 

child/student.

How do Aligned Pedagogies Impact on Students’ Achievement?

The use of summative achievement results provide data related to students’ academic 

achievement. The overall results from the three graphs relating to each class 

involved in this study suggests an assumption that majority of the time, unproductive 

pedagogies were more common than productive pedagogies at Fatu School. 

Therefore, when teachers’ pedagogies are aligned with students’ learning styles, the 

learning is more productive and can lead to improved students’ academic outcomes. 

Despite the non-causal relationship in the achievement data with specific pedagogies 

and their impact, this study has provided useful data based on the teachers’ and 

students’ voices – le’o mei lokiak  – which is often absent in teaching and learning 

research that is specific to the Tongan classroom context (Thaman, 1988; 

Hokafonua, 2011).

Recommendations

Based on the findings the researcher recommends the following and can be utilised 

by schools and teachers within the Tongan context: 

1. Avoid heavy reliance on textbooks and copying notes. Therefore, teachers 

must prepare summary notes and photocopied notes as hand-outs. 



2. Teachers must be creative in their activities that are linked to students’ 

learning styles. Finding ways to address students’ diverse learning styles is an 

important task for teachers and schools. 

3. In-service training of the appropriate pedagogical strategies is necessary for 

schools and teachers. Teachers need to engage students in “deep level 

thinking” are necessary in the classroom. 

4. Talanoa is a key pedagogical strategy for teachers and learning style for 

students. It has the potential to engage students in deep level thinking. 

Talanoa is a multi-faceted tool and when used, it needs to be structured, goal 

oriented, and purpose-driven. Talanoa is necessary as both pedagogy and 

learning style. 

5. Vocabulary development is currently neglected and teachers require up-

skilling in explicit English language vocabulary development techniques.

6. Bilingualism is a required practice in English classrooms in Tonga. This 

study has identified the significance of using Tongan language to help 

students understand English text just as ‘Otunuku (2002) and Taufe’ulungaki 

(2009) have identified. 

Although this study was not focused on addressing the school system processes it is 

however, a factor that can impact the sustainability of “productive pedagogies” on 

students’ academic achievement (Lingard et al., 2003). This study however, 

attempts to find the link between what the teacher does and how the students 

respond (learn) and whether they link to students’ academic outcomes – their test 

scores from diagnostic tests in their English class. Given the size of this thesis, it 

found out that there is a link between teachers’ pedagogies and students’ styles of 

learning and academic achievement in their English class. Moreover, this project 

also found a substantial understanding of the social and academic outcomes of a 

given set of productive pedagogies similar to Lingard’s et al. (2003) study, but in a 

Tongan context. Perhaps this can be further investigated as part of future doctoral 

work and a further investigation of this would be beneficial at Fatu School. 

Post script 

Since the completion my research the FWCT Church conference has recently passed 



the policy on restructuring the organisation of FWCT Education administration, but 

is currently amending this to suit the church’s objectives to its schools, expectations, 

and requirements. It was not in the literature at the time the researcher wrote this 

study literature, but it has been included in this study for consideration. This may 

affect the teachers’ pedagogies and students’ learning styles and no doubt the 

students’ academic achievements.

THE CLASS ROOM ESSENTIALS 

(The way forward) 

We cannot reach the sky 

Neither can we walk a great distance 

But we can look inside us 

And find greater love that God creates. 

Teachers may not grasp analogies 

Neither the right pedagogies 

But we can mirror the perfect kaliloa love of the mother 

That heals her children’s hearts, heads, and hands. 

Love is the answer 

To all complications in a school 

It frees the learner from being a fool 

Alas! Learner needs trust/love to become a classroom lover. 

(‘Amelia Tohu’ia Fifita-Manuofetoa, 2015). 

Overall, this research found that teachers’ productive pedagogies have been 

inadequate. There is a mismatch between teachers’ pedagogies and students’ 

learning styles and these gaps are concerns in the classroom. There is need for in-

service training to meet teaching and learning expectations. There is research needed 

in rethinking the importance of relationship, values, and teacher-student interactions 

in the English language classrooms. The suggested areas are cultural and Christian 

values. These are equally important for the upgrading of pedagogical knowledge and 

skills for more effective teaching and learning of the English language in Tonga. 
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APPENDICES

Appendix A: Talanoa guiding questions 

1. What are Tongan 

students’preferred

learning styles? 

1. What are your 

preferred learning 

styles?

2. How do you 

learn in the class 

and at school? 

3. How do you 

learn at home? 

4. How best do 

you learn? 

What do you usually 

do when your 

teacher explain 

notes/teachers from 

the front 

What is your 

response when 

asking questions 

What is you 

reactions to teachers 

way of 

teaching/activities

 What do you do 

when you are feeling 

happy or bored in 

class

What do you always 

wish your teacher 

would do for you in 

the class

2. What are Tongan 

teachers’preferred

teaching styles? 

1. Why do you 

teach this way? Is 

it by document or 

by your own 

choice?

2. How efficient 

are your teaching 

resources in 

What are your 

values, belief and 

philosophies Do 

they influence 

teaching English, if 

so, how does this 

happen? Do you 

access to resources 



assisting you in 

your teaching? 

3. What are your 

values, beliefs 

and philosophies 

behind these 

pedagogies?

4. How do these 

values etc. 

influence you in 

your teaching? 

5. In your own 

opinion, what are 

teachers’

pedagogies?

6. How are your 

students engaged 

in your teaching 

despite the 

consequences of 

background,

intellectual

confrontations

and relevant 

curriculum in an 

encouraging

simulative 

environment?

7. How well are 

your students 

taught and 

assessed in this 

supportive and 

caring

environment?

8. What are the 

opportunities to 

critically reflect 

your work with 

your colleagues? 

freely, like 

photocopying etc Do 

you believe that 

values, belief and 

philosophies help or 

hinder teaching? 

English language in 

particular? How far 

this does happens? 



What went well? 

9. Comment on 

your current 

classroom 

practices

3. To what extent do 

Tongan teachers’ 

pedagogies take into 

consideration their 

students’ preferred 

learning styles? 

1. What are the 

things that may 

cause you to learn 

the way you learn 

now? From the 

teacher, school, 

home and 

yourself.

2. What have 

helped or 

hindered you 

from learning the 

way you 

preferred?

3. Were you 

given the choice 

and sufficient 

help of how to 

learn and why or 

why not? 

4. How it would 

help you to learn 

if provide the best 

way you want? 

Students: What are 

your ways of 

learning in the 

English classes? 

How do you like to 

learn? In what 

ways? Would this 

help if it will be 

done as you 

preferred? Any 

change in the way 

you learn in English 

these days? 

Teachers:

What do you 

understand about 

teachers’ Pedagogies 

and teachers’ 

productive

pedagogies? What 

are Tongan 

pedagogies? Do you 

use them in your 

teach?

What do you do to 

help your students 

learn, recall, list, 

define, memorise, 

write, explain, 

compare, discuss, 

debate etc? What are 

the problems of you 

teaching your 



students? Your 

English subject? 

What have you done 

well to your students 

to help you and your 

English class well 

delivered.

Is it resources, time, 

money, family 

problems, peer 

problems, being 

told, what you like 

best?

Comment if you are 

sufficiently provided 

with the right 

resources etc? 

Would it help you or 

you will be slacking 

and backslide? 

4. How do aligned 

pedagogies impact 

on students’ 

achievement?

1. Do you think 

teachers’

pedagogies and 

students’

academic

achievement

related? How are 

they related? 

2. What is the 

role of teachers in 

their role in 

teaching

pedagogies?

3. What is the 

role of students in 

their role in 

accomplishing

academic

achievement?

4. How would 

Are there positive 

relationships of the 

two variables?

How much do you 

need to play to make 

this an achievement, 

both teacher and 

students?



both parties make 

an effective 

attempt to 

achieve a 

remarkable 

teachers’

productive

pedagogies and 

students’

academic

achievement?

5. Are there 

positive

contributions to 

these two 

variables in your 

classrooms and to 

what extent do 

you think it will 

work? 



Appendix B: Observation guiding questions 

Four research questions to guide questions for document analysis, talanoa and 

observation methods:         

The main research question for this investigation was: What is the relationship between 

teachers’ pedagogies, students learning styles and student achievement? The following 

guiding questions were then developed to provide answers to this key question.

1. What are Tongan students’ preferred learning styles? 

2. What are Tongan teachers’ preferred teaching styles? 

3. To what extent do Tongan teachers’ pedagogies take into consideration their 

students’ preferred learning styles? 

4. How do aligned pedagogies impact on students’ achievement?   

Questions and which sub-research question will it answer: 

General Questions: 

1. What is happening in the classroom? And (Q1-4) 

2. What is the pedagogical approach the teacher is using in the classroom? (Q2) 

3. What is the teaching style she is using? (Discussion, debate, lecture) 

4. How does her teaching style create whole class engagement? (Q4) 

5. How does her teaching styles relate to the teacher’s own pedagogies position and attitude. 

(Q2)  

6. Does she know it influence her teaching practice? (Q2) 

7. What is the teacher’s attitude to her teaching resources? (Q2) 

8. Is it a new resources/how often does she use this resource or teaching aids. (Q1 and Q2) 

9. How does it affect professional lives of the teacher? (Q2) 

10. What training considered important. (Q1 –Q4) 

11. What the teacher is doing? (Q2) 

12. What the students are doing? (Q1) 

13. What are their ideas, understanding and misconceptions of English language during the 

class observation? (Q1, Q2 and Q3) 



14. What evidence of how students are trying to understand English. (Q1, Q2 and Q3) 

15. Do they effectively communicate and listen to each other. Use others as resource? (Q1- 

Q4) 

16. Are there any activities? (Q1 – Q4) 

17. How long are those activities? (Q1 and Q4) 

18. Do they involve and active in the activities. (Q1 and Q4) 

19. Do they seek assistance from others, teachers, or do they find the answers to their 

queries. (Q1 - Q4) 

20. Are they engaged? (Q1-Q4) 

21. Do they seek threats and share? (Q1 - Q4) 

Same Questions are separated to the specific variables: Teacher and students 

Teacher: Content/knowledge (Teacher education and preparation) 

1. What does the teacher believes is the very crucial part of English for the lesson?(Q1 

–Q4)

2. How the teacher has created or resembles the lesson to deal with these ideas? (Q1 –

Q4) 

3. What experiences or means of teaching are used to deliver the idea? (Q1- Q3) 

4. How does the teacher determine and measure the students understanding (Q1-Q4) 

5. How English is expanded or adjusted for students own learning demands? (Q1) and 

(Q4) 

6. What does the teacher understand about how the students development of ideas 

about English. (Q1- Q4) 

Teacher: teaching styles 

1. How does the teacher use the way of thinking, interpretation and reasoning of 

students? (Q1 –Q4) 

2. How does the teacher smooth the progress of communication or encourage students’ 

connections? (Q1 –Q4) 

3. How is the teacher gauge (assess, measure, consider) students understanding? (Q1 –

Q4) 

4. Does the teacher concentrating (fix) on the misunderstanding assumed by students. 

(Q1-Q4) 

5. What helpful or supportive way is teacher use of students misunderstanding? (Q1 –

Q4) 



6. What alteration or corrections are used as results of students thinking? (Q1-Q4) 

7. How is higher level thinking maintained or aided in class? (Q1 –Q4) 

8. What kind of questions does she asks during class? (Knowledge-based or 

comprehension, application, analysis or synthesis) (Q1 –Q4) 

9. How does that affect students’ responses?(Q1-Q4) 

10. How is verification (confirmation) and rationale (good reasons) assisted and 

encouraged in class? (Q1 –Q4) 

11. What role does the teacher take during class? (information provider, mediator or 

resource person) (Q1 –Q4) 

12. How is the class period organised and how does it influence the presentation of the 

materials? (Q1 –Q4) 

Teacher: Values, belief and philosophies 

1. What does the teacher do to facilitate the idea of student-centred? (Q1 - Q4) 

2. In what ways does the teacher support the values of respect for students’ ideas?(Q1-

Q4) 

3. Does the teacher support using other students as resources? (Q1 - Q4) 

4. Does the teacher make English language the power (control) in class? (Q1-Q4)) 

5. How does the teacher encourage the various learning styles and needs? (Q1 –Q4) 

6. How does the teacher supervise and direct the materials, supplies and tools for 

teaching and learning? (Q1 - Q4) 

7. How does the teacher facilitate ideas as the vehicle of learning? (Q1 - Q2) 

8. How does the teacher encourage risk taking and use mistakes and inaccuracy 

effectively? (Q1 - Q4) 

9. What interferences are used to continue engagement and success of the learning? 

(Q1 –Q4) 

Students: English lesson/ knowledge and skills 

1. What are the crucial parts of English the students are engaged in? (Q1, Q3 and Q4) 

2. What are the ideas do the tasks and activities that students deal with or attend to? 

(Q1 - Q4) 

3. How are students’ knowledge, skills and familiarities of English ideas?(Q1- Q4) 

4. How students grasp these perception of English.(Q1- Q4) 

5. What made this happen? (Q1- Q4) 

6. Is there thorough and details in the activities students engaged in? (Q1 - Q4)  



7. What kinds of English attitude and view are students involved in? (technical, 

theoretical or rationalization) (Q3 - Q4) 

Students: Learning styles 

1. How are students using English language and why? (Q1 - Q4) 

2. What links and relation are students making? (Q1-Q4) 

3. What understanding are they revealing and displaying?(Q1- Q4) 

4. What misunderstanding are they holding? (Q1-Q4) 

5. What may be the cause of this misunderstanding? (Q1-Q4) 

6. What are the outcomes of these misunderstanding? (Q1-Q4) 

7. What assumptions have students made? (Q1-Q4) 

8. What explanations and rationale are students sharing?(Q1-Q4) 

Students: Values, beliefs and environment 

1. How well do students speak with each other? (Q1- Q4) 

2. How well do students pay attention to each other? (Q1- Q4) 

3. How do students maintain and encourage each other in the classroom? (Q1-Q4) 

4. How do the power of English be lived in or dwell in the class? (Q1- Q4) 

5. How learning styles do students use does make sense of English class?(Q1- Q4) 

6. How do students have right to use the materials, supplies and tools in the class? (Q1 

- Q4) 

7. How ideas are respected and dismissed in class? (Q1 - Q4) 

8. Are students willing to meet threats? (Q1 - Q4) 

9. Are all students engaged in English? (Q1 - Q4) 



Appendix C: Document analysis guiding questions 

GUIDING QUESTIONS FOR DOCUMENT ANALYSIS:

‘Amelia Tohu’ia Fifita-Manuofetoa (Researcher)

The main research question for this investigation was: What is the relationship between 

teachers’ pedagogies, students learning styles and student achievement? The following 

guiding questions were then developed to provide answers to this key question.

1. What are Tongan students’ preferred learning styles? 

2. What are Tongan teachers’ preferred teaching styles? 

3. To what extent do Tongan teachers’ pedagogies take into consideration their 

students’ preferred learning styles? 

4. How do aligned pedagogies impact on students’ achievement?   

QUESTIONS: Identify the document and observe the details: 

1. What type of document is this (teachers’ plan book, students note books) 

2. Does this document have unique features (handwritten, stamp, signature)? 

3. Any headers that bring out details of the document? 

4. How is the setting related to the document? 

5. Any dates listed (is it written or published)? 

6. An individual or group who written or publish the document? Who is it? 

7. What is the document about? 

QUESTIONS: Reflect of the Research Questions (RQ): 

1. How was the document produced? 

2. Why was it produced? What could be the purpose? 

3. What evidence that can assist the RQ? 

4. If there is details. Why do descriptions and explanations appear? 

5. What information could have been left out? 

6. Who could be this information targeted to? 

7. What would be the impression for the reader to have? 

8. Does the format and arrangement of words/images influence how the reader thinks 

and feels? 

9. What do you think when reading this document? 

10. Is there any bias? What is it and who is it? 

11. Does it refer to people and event at the time? Identify the people/events? 

12. What do you wonder about who, when, what, why, how and results. 

13. How would you conclude this analysis? 



Appendix D: Example of talanoa sessions 























Appendix E: Letter for research permit 

P.O Box 2

Kolomotu’a

NUKU’ALOFA

Mob: (676) 77 49164 

Email: tohuia.manuofetoa@gmail.com

23rd July 2012 

Rev. ‘Alifeleti ‘Atiola 

President of Education 

Free Wesleyan Church Education Office 

Moulton Building, Kolomotu’a 

NUKU’ALOFA 

Re: Research to be carried out in (Fatu School)  

Dear Sir, 

I am currently conducting a research for my MA in Education thesis titled: Le’o mei 

Lokiakö: Pedagogies and Learning Styles in Secondary Level English Classroom in 

Tonga. I would like to seek your approval of this research to be carried out in one of your 

schools and that is _____, Nuku’alofa.  

You are assured that confidentiality of the data gathered from your education system and 

case study school will be maintained. Research Participants and related persons will not be 

published. Data will only view both by the present researcher and the supervisors; Dr Subhas 

Chandra (Laucala Campus, Fiji) and Dr Seu’ula Johansson Fua (Tonga Campus) to 

accomplish the reliability and trustworthiness of this research.  

The current researcher’s study is significant for the following reasons: 

Document the values, beliefs and philosophies of _____teachers as mission school 

and partially Tonga. 

Indentify the relationship of teachers’ productive/unproductive pedagogies and 

students’ learning styles and relation to students’ academic achievement. 

Provided the curriculum developers, school administrators and school stakeholders 

with the productive pedagogies for teachers and learning styles of students. This 

would enable them to gain a comprehensive understanding of real picture in a 

mission school, lack of resources and situated in the capital of the main Island of the 

kingdom of Tonga. 



Please do not hesitate to contact me for any further information on the above mentioned 

matter. I anxiously awaited a favourable reply. 

Yours Faithfully, 

‘Amelia Tohu’ia  Fifita-Manuofetoa   (MA Student and Researcher) Cc: Name of Principal 

of the School at the time  

(Principal of ________)



Appendix F: Letter of approval of study 

                THE METHODIST CHURCH 
INTONGA
                ____________ 

OFFICE OF 
EDUCATION
  President of  Education: Rev  ‘Alifeleti  T, ‘Atiola, MSc.    P.O. BOX 57, NUKU’ALOFA, TONGA.
                  Phone:  (676) 24-934 

     Fax:      (676) 26-526 

07th September, 2012 

Dear  ‘Amelia, 

Re- approval letter of study MA Thesis, ‘Amelia 
Tohu’ia Manuofetoa. 

On behalf of the Free Wesleyan Church Education Department, I 
congratulate you on your performance toward your Post-graduate Diploma 
in Education offered last year. Your results have exceeded our 
expectations and have been very good. 

Having read your request for a research in Queen Salote College in the 
direction of your MA in Education thesis, we are pleased to inform you 
that this study has been approved.

Your ideas as outlined in your letter are interesting and appropriate as it 
will definitely assist us in our Education system and schools. Teachers’ 
pedagogies and students’ learning styles are key issues to address and 
gathered significant information for our schools’ and its stakeholders’ 
benefit.

Thank you for the great work and your study can continue. We all look 
forward to continuing your study well. Best wishes to you and many years 
success.

Yours Sincerely, 



Appendix G: Letter of applications to participants 

P.O Box 2 

Kolomotu’a 

NUKU’ALOFA. 

12th October, 2012 

P.O. Box  #

____________

NUKU’ALOFA. 

Dear____________________________,

I am a teacher, a graduate student under the direction of Professor Subhas Chandra, 

University of the South Pacific (USP), Laucala Campus, Fiji and the Director of 

Institute of Education Dr. Seu’ula Johansson-Fua at USP, Tonga Campus. I am 

conducting a research study to identify Pedagogies (teacher’s strategies, 

philosophies, belief and values) in teaching English in this Mid-Secondary School 

and the students’ learning styles and their relation to the students’ academic 

achievement.

I am applying for your participation, which will involve a 2 to 3 weeks period. Your 

participation in this study is voluntary. If you choose not to participate or to 

withdraw from the study at anytime there will be no penalty. The results of the study 

may be published but your name will surely not be used. 

If you have any questions concerning this research study, I’ll be happy to answer. 

Please feel free to call me at: (676) 77 49 164 or email: 

tohuia.manuofetoa@gmail.com

Thank you for your kind consideration and help is deeply appreciated. 

Yours Sincerely 



‘Amelia Tohu’ia Fifita-Manuofetoa. 

(Teacher / Researcher) 



Appendix H: Supplementary information

INFORMATION SHEET FOR PARTICIPANTS  

Researcher: ‘Amelia Tohu’ia-Fifita-Manuofetoa  

The written briefing of the participants includes the following details:  

Topic: LE’O MEI LOKIAK : Pedagogies and Learning styles in Secondary Level 

English classrooms in Tonga. 

1. Purpose and areas covered:

The purpose of this study is to explore by collecting reliable information about the teachers’ 

productive pedagogies in teaching secondary school English in Tonga. This will include the 

teachers’ productive pedagogies and students’ preferred learning styles and how these two 

variables related to the students’ academic achievement. What are the contributing factors to 

the teachers’ productive pedagogies so as the factors that influence the students’ current 

learning styles. In other words, what are the best pedagogies and learning styles and how are 

they related to the students’ academic achievement. 

2. Researcher: 

Mrs. ‘Amelia Tohu’ia Manuofetoa, Faculty of Arts, Law and Education, USP, Tonga 

Campus. In direction for a Master of Arts in Education. Contact: 7749164, 7717155 or 

25159 (after hrs), email: tohuia.manuofetoa@gmail.com, Sopu, KOLOMOTU’A. 

3. Those associated with the research: 

Faculty of Arts, Law and Education, Director of Tonga Campus (Dr. ‘Ana Koloto), Chair of 

the Post Grad and Research Committee (Prof. Konai H. Thaman), supervisors: Prof. Subhas 

Chandra (USP, Fiji), Dr. Seu’ula Johansson Fua (USP,Tonga campus). 

4. Why selected school and participants:  

__________ will be the case-study school and the study aims to study this school in a more 

deep and detail way. These participants are the most knowledgeable participants who know 

much about the topic. They could bring the appropriate, clear, correct, complete, deep and 

wider knowledge and information about the best & productive pedagogies and learning 

styles that are implement in the English classrooms in this school. This is the school where 

the researcher is teaching for about 7 years and she knows and Vanila, Kava and Mokohunu 

classes; familiar with this school more than any other schools in Tonga. This is a school in 

Tonga and they practice and directed by values, beliefs and philosophies of school, church 

and the nation. 

5. Harm and benefits: 

This study will find more benefits than harm such as reliable information about the teachers’ 



productive pedagogies and students’ preferred learning styles and how these two related to 

students’ academic achievement. What may be the obstacles to study from various 

perspectives like physical, social, mental, and spiritual with the student, teacher in the 

classrooms and outside the classrooms. What could have been some constraints and best 

practices to teaching and studying in the English classrooms? This study could have come 

up with recommendations that will be assets to the school, both teachers and students. 

6. Reliability and trustworthiness: 

The researcher works very hard to ensure reliability and trustworthiness of the study is 

highly recognized. There written work to make approvals such as the letter from the Free 

Wesleyan Church Education Department to approve this study and has already been 

received. There will be consent and confidentiality forms to be distributed to make sure that 

each participant is agree to participate and to know that their names will not be published 

and all will be in good confidentiality. The images and forms will be locked in the 

researcher’s home luggage and data in the home computer with password to unlock. They 

will be stored in duration of 3-5 years before they are destroyed by the researcher. Questions 

are welcomed to ensure that all are clear and meaningful. The data will be returned to 

participants to check and this is known as member-check. This is to ensure reliability and 

validity before they will be analyzed by the researcher, than written and published as results 

of this research. The research will conduct in a triangulate way, and they are: talanoa,

observation and document analysis. The duration of data collection will be 2-3 weeks so the 

participants will provide reliable and adequate data. 

7. Useful data and research for the future: 

This study will be useful for number of reasons. The need to indigenize the syllabus as it 

will incorporate Tongan core values such as respect, compassion, reciprocity and humility, 

decision making and policies, adequate knowledge for parents, more knowledge about 

teachers’ productive pedagogies and students’ learning styles to strengthen productive 

pedagogies and learning styles. It will also find ways to improve teaching and learning for 

better academic achievement in classrooms and school as a whole. This study can document 

the school’s values, belief and philosophies in which that never been studied and 

documented. This could be of great use to learn from by those of today and in the future. It 

should also help in forwarding this schools policies and students’ achievement. 

8. Right to withdraw and get help: 

The participants do have rights to withdraw. However, the researcher will provide all 

assistance to ensure there is no harm and inconveniencies that this study may cause. 

Information is provided and procedures are taken care of by the researcher to clarify and that 

the research may be effectively implemented. This is done in such a way to respect 



participants and with great humility. 

9. More information: 

These are the written document. There will be opportunities to meet and discuss things and 

that will bring in more in-depth knowledge and understanding toward the research and the 

topic itself. Some queries will be settled therefore as well as images and voices to use as way 

to collect data. The methods that this study will use are talanoa, class observation and 

document analysis such document like students’ exam marks, and attendance in classrooms, 

teachers’ lesson plans, and students’ exercise books. These sources from these multiple 

methods will provide authentic accounts of what are the teachers’ productive pedagogies are 

and the best learning styles to students and how they are related to students’ academic 

achievement in Form Vanila, Kava and Mokohunu English classes in Tonga. 

The researcher will return with the results for the participants to look at and that will help in 

their review of the lesson and school. This study will add on to the knowledge of the school 

as the light of the results will unveil the authenticity and reality in a deeper way of 

understanding of teachers’ productive/unproductive pedagogies in teaching Form 4 English 

in ______. 

I hope that the Almighty God will bestow strength, grace, and all good things upon you, so 

that you will be fulfilled and be fruitful for the benefits of our school, church and country. 



Appendix I: Participants’ consent and confidentiality agreement forms 






