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ABSTRACT 
Teachers’ perceptions of Information and Communication Technology (ICT) in Tonga 

are strongly influenced by the very context of their service: their ICT training; school 

systems; ministry of education policies and procedures; pre-service training; religion, 

culture and changes experienced in their society. ICT has become increasingly 

influential in teaching and learning in recent years. Numerous ICT development and 

initiatives have been adopted at many schools, and consequent results showed that 

teachers’ perceptions and beliefs were not included in the decision making. Thus, the 

main focus of this study is on Tonga secondary school teachers’ perception of ICT 

usage, based on an ethnographic study of ‘Api Fo’ou College (AFC). The school had 

recently introduced a whole school ICT development called the ‘Api Fo’ou 

Management and Monitoring Information System (AMMIS). This system aimed at 

monitoring and management of information at AFC that were linked to other ICT 

hardware like computers, wireless intercom, internet and laptops. In 2011, with the 

advent of the schools 125th anniversary celebration, ex-students and friends of the 

school funded the provision of all the necessary tools for the AMMIS. The study 

focused on teachers’ perceptions of ICT usage. The following methodologies were 

employed to collect the required information; observation, interviews, survey 

questionnaire and document analysis. The study revealed that teachers’ perception of 

ICT usage were influenced by the very context of their operation and were value-laden. 

The study identified three distinct groups of ICT users: (i) long service teachers (23%) 

who have no ICT competence, highly experienced, have strong beliefs and values and 

not convinced that ICT could add value to their practice. (ii) the professional ICT users 

(12%) which  comprised mainly of graduates, who have acquired ICT competence 

from university and regularly apply them in their teaching practices and, (iii) the 

locally trained diploma holders (65%) who have very little or no ICT competence, 

enthusiastic and express strong desire to use ICT, who made up the majority of the 

cultural-sharing group. The perceptions, beliefs and attitudes of these groups were 

shaped by influential school conditions and teachers’ level personal ICT related 

factors.  
 

Key words: perceptions, beliefs, attitudes, ICT usage; cultural-sharing group; 

ethnography; information and communication technology. 
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NOTES ON TONGAN SPELLING 
For the purpose of this study, the emics voice and concepts used are written in 

Tongan language. To present the voice of the participants clearly, Tongan language 

is used to give voice and depict the portrait of AFC teachers’ perceptions of ICT 

usage. Also, I used Thaman (1988) study to facilitate translations of Tongan 

languages to English.  

(i) Consonants: f, h, k, l, m, n, ng, p, s, t, v, ‘. 

(ii) Vowels: a, e, i, o, u and ‘a, ‘e, ‘i, ‘o, ‘u 

(iii) Definite accent used in this study is a ‘. 

(iv) Long vowels sounds, a double vowel are used to show prolong sound. 
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BACKGROUND 

Figure 1: Map of the Kingdom of Tonga 

Source: Ministry of Land and Survey, Tonga. 2014 
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Geography 
 

The Kingdom of Tonga is located in the central South Pacific, east of Fiji and 

north of New Zealand, and comprises more than 150 islands of which 36 are inhabited. 

Tonga’s estimated population in 2011 was 102,321 (Tonga Statistics Department, 

2011), 73 percent of the population resides in Tongatapu. The population of Tongatapu 

has increased at an annual growth rate of 0.8 percent per annum while all the other 

regions declined. The main languages spoken are Tongan and English.  
 

Political Situation 

 

Tonga was a constitutional monarchy until 2010. It went through a very 

challenging democratisation process which, in 2005, included a major public service 

strike and riots in 2006, in which fire destroyed downtown Nuku’alofa, including the 

loss of eight lives. Tonga first ever democratic elections under a reformed electoral 

and constitutional system were held in November 2010.      

 

After the 2010 constitutional reform, much of the powers vested in the King 

were transferred to the Legislative Assembly. As Head of State, the King retains 

oversight of lands and noble titles as well as foreign affairs, defence and the judiciary. 

In the new system the Prime Minister is the Head of Government, who is elected by 

Parliament. The Prime Minister then nominates the Cabinet, which holds the executive 

authority. The legislature is a single-chamber assembly, comprising 17 People’s 

Representatives elected every four years by universal suffrage. Tonga is one of the 

very few cases in history where a reigning sovereign voluntarily surrendered power 

and facilitated a peaceful democratic transition. Tonga is a fledgling democracy where 

on-going adjustments are still evolving.  

 

Economic situation 

 

Tonga relies heavily on remittances from Tongans living abroad (IMF 2012). 

As shown by Table 1A, remittances have typically averaged around 29 percent of 
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Gross Domestic Product (GDP) over the last decade. However, remittances as a share 

of GDP dropped by 12.1 percent from 2007/08 to 14.2 percent in 2011/12. The decline 

in remittances was attributed to the global economic and financial crisis which affected 

economic activities in the main source countries for Tonga’s remittances since 2008.

  
 

Table 1a:            Remittance Flows 2008/9 to 2011/12  
 Average    Prelim. 

 2003-2012 2008/09 2009/10 20010/11 2011/12 

Remittances (in millions 

of $) 

89.9 84.0 82.0 87.5 66.8 

Remittances as % of GDP 29.3 26.4 22.2 20.7 14.2 
Source: IMF Country Report: No13/234- 2013 Tonga Article IV Consultation- July 2013 

 

 

Table 1b below shows that the main source countries are the United States of America 

(USA), New Zealand and Australia. According to the International Monetary Fund 

(IMF 2013), Remittances from New Zealand and USA declined by 30 percent and 25 

respectively, while remittances from Australia increased by 50 percent, due partly to 

the Pacific Seasonal Worker Pilot Scheme launched in August 2008. 
 

Table 1b:  Remittances from Principal Source Countries, 2008/09 -2011/12 (%) 
Source Countries United States 

of America 

(USA) 

Australia New Zealand 

Movement between 2008/09 

and 2011/12 (%) 

(25) 50 (30) 

    
Source: IMF Country Report: 2013 

 

Domestic economic activity is based on services, tourism and agriculture. 

Around 70 per cent of the population derive at least part of their livelihood from 

agriculture, most of it for personal and domestic consumption. Exports include squash-

pumpkin (to Japan and Korea), root crops and coconuts (to New Zealand) as well as 

kava, vanilla and fish. Tourism is the largest source of foreign currency earnings after 
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remittances; however, the sector remains comparatively underdeveloped, with about 

30,000 tourist arrivals in 2011.  

 

Education System 

 Tonga’s education system is structured around four main levels. 

These are early childhood education for children aged 3–5 years (not-compulsory), 

Primary Education for ages  6-11years (Classes 1-6), Secondary Education (ages 12–

18 years) and Post-Secondary Education for ages 18+. Children between the ages of 

6-14 are required by law to attend school for at least six years. Primary education is 

free.  

 

Secondary School Level 
 

About 44 percent of secondary schools are state-owned. Churches and private 

organisations provide complementary services within the education sector. In 2011, 

there were eight government secondary schools and one middle school. 

 
Non-Government Schools 
 

Non-government schools are major education providers. Some of the largest 

contributors include the Free Wesleyan Church, Roman Catholic Church, the Church 

of Jesus Christ of the Latter Day Saints, Seventh Day Adventist, and the Church of 

Tonga. Most of these churches have Education Offices that are responsible for the 

management of staff and resources as well as providing in-service training and staff 

evaluation. 

 
 Administration and Finance 
 

The Tongan Government provides support to non-government schools through 

an annual subsidy of $200 per student (based on the previous year’s enrolment). There 

is also a subsidy of $1,200 per student paid to three Catholic schools providing 

Technical and Vocational Education and Training (TVET).  
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 Secondary School Population 
 

In 2011, there were 34 Secondary and Middle schools in Tonga, with a total 

population of 14,874 students and 1021 teachers, giving an overall student to teacher 

ratio of 1:14.6. In the same year, 65 per cent of Secondary School students were 

educated at non-government schools while government schools cater for 35 per cent. 

 
 

Table 2: Secondary and Middle Education Enrolment 
Secondary & Middle Education 

Enrolment 2007 2008 2009 2010 2011 
 

GOVERNMENT 5,238 5,307 5,252 5,287 5,169  

Share in % 
  

35.9  

  

36.3  

  

35.8  

  

35.8  

  

34.8  

 

             

NON-GOVERNMENT 9,342 9,325 9,424 9,490 9,705  

Share in % 64.1 63.7 64.2 64.2 65.2  

             

 Overall Total 14,580 14,632 14,676 14,777 14,874 

             
Source: Statistics Department 2012 

 

 

ICT Environment 

 
Tonga National ICT Policy 

 

In Tonga, as is the case of developing countries, the advent of technologies was 

seen as a vehicle for national economic development. The national aspiration for a 

knowledge economy is reflected in Tonga’s National ICT Strategy 

(telecommunication, e-government, and e-commerce). The process of developing a 

National ICT Strategy was launched in 2007 and involved all stakeholders 

(Government, Industries, Non-Government Organizations and Churches). Although 
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the National ICT Strategy was approved by Cabinet in June 2009, it was never 

officially published. 

 

Tonga’s national ICT policy expresses Government’s commitment and intent to 

utilize ICTs effectively to create new opportunities for development and deliver social 

and economic benefits to its people. The Government of Tonga fully appreciates the 

vital role of ICT in terms of its national development, as outlined in the Strategic 

Development Plan 8 (SDP8), (Ministry of Information, Technology and 

Communications, 2011). The National Development Goals are to: 

� Create a better governance environment 

� Ensure macroeconomic stability 

� Promote sustained private sector led growth 

� Ensure equitable distribution of the benefits of growth 

� Improve education standards 

� Improve health standards 

� Ensure environment sustainability and disaster risk education and 

� Maintain law and order, social cohesion and cultural identity. 

(Source: Ministry of Information, Technology and Communications, 2011) 
 

According to the National ICT Strategies (NIS), all of these goals will require 

ICT as a key enabler. It was, therefore, considered essential that specific strategies and 

plans were developed to incorporate ICT into the respective national development 

efforts. 

 
 Education in the National ICT Strategy  
 

The Education and Skills Development pillar of the National ICT Policy outlined 

the following Policy objectives: 

� Develop a curriculum to include ICT education (from primary school level) 

� Establish monitoring and evaluation mechanisms to measure outcomes, 

achievements and performance  

� Increase ICT literacy and awareness, including professional teachers’ 

development as per international standards 



 

xviii 
 

 

� Foster networking between schools, parents and communities 

�  Promote and develop long-distance online learning courses   

� Increase access to ICTs for disadvantaged groups, including early learners  

� Promote the creation of local content and cultural artifacts  

 

Policy Implementation 

 

Tonga’s ICT Strategy was launched in 2009. In the same year, the Ministry of 

Information Technology and Communications were established in 2009, and one of its 

main tasks was to implement Tonga’s new ICT plan.  The ICT Strategy expected 

Government to be an early adopter and model the use of ICT.  In addition, Government 

was expected to transform the way it delivers its services through effective and 

integrated design of ICT practices, organization design and reporting, and training for 

civil servants. 

 

Underpinning the ‘Connected Kingdom’ (Ministry of Information, Technology 

and Communications (2009) was the imperative to have an enabling ‘Technical 

Infrastructure’ which should provide universal and affordable access to a reliable and 

sustainable technical infrastructure that fully enable all forms of electronic 

transactions-domestically and internationally users. In December 2011, Tonga had 

12,487 Internet users, an 11.8 percent penetration rate, per International 

Telecommunication Union (ITU), and 9,000 Facebook users, an 8.5 percent 

penetration rate. In the second Quarter of 2010, the total number of mobile subscribers 

in Tonga was 45,442 and in the same period in 2011 it rose to 51,333, an increase of 

12.96 per cent (Internet World Stats, 2012).  

 

ICT in Education 
 

Tonga’s ICT policies, outlined in the curriculum and training of teachers in 

ICT skills and the pedagogical application of ICT were identified as basic to the 

implementation of ICT. The Tonga Government accorded priority to teachers’ 

enhancement of their pedagogical skills. It recognises the fact that while providing 

equipment is necessary, though not sufficient to promote educational change. The 
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policies expressed Government’s intent to achieve a nationally coordinated effort to 

improve the quality of teaching and learning in schools, through the creation, 

dissemination and sharing of e-learning content. Teachers were expected to be the 

curriculum implementers in the classroom, and it was expected that their sound 

knowledge of ICT, and how to use it in teaching and learning, will not only go a long 

way towards achieving this goal, but also towards improving the standards of 

education. However, while the ICT policies are comprehensive statements of intent, 

the implementation of such ambitious intentions remains a concern.  

 

Many Secondary schools in Tonga have Internet facilities, including computer 

labs and training, which is improving computer literacy amongst the younger 

generation. Nevertheless, usage of the Internet has been slow to develop in Tonga, due 

mainly to the high cost of internet access. The situation in Tonga is similar to most of 

the other Pacific Island Countries as revealed in the Review of the Pacific Regional 

Digital Strategy (Pacific Islands Forum Secretariat, 2010). The study revealed as one 

of its key findings that accessibility and cost of communications technology remains a 

significant barrier and a significant challenge for ICT use in education in the Pacific. 

The Review identified that many education institutions within the Pacific region were 

still grappling with fundamental issues such as:   

� limited, unreliable or no access to telecoms networks 

� limited, unreliable or no access to electricity 

� limited or no access to basic computing devices to improve school 

administration and teaching 

� teachers untrained in the use of computers and to teach or facilitate the use of 

ICT among children 

� the relatively high costs necessary to address these issues  

 

As a result, very few Pacific Island Countries (PICs) are in a position to implement 

comprehensive ICT in education policies in schools. The report concluded; that 

converged applications (such as e-government, e-commerce, e-health and e-education) 

were either non-existent or in their infancy in PICs.  However, the study noted the 

increased availability and access to mobile phones are providing new social and 

economic opportunities. (Review of Pacific Regional Digital Strategy, 2010) 
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ICT Infrastructure 
 

The Tonga Telecommunication Corporation (TCC) in conjunction with the 

Asian Development Bank (ADB) and the World Bank jointly financed the 

establishment and operation of a Tonga-Fiji Submarine Cable Project. The 

multimillion dollar high-speed internet project was launched in August 2013, which 

will enable ICT-based education to overcome the restrictions imposed by distance and 

insufficient human resources.  In his opening remarks, the Hon. Prime Minister, Lord 

Tu’ivakano said, "This is an exciting time for Tongans because we would now 

experience a much faster internet speed, with higher bandwidth capacity, at cheaper 

and more affordable prices.”  He further added “the benefits to Tonga are immense, 

in particular for the all sectors of the economy from education, health, tourism, 

agriculture to international trade, banking and churches” (Matangi Tonga Online, 

2013, May 17). 
 

 

Ministry of Education ICT Policy 
 

 The Ministry of Education, and thus the government of Tonga, is primarily responsi-

ble for all education in Tonga. Tonga’s Education Policy Framework 2004 - 2019 

recognize ICT as one of seventeen areas for policy development and stipulates that 

the Kingdom of Tonga strives to develop an education system that equips students 

with the ICT skills needed for life in the 21st century. 

  

The Policy Framework further states that the Ministry of Education promotes 

the integration of ICT in education, in this regard embarking on the revision of the 

national curriculum for ICT/Computer Studies for grades 3 to 5. The expectation is to 

expand the role of ICT in the syllabus and to develop teachers’ ICT competence, to 

enable them to utilize the syllabus more effectively. The Policy Framework also 

foresees the evaluation and adoption of new teaching methods utilizing ICT. A policy 

for ICT in education is expected to be developed in the near future.  
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ICT Initiatives and Providers 
 

A report from Katoanga (2005), at the Regional Workshop on ICT in 

Education, held in Suva, Fiji, outlined the development of ICT in Tonga. She stated 

that the Ministry of Education’s first initiative in ICT development of ICT in Tonga. 

She stated that the Ministry of Education’s first initiative in ICT was the development 

in the 1970s of the Community Development and Training Centre (CDTC). In 1997, 

and ICT programme was incorporated within the CDTC, with further expansion in 

2002. In addition, the Tonga Institute of Higher Education (TIHE) was created to 

amalgamate tertiary education programmes. TIHE offers a two-year Diploma 

programme in Information Systems and Computer Science (Katoanga, 2005). TIHE is 

the largest deployment of ICT education within Tonga. The Ministry of Education 

(MOE) offers many other programmes where ICT is an inherent part. The Accounting 

programme offers a number of courses in computerised accounting. Additionally, 

Agriculture, Tourism and Hospitality, and Teacher Training schools each require 

students to take basic computing courses in order to familiarise them with basic tasks.  

Other key providers of ICT Training included the following institutions: 

� The Tonga Institute of Higher Education (TIHE) is part of the Ministry of 

Education, is the largest deployment of ICT education within Tonga.  

� Tupou High School, a Free Wesleyan Church school, offers a two-year 

Diploma program that is accredited by New Zealand schools.  

� The Unuaki o Tonga Royal Institute a privately owned institute offers a 

Diploma programme in ICT.  

� The University of the South Pacific (USP) has a Centre in Tonga where they 

offer first-year courses in ICT at the degree one and two level before students 

relocate to Fiji to complete their studies, called Institute of Education (IOE).  

 

These programs are all located on Tongatapu and are not available on outer 

islands.  

The report also highlighted the concern faced by the Ministry and other ICT providers 

were the difficulty of recruitment and retention of skilled ICT tutors. Due to the short 
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supply of qualified ICT professionals, the private sector are always more successful in 

attracting them with more competitive remuneration package. 

 

Conclusion  

Tonga Government in its National ICT strategy recognizes ICT as an important 

vehicle for economic development. Government proclaims its ambition to create a 

knowledge economy. The Education sector was recognized as an important pillar in 

realizing this ambition. The role of teachers as implementers of curriculum in the 

classroom is seen as critical in this respect.  Tonga’s Education Policy Framework 

2004 - 2019 identified ICT as one of the key areas for policy development. The policy 

framework articulated that the Ministry of Education support the integration of ICT in 

education and pronounce its intent to revise the national curriculum for ICT/Computer 

Studies with a view to expanding the role of ICT in the syllabus, as well as developing 

teachers’ ICT skills. A policy for ICT in education was foreseen to be developed in 

the near future. However, the translating of these National policies into concrete 

actions remains yet to be seen. Although the number of providers of ICT Training has 

increased over the years, investment in new ICT infrastructure as well as internet 

access at secondary school level, especially at mission schools have to be weighed 

against other competing priorities.  The launching of the new-multimillion dollar high-

speed internet project offers hope for faster and more affordable internet access. 
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CHAPTER ONE: INTRODUCTION 
 

1.0   Introduction 

 

Chapter one presents the framework for the study firstly the focus, a 

description of ethnography and why this form of social investigation was selected, 

the use of Kakala Research Framework, Talanoa and Nofo methodologies to 

contextualize the study and findings,  the research questions, assumptions and finally 

the significance of the study. 
 

1.1  Study Focus 
 

it would seem particularly important to understand how teachers think and how they perceive 

their roles in the context of Tongan society, for it is the teacher who could be considered the 

primary implementers and agents of change and who ultimately helps determine the nature of 

formal education (Thaman, 1988, p.231). 

 

My thesis is an ethnographic study of secondary school teachers’ perceptions 

of ICT use in Tongan schools and focuses on ‘Api Fo’ou College (AFC) as a culture-

sharing group, which shares daily activities at the site. The study seeks to understand 

teachers’ perceptions, beliefs, attitudes, motivations and constraints in using ICT and 

their context of operation. This cultural-sharing group is unique in its collective 

perception of ICT usage and may help inform future directions for ICT integration into 

teachers’ practice in Tonga. Thus, adoption of Kakala Research Framework and 

Talanoa and Nofo methodologies are used.  
 

To understand the crucial concepts that underpin this study, the definitions 

below derived from ethnographic perspectives as outlined:   

 

‘Ethnography’ is defined by Creswell (2007) as “the study of an intact cultural 

or social group (or an individual or individuals within the group) based primarily on 

observations and a prolonged period spent by the researcher in the field. The 
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ethnographer listens and records the voices of participants with the intent of generating 

a cultural portrait” (p.242). 

 

 

To contextualise the study, Kakala Research framework of ‘teu’, ‘toli’, ‘tui’, 

‘luva’, ‘malie’ and ‘mafana’ emphasizing the ‘nofo’ (stay) with members of AFC 

cultural-sharing group, ‘talanoa’ (dialogue), ‘fanongo’ (listen), ‘siofi’ (observe) the 

participants’ stories, in order to portray a picture of their perceptions of ICT usage.  

 

  ‘Culture’: Creswell (2007) stated “this term is an abstraction, something that 

one cannot study directly. From observing and participating in a culture-sharing group, 

an ethnographer can see  ‘culture at work’ and provide a description and interpretation 

of it, and it can be seen in behaviours, language and artifacts”  (p.241). For the purpose 

of this study, a culture is how members of AFC cultural-sharing group perceive ICT 

usage, their ICT usages, their beliefs and attitudes to ICT usage, illustrated in their 

languages, ICT tools they use and how they make use of ICT in their practices.  

 

A ‘culture-sharing group’ is defined as the “unit of analysis for the 

ethnographer as the researcher attempts to understand and interpret the behaviour, 

language, and artifacts of people. The ethnographer typically focuses on an entire 

group-one that shares learned, acquired behaviours-to make explicit how the group 

works” (Creswell, 2007 p.241). The culture-learning group (AFC) is referred to as a 

‘family’ or a ‘community’ and are used interchangeably to mean AFC and its 

stakeholders.  

 

Information Communication Technology (ICT) as used in this study refers to 

all the technology that were available at AFC for teachers’ use, such as computers, 

software, laptops, overhead projectors, scanners, digital cameras, photocopiers, 

printers, television, mobile phones, and so forth. Hence, the concept of ‘ICT’ is used 

interchangeably with all the technological devices mentioned. 

 

Ethnography used the concept of ‘informant’ to name those who participate in 

an ethnographic study. However, this study used ‘participants or respondents’ instead 
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since ‘informant’ has derogative meaning and regard as not faka’apa’apa (respect) to 

gatekeepers of information. Thus, this study used the concepts of ‘participants’ and 

their voices as ‘emic’ or ‘respondents’ interchangeably.  
 

In order to solicit information on teacher's perceptions, beliefs, attitudes and 

barriers to ICT usage, The study asked participants about their perceptions, 

‘fakakaukau’ ki he faka’aonga’i ‘o e tekinolosia’ (thinking); their beliefs, ‘tui ki he 

ngaue’aki e tekinolosia’; their attitudes, ‘lau ki he ngaue’aki ‘o e tekinolosia’ (opinion) 

and barriers to ICT usage, ‘fakafe’atungia’i e faka’aonga’i e tekinolosia. 
 

There has been significant investment in ICT throughout the world since the 

1980s as many educational systems embarked on ICT adoption at various levels from 

policy emphasis, investments in infrastructure to teacher training in ICT (BECTA, 

2004; Oldfield, 2010). The rhetoric behind these reform efforts given was that the 

computer was seen as an agent of change; a change in classroom practices. In the light 

of this development, this change targeted “a process where a paradigm-shift occurred, 

from traditional ‘teacher-centred instruction’ to modern ‘student-centred’ and 

‘interactive learning’” (Jimoyiannis & Komis, 2007, p.15). In this study, ICT is used 

as a tool to assist teacher-centred instruction in traditional teaching and learning 

environment (downloading teaching resources, photocopying and lesson preparation, 

students’ data management and so forth. While ‘professional ICT usage’ (PowerPoint 

presentation, overhead projectors and interactive whiteboards) indicate a movement 

away from ICT as ‘tool’ but’ attempts to use ICT in teaching within a traditional 

teaching environment. ‘ICT integration’ indicates the integration of curriculum and 

teaching environments where ‘student-centred’ instructions prevail. 
 

However, despite these ubiquitous ICT reform efforts in the last two decades, 

ICT practices remain predominantly for administrative and professional purposes. 

Cox, Preston, and Cox (1999) claimed that while there were evidences of positive 

impact/use of ICT on pupil’s learning, the uptake of ICT had tended to remain in the 

installation, administrative and professional use rather than integration into curriculum 

and innovation (Girod and Cavanaugh, 2001; Ward, 2003). Similarly, Ward (2003) 

proposed four categories in the integration of ICT into schools: i)installation’ 
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(provision of sufficient infrastructure), ii)administrative’ or ‘professional use’ ( use of 

computers in a limited way for routine tasks such as reporting, iii) communication with 

colleagues and iv) lesson planning), ‘integration into the curriculum’ (the use of 

computers for curriculum delivery by teachers – teacher-centred practices) 

‘innovation’ (change in teaching and learning practices – ‘student-centred practices’). 

Somehow, these interpretations of ICT uptake, illustrated different stages of ICT 

adoption in various schools, from administrative at one end and integration on the 

other. In Chapter 2, detailed discussions from studies on ICT adoption are elaborated.  

 

Since the 1990s, numerous studies and reviews were conducted by 

governments and private sectors alike to find answers to this disappointingly slow 

uptake of ICT by teachers. Some of the findings revealed that teachers’ existing 

knowledge, beliefs and attitudes were ignored in  this innovative change and decisions 

were top-down (Jimoyiannis and Komis,2007, p.51; Ward, 2003; Cox et al., 1999). 

Somehow this technological rush to ICT adoption neglected the fundamental role 

teachers played in the implementation of change. Fullan (1991) stated that the only 

way to ensure teachers adopt innovative change was to involve and engage teachers in 

the process of this change.  

 

Fundamentally, “the restructuring of school curricula and pedagogical 

practices are of little value if they do not take teachers into account” (Kansanen, Tirri, 

Meri, Krokfors, Husu & Jyrhama, 2000, p.36).  Similarly, Taufeulungaki (1984) cited 

in Thaman (1988) confirm “the success and sustainability of any educational service 

rested on the critical role of teachers” (p.1). Likewise, Fullan (1999) expressed similar 

concerns with attempts to adopt such innovation in schools, and referred to such 

circumstance as ‘self-defeating’ when the teacher is ignored in the process. 
  
As teachers’ roles are fundamental in ICT integration, recent research and 

various educational initiatives tried to provide numerous programmes aiming at 

“enhancing teacher's skills in a pedagogical application of ICT in instructional and 

learning processes” (Jimoyiannis et al., 2007, p.150; Kansanen et al., 2000). Moreover, 

there is greater recognition that teachers’ attributes like beliefs and attitudes are strong 

indicators of their planning, instructional decisions and practices (Bandura, 1986; 
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Pajares, 1992). Consequently, a recent wave of studies, literature reviews and various 

forums brought to the fore the need to integrate teachers’ characteristics in ICT 

development as discussed in Chapter 2. 

 

Following world trends, ICT development has arrived in Tonga as well, and 

many ICT initiatives were adopted to meet the needs of the Kingdom of Tonga as 

explained in the Introduction. As mentioned, the Kingdom of Tonga stated in its 

national ICT vision statement, its aspiration to create “a knowledge-based society, 

increasing innovation, accelerating development and improving the quality of life of 

Tongan people by actively participating and maximising the power and versatility of 

global connectivity” (Ministry of Information, Technology and Communications, 

2009).  
 

The education system of Tonga introduced Computer Studies (CS) at Forms 3 

to five levels in the late 1990s which triggered the advent of ICT infrastructure 

development projects in secondary schools in Tonga. Subsequent to the ICT 

development in the secondary schools in Tonga, ‘Api Fo’ou College (AFC) 

participated in this innovative venture in the early 1990s. Despite many financial 

challenges faced, they succeeded in securing a Computer Studies teacher as well as 

purchasing adequate numbers of personal computers to meet the increasing demand 

from students to take CS. However, without the financial assistance of ex-students, the 

Parents and Teachers Association (PTA) and friends of the school, ICT would not have 

been possible.  

 

The school offered Forms three to six Computer Studies, but the limited 

number of computers meant that only the examination classes (Forms five and six) had 

priority access, and the rest of Forms three and four had theoretical Computer Studies. 

As a result, ICT usage was confined to Forms five and six and the rest of the students 

and staff had no access.   
 

In 2009 AFC embarked on an ambitious ICT project called ‘Api Fo’ou 

Management and Monitoring Information System (AMMIS). AMMIS is an integrated 

management information system developed by an ICT expert (Piukala, 2011) based on 
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‘Api Fo’ou College’s administration needs. The system is supported by ancillary ICTs 

such as laptops which were provided to teachers, as well as printers, projectors, a 

wireless network and intercom system. AMMIS is described in detail in Chapter 2. 
 

While the project was hailed as a step towards modernising and improving the 

efficiency of the school, the circumstances of this culture-sharing group changed 

dramatically as they tried to understand and cope with this innovative intervention. In 

this study, I strive to understand how these secondary school teachers perceived ICT 

use, focussing on AFC teachers as a culture- sharing group. However, the study is 

located within a complex context, when trying to unpack the numerous construct 

teachers brought into their practices, it is necessary to consider their behaviours, 

beliefs, attitudes, motivation and challenges as they utilised ICT in their daily 

activities. A detailed account of this is elaborated in Chapter 2. Hence, the aim of this 

study was to inform the AFC culture-sharing group in their ICT practices at the 

secondary school level, and will be vital not only to AFC and Catholic administrators, 

but the rest of secondary school providers and public at large. 

 

1.2 Aim of the Study 
 

The purpose of this ethnographic study was to identify, describe and interpret 

the perceptions of AFC teachers concerning ICT usage in Tonga. To add both depth 

and context to their perception, various forms of documentation of their daily 

interaction, observation of their ICT practices,  the sighting of policy documents 

pertaining to the study, as well as what teachers’ said is examined in comparison to 

their praxis in the Kakala Research Framework. Equally important is the active 

participation of the whole cultural-sharing group.  Appropriate tools were devised to 

capture the experiences of 47 teacher participants in this study such as Talanoa and 

Nofo methodologies. 

 

The key drive in this ethnography talanoa and nofo is to listen and document 

the behaviour, thinking, aspirations, values, world views and what elements of life that 

are necessary to the cultural-sharing group as mentioned earlier. In reality, this equates 

to observation of how they perceived themselves in this ICT environment in relation 
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to their existing teaching situation and context.  Thus, the emic information collected 

included teachers’ subjective experiences, illustrating a unique portrait of ICT usage 

at AFC and what is essentially important to teachers. 

 

In studying the culture-sharing group in the field, observing their day to day 

lives is fundamental in contextualising teacher perception of ICT usage and achieving 

the aim of this study. Their teaching practice is located in a Catholic school that 

uniquely renders services in ways that may differ from other secondary schools 

services in the Kingdom. Teachers’ instructional processes are not confined to teaching 

the national curriculum, but they are also expected to impart Christian Tongan values 

and holistic education. In this situation, teachers may wear multiple hats in response 

to the services offered to students. It is within this complex context that teachers further 

faced the challenges posed by this innovative intervention in ICT usage. Recent 

research revealed by Kansanen, Tirri, Meri, Krokfors, Husu, & Jyrhama (2000) that 

“teachers’ capacity to engage in any innovation rests in their involvement and active 

participation in the decision-making process throughout the various stages of adoption 

of any such change” (p.36). In this case the reality of their context is that such decisions 

had been decided from the top-down, rather than in an inclusive manner. 

 

  Moreover, the focus of this ethnography is the concept of the social behaviours 

of the participants, “the culture at work” (Spradley, 1980), “which can be identified in 

their behaviours, language and artifacts, as well as the conditions of operation,” (cited 

in Creswell, 2007, p.241).  As will become evident in the following chapter, the 

prevalent theme from the literature emphasizes the salience of social interactions and 

relationships as denoting membership within a sub-culture. Similarly, the study is 

concerned with understanding how the participants perceive technology in their praxis, 

with a particular focus on those who have the knowledge and skills and those who do 

not.  
 

As a Tongan researcher, I have inherent values such as ‘ulungaanga 

faka’apa’apa (respect), ‘ulungaanga fakama’uma’u (restrain), ‘ulungaanga fakalotu 

(Christian values), anga ‘ofa ki he kau ngaue (compassion), and feohi lelei (relate 

well), that may influence my research. I employed all these Tongan values as I 
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interacted with the culture-sharing group, valuing their contribution as ‘experts’ in 

their practices and field.  
 

Central to the realisation of these aims is the ethnographic approach taken. I 

have been a member of the culture-sharing group for more than twenty years. During 

the four weeks field work, I spend time observing, and talking to teachers in order to 

gain insights to their use of ICT. After the field work, seven months were spent on 

communicating through email and Facebook to clarify and validate findings. These 

processes have assisted me in presenting a holistic and comprehensive portrait of AFC 

teachers.  Underpinning this ethnographic approach was the premise that the 

complexity and diversity of nuanced elements within this culture-sharing group can 

only be fully understood by participation and observation of the activities of this 

culture-sharing group and deciphers what people say (Creswell, 2007). Throughout 

this research, I both implicitly and explicitly demonstrated that ethnographic 

engagement was a necessary means to achieving the research aims.  

 

This study has been ground-breaking in the sense that ICT was a novelty to 

teacher practice at AFC, as well as Tonga. Correspondingly, little attention has been 

given in the research literature to teacher perceptions of ICT usage in the context of 

schooling in Tonga, or in other developing countries of the South Pacific. Moreover, 

despite the vast research literature on ICT integration in various educational systems 

globally, studies on teachers’ perceptions of ICT usage are still scarce. 

 

1.3 Research Questions 

 
Following on from the research aim, the primary research question is: What 

are AFC teachers’ perceptions of ICT usage in Tonga? This overarching research 

question is both simple and broad. The simplicity of the question lies in the 

commitment to understanding this cultural-sharing group from the perspective of the 

teachers studied. The question aims to explore how teachers perceived ICT usage 

within their teaching contexts. The development of a theoretical framework to respond 

to this question, however, adds complexity and breadth to a simple research question 
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by constructing their perception as a social phenomenon and thus revealing a number 

of realities associated with this culture-sharing group’s perception of ICT usage. 
1.3.1  Research Sub-Questions 

 

1. What are AFC teachers’ perceptions of ICT usage?  

2. What are AFC teachers’ beliefs about ICT usage? 

3. What are AFC teachers’ attitudes to ICT usage? 

4. What are AFC teachers’ uses of ICT? 

5. What are AFC teachers’ barriers to ICT use? 

 
1.3.2  Assumptions 
 

This study posited certain assumptions such as: 

� AFC teachers can readily articulate their internal beliefs and thoughts about 

ICT usage 

� AFC teachers were fully integrating ICT in their teaching and were confident 

users 

� AFC teachers had professional training on ICT usage and were confidently 

integrating ICT into their practices 

� AFC teachers are all accessible to laptops 

� AFC teachers were familiar with technological technologies 

� AFC teachers fully participated in the process of AMMIS and work 

cooperatively with the school management team 

 

1.4 Significance of the Study 
 

This study promotes teachers’ perception of ICT usage, premised on the 

contention that teachers’ perceptions, beliefs, attitudes and motivations are shaped by 

the existing conditions that surround and underpin teachers’ practices. These attributes 

are often neglected in ICT development in the secondary schools. In the field of ICT 

integration, most research focuses on particular dimensions of teacher technical and 

basic usage of ICT, barriers to ICT, and uses of ICT, while neglecting teachers’ roles, 

perceptions, beliefs, attitudes and values. Despite the fact that teachers are regarded as 
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gate-keepers of worthwhile knowledge and are considered by Thaman (1988) as “the 

primary implementers and agents of change and who ultimately determine the nature 

of formal education” (p.231), they are often left out in crucial educational innovative 

development decision-making processes. 

 

The study findings revealed three consistent groups of teachers who employed 

distinctive stances on their perceptions of ICT usage at AFC. They were the long-

serving teachers who did not use ICT (laptops); the professional ICT users group who 

had ICT training and use ICT professionally; and lastly, the majority of the diplomats 

(teachers who hold Diploma) who lack ICT competencies. Their ICT usage was 

shaped by teacher conditions and school conditions.  

 

AFC ICT development was a top-down approach where teachers’ perceptions 

and beliefs were excluded in the process. In the review of ICT development and usage 

at schools in the United Kingdom (UK) BECTA (2004a, 2004b) showed similar issues 

with respect to ICT development.  Similarly, ICT developments in developing 

countries encountered the same constraints, where teachers were excluded from these 

innovative developments (Pelgrum, 2001; Cuban, 2001; Ofsted, 2004; Jimoyiannis et 

al., 2007).  

 

However, when teachers were involved in the decision-making process, the 

outcome was different as experienced in Belgium (Flanders Side) (Vanderlinde, 2011). 

The findings revealed a holistic approach to ICT development where teachers’ 

perceptions and needs are part and parcel of the whole ICT curriculum reform. The 

literatures illustrated various context and research designs used to capture teachers ICT 

usage and findings are similar to developing countries in relation to accessibility, 

availability and the need for ICT competencies training and support. Although similar 

constraints faced by teachers in their ICT usage, the conditions that shaped their 

practices varied. Thus, solutions to combat these constraints varied from one context 

to the other.  

 

Moreover, Tongan teachers identified their practices, not in a vacuum but as 

grounded in the context of their practices (Thaman, 1988). The contexts of their 
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practices are crucial elements that influence teachers’ daily operation. With the 

introduction of ICT into teachers’ practices, it was crucial to examine how they 

perceived this innovation and further their understandings on how to integrate ICT into 

teaching and learning. Hence, this study was significant because AFC teachers had 

shared their experiences of ICT usage; shared their beliefs and what ICT meant to 

them; shared what they believed worked for them and what they valued. While the 

process of conducting and writing about this research meant that I had to analyse and 

reconfigure the participants’ emic data, I had made conscious efforts to remain close 

to their subjective meanings through participants’ double checking of the data. 

 

Following this introductory chapter is Chapter Two that discussed the literature 

(academic papers, review, report on ICT usage) pertaining the issues of research and 

finding the gap to locate this study. Chapter Three illustrated the methodologies 

employed to capture AFC culture-sharing group and their ICT practices. Chapter Four 

presented the findings of the study in relation to the five questions posed at the outset 

of the study. Chapter Five is about the discussion and analysis in detail of the findings 

in the previous chapter. Chapter Six presents my interpretation of the study findings 

and the way forward for such innovative development merging them in a Sisi Fungani 

Ua ICT model adapted from Kakala Research Model Framework (Fua, 2011). The 

model emphasizes the key role played by AFC teachers and grounded in the Tongan 

Christian values of ‘ofa (love), lototoo (generosity), mamahi’i me’a (commitments),  

faka’apa’apa (respect), tauhi vaha’a (relationships) and ngaue mateaki (hard-

working) as showed in Thaman (1988) findings, before summing up the chapters in 

the conclusion.  

 
 



12 
 

 

 

 

CHAPTER TWO: LITERATURE REVIEW 
2.0 Introduction 

Chapter Two is divided into two parts; Part I reviews the studies dealing with 

teachers attributes and Part II deals with ICT related factors. 

 
Heilala is the most delicate valued fragrant flower in the Tui Kakala. The skills of picking rested on expert 

women like my mother and aunt. The timing of ‘toli heilala’ is crucial to the freshness and fragrance of 

the kakala. Before the sun rises early in the morning and between three to four ‘o clock in the afternoon 

were the best time. Often in preparation for the Katoanga, our aunt ‘Eikihoto’api would woke my sisters 

and I at the early morning to go and pick the heilala flowers. Our aunt ‘Eikihoto’api often taught us how 

to pick the heilala from the branches of the tree but often, due to damages to the flowers, the picking was 

left to her. Our aunt is an expert in ‘tui kakala’ and ‘toli kakala’.  She put a string of fau around her waist 

and make a pouch with her dress and skilfully picked the flower and put them inside her cloth to protect 

the delicate flowers. Again at 3.00pm in the afternoon, we had to accompany her again to do the second 

‘toli heilala’ called the ‘toli tangitangi’. I love the ‘heilala’ picked at this particular time since they were just 

about to open, while the morning ‘toli heilala’ their petals are already opened. The inspection and 

selection processes are repeated then final sprinkled with sea-water then wrapped around with lousi. In 

order to complete the ‘Sisi Fungani Ua, we were told to go and ‘toli fisi, (siale, pua, pipi, langakali) pea 

‘aikona ‘o ‘omai’ (to purposefully pick the fresh flowers and carry them in a pouch in our dress) to 

accompany the ‘heilala’, not only that but to pick lousi leaves and coconut leaves frond for the needle 

and ‘fau’ (hibiscus bark) for stringing the kakala. Once all the components for kakala are ready they will 

be wrapped up to be ‘ma’ui’ui, or maintain freshness for the tui (stringing) time.   The ‘tui kakala’ time is 

always at the night to the early morning of the day of the celebration. This ensure the freshness of the 

fragrance flowers.  

 

Drawing from the Kakala Research Framework of Teu, Toli, Tui, Luva, Malie 

and Mafana (Johansson Fua, 2001) my reflection above expressed my conceptual 

framework for examining existing studies worldwide pertaining to teacher perceptions 

of ICT use.  There are wealth of existing literature on Teacher Use of ICT at the 

international level and can be overwhelming at times, consequently the fundamental 

need to consider aspect of time and context. The context of ICT usage in various 

countries varied significantly based on level of exposure to ICT and level of ICT 

intervention adopted in a country. Thus, I purposefully selected the appropriate and 

relevant ideas to meet the needs of Tongan school context. Not only that but to ensure 

that Tongan schools are abreast with the latest findings in the field. Purposeful 
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selection of literature is critical to appropriateness, to time frame of the research, to 

focusing the relevant ones to ensure the type of presentation is what anticipated and to 

ensure that the whole task are ‘aonga (worthwhile) before blending them all, creating 

an unique and valued ‘me’a ‘ofa (gift), a ‘Kakala’ of ‘Sisi Fungani Ua’ that emanate 

fragrances, freshness and valued to the readers. 

 

For this reason, literature review focused on two elements in Teachers ICT 

Perception: Part I Teachers Attributes (perception of ICT usage, beliefs, attitudes and 

perceived constraints) and Part II were the key ICT-related factors that are fundamental 

to ICT Integration. 
 

2.1 Part I: Teachers’ Attributes 
 

This section focuses on literature that studied teacher perceptions, beliefs, 

attitudes and motivation and perceived barriers to ICT usage. 

 

2.1.1.   Teacher Perception of ICT Usage  

 

As mentioned above, the failure of ICT to reform teaching and learning in the 

80s resulted in various studies that explored the reasons for this slow uptake. They 

identified crucial teacher attributes, such as, perceptions, beliefs and attitudes, which 

contribute to the acceptance or rejection of ICT (Vanderlinde, 2011; Veen, 1993; 

Mumtaz, 2000; Jimoyiannis & Komis, 2006). Furthermore, Loveless (2003) stated that 

teachers often are very much aware of the ubiquitous presence of ICT in their teaching 

environment, but may not perceive the link to their teaching practices (Loveless, 

2003). 

 

To understand how ICT can be adopted by teachers, it is important to review 

the theoretical perspectives that have been advanced to provide an understanding of 

how innovation is diffused and adopted. Prominent in this respect is Roger (1995), 

stated crucial aspects regarding innovation and its rate of adoption, such as 

Communication dimension, time/rate. 
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The Rogers models are useful in the context of the study in two respects; the 

diffusion model provides an insight into the different categories of adopters he 

identified, as well as the process  regarding innovation decision, communication 

channel, social systems and the extent of change agent’s efforts in diffusing the 

innovation” (p.250). It is also important to note that individuals respond to innovation 

in different ways, and there may be more chance of succeeding if focus on a small 

group as Rogers refer to as early adopters rather than targeting the whole.  
 

Proponents of the crucial importance of teachers’ attributes on ICT usage, such 

as Hepp, Hinostraza, Laval & Rehpain (2004), observed that teacher beliefs and 

attitudes to ICT influence the rate of ICT adoption in Teacher Professional 

Development (TPD) programmes and classroom practice. The study identified three 

groups’ adoption process: ‘the innovators who recognise the potential of ICT early will 

quickly explore tools in their practice; the ‘resistors’ who resist change in all its form; 

and the ‘mainstreamers’ or ‘late adopters’ of technology that made up the largest group 

in the system and the most important. Teachers who are ‘innovators’ are often those 

who perceive computers as a ‘valuable tool’ and ‘useful’ to students’ ICT knowledge 

and skills (p.18-19). 

 

Loveless (2003) in a qualitative study on primary school teachers’ perceptions 

of ICT and their pedagogy showed “teachers’ perceptions of ICT are fashioned by their 

identity and participation in wider cultural and social spheres which influence the 

professional areas and settings in which they practice” (p.323). Teachers’ perceptions 

of ICT were divided into three groupings: Firstly, perceptions of ICT in society; 

secondly; perceptions of ICT capability and thirdly; perceptions of ICT in schools.  

She also stated that teachers recognised the benefit and adverse effects of ICT in their 

own experiences outside school. And although teacher’s perceptions were diverse and 

ambiguous at times, they had consensual beliefs on the priority of ICT in education to 

prepare students to participate in the Information society. 

 

A survey in Greek secondary school by Jimoyiannis and Komis (2006) 

identified five interrelated factors that influenced teachers’ perceptions about 

technology and professional development aimed at integrating ICT in their instruction, 
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namely: “(i) continuous ICT support and coordination; (ii) ICT pedagogical 

development enabling teachers to use technology in everyday classroom practice; (iii) 

partnership (collaboration with specialist teachers and colleagues in the school); (iv) 

availability of sophisticated educational software in schools; and (v) ICT infrastructure 

development in schools” (p.152). According to the study, these are crucial elements 

that teachers perceived as fundamental to their use of ICT in their practices and must 

be emphasized and considered in any innovative development. 
 

Moreover, when teachers’ perceptions of ICT usage differ with the purposes 

advocated by policy makers, schools decision makers, the result is confusion. Such 

studies had been carried out by Drenoyianni & Selwood (1998), who investigated the 

influence of teachers’ perceptions and beliefs about ICT and their practices in a small-

scale study and identified two type of approaches, namely, the ‘computer awareness 

approach’ and the ‘pedagogic approach.' The computer ‘awareness approach’ involves 

the recognition of the ubiquitous presence of ICT in wider society while ‘pedagogic 

approach’ involved the use of ICT to facilitate teaching and learning objectives. 

Findings showed, that   
 
majority of the participants in the study showed more computer awareness approach, and 

interestingly demonstrated a pedagogic approach that was related to more to computer skills 

rather than integrated learning intentions (p.94).  

 

Loveless (2004) claimed “that such discrepancies in what teachers said and their actual 

practices were attributed to issues in management and organisation rather than learning 

assessment objectives” (p.315).  

 

Similarly, in Tanzania, Africa, Mwalongo (2011) did an online survey on 74 

teachers’ perceptions on the use of ICT tools for teaching, administration, professional 

development and personal use. Findings indicate that teachers’ competence of ICT use 

was influenced by training and employ a wide range of ICT skills to meet their 

practices, however, this kind of use sustain their traditional practices and no change to 

pedagogical practices.  
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Pita (2010), investigates the perceptions of technology teachers’ use of ICT 

tools in the Solomon Islands in the South Pacific. The findings identified various issues 

teachers perceived as crucial in ICT integration, for instance, need for ICT support to 

develop skills and knowledge of ICT; need for continuous ICT professional 

development (PD) need for support to schools in building ICT resources and 

infrastructure as well as the need to develop policies in education to guide ICT usage 

in education. However, studies by Cox et al., (1999) revealed the mismatch between 

what teachers valued as important and what they actually practiced. Teachers may 

value ICT, but that does not necessarily mean that they will practice it. Also, a fully-

developed ICT infrastructure does not reflect better teacher ICT competence 

(Mwalongo, 2000; Ward, 2003; Wright 2008).  

 

The above research findings represent teachers working in developed ICT 

culture where ICT were ubiquitously use in society, in school, at home and community 

at large, and thus, teachers were exposed to the benefits and potentials of ICT that can 

be harnessed and nurtured amongst their students and are supported by government 

initiatives. While in the developing countries, limited ICT resources and limited 

teacher exposure to ICT will have different perspectives, beliefs and attitudes. 

Interestingly, while teachers value this innovative development, their perceptions 

varied markedly from school administrators and policy makers, such as, ‘ICT as new-

subject matter,' ‘pedagogic ICT use,' ‘ICT as fulcrum’ (Vanderlinde, 2007). 

 

Hence, teacher adoption of ICT will depend very much on teachers’ 

predispositions and understanding of their roles in ICT; ICT support training; technical 

and teaching support; and ICT literacy network, and also depend on various other 

circumstances and influences. 
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2.1.2   Teacher Beliefs about ICT Usage 

If I have the belief that I can do it,  

I shall surely acquire the capacity to do it 

even if I may not have it in the beginning. 

~ Mahatma Gandhi ~ (philosiblog.com, 2011) 

 

The words of wisdom illustrated by Gandhi indicated that beliefs are acquired 

and can be influenced.  Fishbein & Azjen (1975) claims that: 

 
Beliefs are the fundamental building blocks in our conceptual structure. On the basis of direct 

observation or information received from outside sources or by way of different inference 

processes, a person learns or forms a number of beliefs about an object. That is, he associates 

the object with different attributes. In this manner, he forms beliefs about himself, about other 

people, about institutions, behaviours, events, and so forth. The totality of a person’s beliefs 

serves as the informational base that ultimately determines his attitudes, intentions, and 

behaviours (p.14). 

 

Fishbein et al., (1975) point out that beliefs are attributes learn from outside 

influences and may determine the attitudes, intentions and behaviours of a person. 

Moreover, beliefs are complex, implicit and not easily understood in comparison to 

the knowledge but studies revealed that it had a strong influence on teachers’ uptake 

of ICT (Nespor, 1987). Beliefs about an object take time to be established over the 

years and once established they are used to process subsequent experiences (Fishbein 

et al., 1975; Pajares, 1992). As such, teachers’ pedagogic belief has been formed over 

years of being a student in the classroom to the variety of professional contexts 

teachers encounter that made it difficult for teachers to change. Nespor (1987) however 

stated that teachers’ beliefs do change. In any educational, innovative development, it 

is crucial to understand teachers’ beliefs about teaching and learning.  

 

Several studies came up with two contrasting constructs on teachers’ ICT 

beliefs, such as, ‘traditional beliefs’ and ‘constructivist beliefs’ (Hermans, Tondeur, 

Van Braak, & Valcke, 2008). Teachers who have ‘traditional beliefs’ are teachers who 

maintain their beliefs in ‘teacher-centred’ teaching and use ICT as ‘tool’ to support 

their teaching practices, but not integrated into teaching. While, on the other hand, 
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‘constructivist beliefs’ are teachers who are integrating ICT into their teaching 

practices (Sang, Valcke, van Braak & Tondeur, 2009). They advocate that teachers’ 

who have very strong pedagogic teaching practices and student-centred tend to use 

ICT in a constructivist manner. However, the reality of teaching milieu, this 

reconciliation between teachers and integrating ICT are still distant and far reaching 

to achieve, while the immediate concern is to study teachers and try to understand how 

they use ICT. Cuban (1993) stated that knowledge; beliefs and attitudes are important 

considerations since they “shape what they do in the classroom and explain the core 

of instructional practices that have endured over time” (p.256). 

 

  By the same token, studies identified “beliefs as fundamental to ICT integration 

in defining their behaviours, organising knowledge and information in classroom 

activities” (Sang et al. 2009, p.89; Hennessy et al. 2005; Ertmer et al. 1999; Ertmer, 

2005; Bandura, 1986; Hermans et al., 2008; Kansanen et al. 2000). Vanderlinde & van 

Braak (2011) study of the new ICT curriculum, for Primary Education in Belgium, 

revealed that to integrate ICT in teaching successfully, teachers must be confident in 

their ICT competencies.  Their study also identified that teachers’ assessment of their 

ICT competence rank far more than their actual use of ICT, since it involves “the 

pedagogical use of ICT in the classroom (having insight into the effects of ICT on 

students’ motivation and learning) and classroom management (how to organise the 

class effectively, so that students have equal opportunities to use ICT)” (p.132). 
 

With regards to teacher usage of ICT in teaching and learning, Veen (1993) in 

an integrated set of four case studies in Netherland from 1989 to 1993, stated that 

teachers’ beliefs have a strong influence on teacher computer usage. The studies 

revealed two contributing factors that determine teacher usage of ICT: ‘school factors’ 

and the ‘teacher factors.'  Although school factors (principal’s organisational, financial 

and moral support) were important, it is the teacher's factors (beliefs on content of their 

subject matter and its pedagogy) far outweigh in determining the uptake of ICT 

(Prestridge 2010; Mumtaz, 2000; Hermans, Tondeur, Van Braak, and Valcke, 2008).  
 

 These findings are crucial in addressing the target areas where teachers need 

support. Teachers must be convinced with evidence that ICT is useful to their teaching 
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as Mumtaz (2000) “they have very strong theories about teaching” (p.338). In order 

for teachers to believe in ICT innovation in relation to teaching, they need to see the 

trajectory of curricula on how to integrate ICT into their instruction. They also need to 

perceive a connection between technology and the subject content they teach. Also to 

see that it shows observable results and is not complex to understand. Similarly, these 

can be experienced on a limited basis before adoption (Rogers and Finlayson, 2004; 

Ertmer and Ottenbreit-Leftwich, 2012; Drenoyianni & Selwood, 1998; Hermans et al. 

2002). 
 

 As mentioned above, Fishbein et al., (1975) illustrates that teachers’ beliefs are 

influenced by direct information and different inferences processes. Mumtaz (2000) 

emphasized the need for ICT support to teachers, where teachers are given the 

evidences that using ICT in their teaching processes can enhance their lessons, make 

easier, more interesting, and enjoyable for them and students. Teachers’ educational 

beliefs need to be influenced and changed if ICT is necessary for the practices.  

However, various studies reveal that it takes time for teacher beliefs on teaching and 

learning, to incorporate ICT in their practices (Mumtaz 2000; Prestridge 2010; Sang, 

Valcke, Van Braak, & Tondeur, 2009; Ruthven, Hennessy & Brindley, 2002). 

 

Interestingly, in China, Sang et al. (2009) carried out a quantitative study on 

820 primary school teacher in China using a questionnaire survey to capture teachers’ 

beliefs about what influences their thinking processes (teachers’ gender, teaching self-

efficacy, constructivist teaching beliefs, general computer attitudes, and computer 

attitudes on their prospective ICT use). The findings showed that ICT integration has 

been shown to correlate significantly with all the independent variables mentioned 

above except gender.  

 

In 2007, Jimoyiannis & Komis did a replicate study on 1165 primary and 

secondary Greece schools teachers who were familiar with ICT. The study focused on 

teachers’ beliefs on ICT.  The study revealed that subject matter, teaching experience 

and gender determine teachers’ beliefs and perceptions on ICT usage in education. 
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Similarly, Veen (1993) confirmed that teachers’ professional beliefs about 

curriculum content, subject pedagogy and managing classroom activities far 

outweighed the school factors in explaining change. Pajares (1992) further noted that 

researchers on teacher educational beliefs findings suggest that teachers’ educational 

beliefs correlate strongly to their planning, instructional decisions and classroom 

practices.   

 

Correspondingly, Buabeng-Andoh (2012) cited a quantitative study by 

Simonson (2004) in the beliefs of primary school teachers on ICT usage, revealed that 

the beliefs and attitudes of teachers were closely related to their use of technology, 

how they respond to technology, and the amount of effort teachers will expend to 

incorporate ICT meaningfully into their lessons.  
 

While these studies point to a relationship between teacher's beliefs, attitudes 

and their ICT use, Thompson (1992, p.130)  cited in Laldinpuii (2000)  added another 

dimension when  he stated that belief systems are “dynamic in nature, undergoing 

change and restructuring as individuals evaluate their beliefs against their experiences” 

(p.130). Similarly Eugene (2006) in investigating the effect of teachers’ beliefs and 

attitudes about the use of ICT in teaching, findings revealed that there was 

inconsistency and mismatch in what teachers’ beliefs and their actual use of 

technology in the classroom.  
 

Teacher's beliefs can be influenced by different conditions or forces operating 

in their teaching milieu, referred to by Pelgrum (2001) as ‘micro-level’ and ‘meso-

level,' ‘exogenous and endogenous’ factors by Brumelhuis (1995) and referred to by 

Kozma (2003) as ‘micro,' ‘meso’ and ‘macro,' while Vanderlinde (2011) speaks of 

them as ‘conditions.' Although various studies above used concepts to identify these 

forces, they all underline crucial considerations vital for teachers’ integration of ICT. 

In order for teachers’ belief to change and enhance in ICT usage, teachers must active 

involve in all phases of ICT integration. 

 

 Drenoyianni et al. (1998) stated that often  

 



 

21 
 

 

teachers’ beliefs have been formed by inaccurate interpretations of official documents 

concerning ICT use in schools, or their lack of educational technology skills and or knowledge 

regarding the psychology of learning and so forth, may have an effect on them not 

understanding the value of computer use (p.97). 

 

Ertmer (2005) further illustrated the complexity of conforming teachers 

established beliefs in teaching to ICT usage. Ertmer (1999) classified barriers to ICT 

usage into two levels; first and second orders. He defined first order barriers as those 

that are extrinsic to teachers, such as access to ICT infrastructure, insufficient time to 

plan instruction, as well as inadequate technical and administrative support. Whereas 

he described second order barriers as intrinsic to teachers, which include beliefs about 

teaching, computers, established classroom practices as well as the willingness to 

change. He pointed out that while first order barriers can be easily addressed, the latter 

is more intricate and difficult to handle, because according to him requires a 

transformation in teachers’ fundamental beliefs which certainly require revolutionary 

approach with respect to how things are being seen and done.  

 

In the United Kingdom, there were widespread disappointments with the slow 

uptake of ICT by teachers despite the large-scale investment in infrastructure. Review 

reports attribute this slow uptake to the blatant disregard by policy makers of second 

order barriers when planning ICT integration (BECTA, 2004a & 2004b).  

 

Again, studies identified the critical role of teachers as ‘agent of change,' the 

importance of their inclusion in innovative development in schools, and taking into 

consideration their perceptions, beliefs and attitudes since these are fundamental to the 

success of ICT integration in the classroom.  

 

The literature above illustrated the complexity of trying to decipher teachers’ 

mindsets on teaching and learning. The studies’ findings showed that teachers’ beliefs 

are fundamental to ICT integration; teachers’ established beliefs about teaching and 

learning are difficult to change; there are factors that teachers explained which are 

essential for their ICT usage, such as, teacher's factors such as professional beliefs 

about curriculum content, subject pedagogy and managing classrooms and school 

factors for instance: ICT infrastructure; accessibility and availability of ICT; ICT 



 

22 
 

 

training and support; policies and curriculum principal’s organisational, financial and 

moral support (BECTA, 2004; Veen 1993). Thus, for ICT integration to surface, 

teachers’ beliefs must be taken into consideration and for teachers to use ICT they 

must be convinced of the need to use ICT in their practices support, training and time 

to realise these expectations. 

 

2.1.3  Teachers Attitudes towards ICT USE 
 

Fishbein and Azjen’s (1975) defined ‘attitude’ as: “learned predisposition to 

respond in a consistently favourable or unfavourable manner with respect to a given 

object” (p.15). ‘Attitude’ is referred to as ‘general predisposition’ that does not 

predispose a person to perform any particular behaviour and rather, it leads to a set of 

intentions that indicate a certain amount of affect toward the object in question.  

 

Achieving meaningful use of ICT in education can be attributed to many 

factors as mentioned above (Loveless, Ertmer, 1999), however, in this study; attitude 

is considered a critical element in the use of ICT in teaching and learning processes. 

Albirini (2006) considered attitude as a significant predictor of the use of new 

technologies in educational settings. Similarly, Erstad (2011) stated that teachers’ 

attitudes and convictions towards their practice are based on former experiences and 

the teaching culture at the school.  In an interview with one teacher at the beginning of 

the projects one teacher stated: 

 
My students had learned much more before these new technologies were introduced. I had long 

experience with teaching and knew what works. New teaching methods create chaos (p.89). 

 

 Hence, teacher’s attitudes determine their uptake or rejection of ICT.  

 

Albirini (2006) investigated the relationships between attitudes to ICT with 

five independent variables: computer attributes, cultural perceptions, computer 

competence, compute access and personal characteristics. This study was amongst 

high school English as Foreign Language (EFL) teachers in Syria who had ICT 

training background. Findings revealed that computer attributes, cultural perceptions 

and computer competence strongly influence their positive attitudes to ICT in 
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education. Moreover, teachers’ vision of technology and cultural conditions were 

critical in shaping teachers attitudes towards ICT usage. 

 

Jimoyiannis et al. (2007) in his replicate study mentioned above showed that 

“the majority of teachers in the sample had positive attitudes towards the training 

programme they attended, the general role that ICT can play in education, and the 

integration of ICT in the education process.” The findings further identified “three 

groups of teachers that exhibited a consistent approach: a group of teachers having 

positive attitudes towards the items of research, a second group with negative attitudes 

and the third one with neutral beliefs about ICT in education” (p.149).  

 

2.1.4   Technology Acceptance Model (TAM) 
 

The Technology Acceptance Model (TAM) developed by Davis (1986) based 

on the theory of reasoned action by Fishbein and Ajzen is one of the most used and 

discussed model in the arena of ICT usage. The primary purpose of TAM is to provide 

a basis for tracing the impact of external variables on internal beliefs, attitudes and 

intentions.  

 

Figure 2.1: Technology Acceptance Model (TAM) by Davis (1986) 

 
Source: Wikimedia Common  

Davies presented two constructs: ‘perceived usefulness’ (U) and ‘perceived 

ease of use’ (E). He defines ‘U’ as the ‘degree to which an individual believes that 

using a particular system would enhance his or her job performance’ and ‘E’ as ‘the 
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degree to which an individual believes that using a particular system would be free of 

physical and mental effort.'  According to TAM, “‘the easier a technology is to use, 

and the more useful it is perceived to be, the more positive one’s attitude and intention 

towards using technology’ and correspondingly, the usage of technology increases” 

(p.148). However, TAM excludes the influence of social and personal control factors 

on behaviour. Another model called the Theory of Planned Behaviour (TPB) was 

developed to “use behavioural intentions (BI) to predict usage, in turn, focus on the 

identification of the determinants of intentions such as attitudes, social influences and 

facilitating condition” (Davis et al., (1989) as indicated in Figure (2.1) above. From its 

original TAM has evolved over time and notion of time has been included in the 

analysis of factors that influence use (Malhotra & Galletta 1999). The combination of 

TAM and TPB can increase our understanding of teacher usage of ICT. The above 

mentioned models and studies identified attitude as a crucial factor in teachers’ usage 

of ICT.   
 

2.1.5   Teacher Use of ICT  

 

Teacher ICT usage varies worldwide from developed to developing countries 

depending on the level of ICT integration and level of teachers’ ICT competence 

within the education system. ICT usage is relative to concepts of ‘ICT competence,' 

‘digital literacy,' ‘e-Skills’, and ‘computer literacy,' that describe the same phenomena 

(Tsitouridou & Konstantinos, 2011). These terminologies indicate “new forms of 

‘writing,' ‘reading’, and ‘research’ that are based on digital media and are emerging 

alongside oral and print literacy” (p.20). Being competent in ICT can mean different 

things to different people.  

 

The term ‘Information Age’ is regularly used, and consequently, the “need to 

equip people with a greater range of technical, cognitive and social skills in order to 

carry out their duties and solve problems as citizens of the Information Age” (Pelgrum, 

2001, p.165). Tsitouridou et al. (2011) revealed that ICT initiatives varied from “purely 

technical’ aspects involving simple ability to use software or computers, to its 

‘cognitive, psychological and social facets” (p.20). Consequently, there seems to be 

little consensus worldwide about what these new-pedagogical models should 
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encompass (Pelgrum, 2001). However, there are notions that teachers should be using 

ICT pedagogically in a constructivist manner (Chai et al., 2009) rather than a 

traditional pedagogic approach (Mwaongo, 2003), and students should be trained to 

learn more autonomously and to get access to and digest information more 

independently (Pelgrum, 2001). But again there will always be disagreement on ICT 

usage depending on the various circumstances real to practitioners. 

 

Importantly, Tondeur, van Braak and Valcke (2007) cited by Vanderlinde, 

2011, p.71, made a distinction between three types of ICT use: (1) the use of ICT as 

an information tool, (2) the use of ICT as a learning tool, and (3) learning basic 

computer skills. Baylor and Richie (2002, also, include nine other different types of 

ICT use, including ‘the use of ICT for subject-matter content,' ‘the use of ICT for 

collaboration,’ and ‘the use of higher order skills.' Consequently, evidences of ICT 

integration initiatives result in an extensive range of ICT use, as indicated by the 

following studies.  

 

Comparatively from the developing countries of Tanzania ICT initiative, 

Mwalongo (2011) showed that teachers’ use of ICT can be categorised in three 

applications: (1) administrative use (prepare reports, letters, timetables and schemes 

of work and students registration), (2) personal use (communication with friends, 

entertainment, storage of resources and online application), and (3) professional 

development (self-study, accessing materials for their assignments). The study also 

showed that teachers did not use ICT to change their pedagogic practices, but instead 

the uses of ICT were confined to traditional pedagogic practices as outlined above. 

Within the developing countries, a vast gap of ICT use exists.  

 

Pita (2010) study of the “technology teachers’ perceptions of the roles and uses 

of ICT in Solomon Islands schools in the South Pacific, stated that teachers’ use of 

ICT tools is very minimal, ranging from teachers who never used ICT tools to those 

who are in the process of learning basic ICT skills” (p.51). Similarly, Gulbahar  & 

Guven (2008) in a survey of 326 teachers who taught in fourth and fifth grades in 

primary school in Turkey, stated that teachers realised the potentials of ICT to their 
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practices and were willing to use ICT, but existing school factors like inaccessible to 

ICT and lack of ICT training impede their use. 

 

While in developed countries like the USA and the United Kingdom (UK), 

some schools had successfully incorporated technology into their practices, causing 

dramatic changes in the classroom organisation. Teachers changed their ideas about 

their role and authority in the classroom, and recognised the need for new teaching 

approaches and skills (Pelgrum, 2001). Baylor & Ritchie (2002) identified that the 

teachers’ ICT uptake was attributed to teachers’ openness to change and willingness 

to use ICT in their practices. Despite these innovative ICT uses, the rest of the schools 

worldwide struggle to improve teachers’ pedagogic use of ICT (Vanderlinde, 2011, 

BECTA 2004). 

 

It is crucial to realise that the vast range of ICT usage worldwide illustrates the 

complexity of the cultural context where teacher's practice. Literature identified the 

influence of various conditions within the social milieu of teachers’ operation 

(Vanderlinde, 2011), like the established curriculum, that are a priority to teachers’ 

concerns. Similarly Kerr (1991) argued “technology was not the driving force in 

teachers’ thinking and practice, but acted only as a ‘lever’ or ‘fulcrum’” cited in 

Hennessy et al. (2005, p.4) By this, it was meant that teachers used technology to make 

established practice more efficient but that reorientation of practice and changes in 

teachers’ pedagogic thinking were slow and measured.  

 

2.1.6   Teachers’ Perceived Barriers to ICT Use 

 

Studies had revealed various constraints on ICT usage ranging from teachers’ 

attributes, teacher ICT literacy and the conditions where they operate. Ertmer (1999, 

2005) above, classified the issues related to ICT integration as ‘first-order’ barriers 

and ‘second-order’ barriers and emphasized teachers’ beliefs in the second order as 

critical to the uptake of ICT and requires new perspectives on teaching and learning.  
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Similarly, Hew and Brush (2007) classified barriers to ICT integration as 

‘direct’ and ‘indirect’ barriers pointing out the crucial influence of teachers’ attitudes 

and beliefs. 

 
 Direct barriers include (a) teachers’ attitudes and beliefs towards using ICT, (b) teachers’ 

knowledge and skills, (c) the institution (leadership, school plan, etc.), and (d) resources 

(availability and access to ICT, support, etc.). In addition, “indirect’ influences comprised 

aspects such as subject culture and assessment activities measuring student learning (p.32). 

 

In a review of the literature concerning perceived barriers to technology 

integration in science education, Bingimlas (2009), found that the following 

components were the major barriers: lack of confidence, lack of competence, and lack 

of access to resources. These critical elements need to be addressed in all ICT 

integration development for the success of teaching and learning.  
 

Sugiyama (2005), in a study on the use of ICT in teaching Maths and Science 

in Tanzania, identified three main conditions perceived by teachers as significant 

constraints that hinder teachers’ practice of using ICT for making supplemental 

teaching/learning materials in the schools: (i) poor printing conditions in the school 

(support infrastructure); (ii) administrative procedures for using ICT and for printing 

materials and (iii) problems pertaining to teachers themselves, such as lack of skills, 

motivation and creativity (p.iii). As for the administrative issues, the headmasters had 

different opinions from teachers, and they emphasized the necessity of administrative 

control over the printing procedure. They also showed great concern about security for 

computers in schools.    

  

Pelgrum (2001, p.177) did a worldwide survey that involved 26 countries on 

the perceptions of educational practitioners at a lower secondary level, regarding 

obstacles that seriously impede the realisation of ICT-related goals of schools, and 

found that the major obstacles were lack of computers and lack of knowledge among 

teachers.  

 

Albirini (2006) identified that one of the significant barriers to ICT 

implementation is the mismatch between ICT and the existing curricula and class-time 
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frame. This indicates that merely placing computers in schools will not bring about the 

change anticipated. 

 

 Zhao, Sheldon & Byers (2002, p.511), emphasized the importance of teachers’ 

understanding of the affordance and constraints of various technologies as well as their 

use to support their teaching practices and curricular goals. 

  

Hew and Brush (2007) classified barriers to ICT integration as ‘direct’ and 

‘indirect’ barriers. Direct barriers include (a) teachers’ attitudes and beliefs towards 

using ICT, (b) teachers’ knowledge and skills, (c) the institution (leadership, school 

plan, etc.), and (d) resources (availability and access to ICT, support, etc.). In addition, 

‘indirect’ influences comprised aspects such as subject culture and assessment 

activities measuring student learning. This model also offered strategies to overcome 

these barriers, such as having a shared vision on learning and teaching, overcoming 

the scarcity of resources, changing teacher attitudes and beliefs, and reconsidering 

assessment activities. 
 

In  a  Pacific regional conference on ICT in Secondary Education: Status, 

Trends and Prospects, held in Fiji in 2005, representatives from the Ministries of 

Education of the following countries; Tonga, Marshall Islands, Kiribati, Tuvalu, 

Solomon Islands, Samoa, Niue and Nauru, identified the following constraints faced 

by ICT providers: 

1. Hardware facilities: current infrastructure cannot meet demands; maintenance; 

isolation – poor supporting infrastructure. 

2. Financing IT: high cost of internet, telephone and electricity; high costs of 

hardware; lack of finance for curriculum development; maintenance costs; lack of 

finance for general ICT development in education; economic crisis at national level. 

3. Human Resources (HR) in ICT: high turnover of ICT teachers; Lack of ICT experts 

and teachers. 

Participants also identified such key constraints further contributing to problems as: 

1. Lack of a planned ICT curriculum 

2. Inability to integrate ICT into the curriculum 

3. Lack of awareness and support for ICT development 
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4. The issue of universal accessibility for ICT in Pacific schools (Paddle.2005, p.10) 
 

The various studies, literature review and report above, provide a snapshot on 

the reality of various contributing factors that impede ICT integration in schools. 

Research labelled them under different classifications, but they all sum up under 

teachers’ attributes (perceptions, beliefs, attitudes); teachers’ technical knowledge and 

skills and the conditions that surround and shape their ICT practices. Moreover, the 

studies above highlighted the pivotal roles teachers have on the uptake of ICT in their 

teaching practices. Below, I outlined various conditions that are influential in teachers 

ICT usage. 

 

2.2 Part II: ICT-Related Factors  

2.2.1   ICT Conditions  
 

There are certain ICT-related factors from studies that teachers identified as 

important to their practices. These are referred to as various forces that are situated at 

different levels of operation, such as the ‘micro- and meso-level’ (Pelgrum, 2001), 

‘exogenous’ and endogenous’ factors (Ten Brumelhuis, 1995) and ‘micro,' ‘meso,' 

‘macro’ (Kozma, 2003), ‘layers’ by Tearle (2004) and ‘conditions’ (Vanderlinde, 

2011). Pelgrum (2001) emphasized “these are influential in the education system 

within the schools and classrooms that are beyond the direct control of policy makers 

and authority” (p.164).  

 

2.2.2   ICT Conditions Models 
 

Various models were developed by researchers to assist the understanding of 

the complexity associated with teacher practices. One of the relevant models I found 

was related to a ‘whole school reform approach.' Proponents of this idea believed that 

this approach is essential to the success of ICT integration in schools. Kozma (2003), 

cited in Vanderlinde (2011, p.62), developed the model that emphasized the innovation 

characteristics (complexity and clarity) and the contextual levels of ‘micro (teacher 

background, classroom size),' ‘meso’ (leadership, ICT infrastructure)’ and ‘macro’ 

(policy makers, economic forces) levels, and their outcomes (teacher competencies). 
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Another model by Tearle (2004) model comprised several identified ‘layers’: (i) whole 

school (strong leadership), (ii) ICT implementation process (support and training, 

resource provision)’ and (iii) the individuals (ICT skills, beliefs in ICT) (cited in 

Vanderlinde, 2011, p.62).  

 

The latest model I found in this research is the e-capacity model by 

Vanderlinde (2011), that is holistic in its school reform approach and although centred 

on Belgium Flanders’ schools, they address concerns relating to teachers’ perceptions 

in their integration of ICT, which can be useful to consider in any ICT integration 

initiative. Vanderlinde (2011) in his doctoral study of the ICT development in the 

Flanders education system (Flemish side of Belgium) and drawing from different 

models like Kozma (2003), Tearle (2004) and others, as well as huge range of 

literature, developed an ‘e-capacity model.' The e-capacity model referred to “the 

‘schools’ ability to create and optimise sustainable school level and teacher level 

conditions that can bring about effective ICT change” (p.63). The model is made up 

of four mediating concentric circles, illustrated below in Figure 2.2 below, namely: 

school improvement conditions (leadership, participation in decision making, 

collegiality); ICT related school conditions (ICT support, ICT coordination, the school 

vision of ICT integration, ICT policy planning and ICT infrastructure); ICT related 

teacher conditions(ICT teachers’ professional development, teachers’ ICT 

competence); and teacher’s actual use of ICT(information tool, learning tool and basic 

computer skills); and the core circle as the ICT curriculum implementation – using 

ICT as a lever for Instructional). 
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Figure 2.2: E-capacity Framework (Vanderlinde, 2011) 

 
Source: Vanderlinde (2011) 

 

  The author considers these conditions as ‘subjective teacher perceptions’ since 

these were deducted from teachers’ point of view. Some of these conditions are 

considered here as relevant to ICT integration in schools and teacher practice. 
Vanderlinde (2011) emphasized that this model is located “within a broader societal 

and political context of ICT policies and curriculum standards” (p.64).   
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2.2.3   ICT Infrastructure (availability and accessibility)  

 

Studies have revealed that the first step undertaken in large-scale school 

innovations was the provision of infrastructure to schools, on the premise that 

availability leads to teachers’ and students’ access, and subsequently to a change in 

their practice from traditional teaching (teacher-centred) to student-centred teaching 

and active learning (Albirini, 2006; Jimoyiannis and Komis, 2007; Drenoyianni and 

Selwood, 1998; Veen, 1993; Mumtaz, 2000; Pita, 2010; Wright, 2010).  According to 

Tearle (2004), cited in Vanderlinde (2010), “various conditions influence teacher’s 

use, namely, ‘quantity, type, reliability of computer, access arrangements and location 

of equipment and appropriateness of software” (p.69). 
 

Adequate access will enable teachers’ ICT usage for teaching and 

administrative tasks. Mumtaz (2000) further related evidence that schools that have 

high-quality ICT resources reflect very good practice in the use of ICT. Further 

evidence indicated by BECTA (2003) was from a study that explored schools’ use of 

ICT and relationships with pupils’ achievements in national tests showed that 

 
 primary schools that were well resourced in ICT tend to have better achievement than schools with 

unsatisfactory levels of ICT. These further emphasized that lack of access to good ICT resources inhibits 

teachers’ use of ICT in their practice and can have further detrimental effects on students’ achievement 

(p.11). 

 

Studies by Vakkari (2008) cited in Bhukuvhani et al.(2012) postulated that 

better access to computers and digital resources somehow facilitates teachers’ work, 

saves time for accessing literatures and publications from laptops and keeps teachers 

abreast of their fields, and may inspire new ideas and enhance  the quality of work. 

Similarly, by availing themselves of these digital resources, teachers’ scholarly 

practices are improved (Ross et al., (1999); Cox et al., (1999); Guha, (2000). This was 

further compounded by Burnip (2006) study of teachers’ access to ICT infrastructure 

in South Australia findings that the presence of infrastructure is imperative for teacher 
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access, without which further training in ICT will be compromised. Adequate access 

will enable teachers’ ICT usage for teaching and administrative tasks. 

 

Supported by several studies,  teachers’ levels of confidence and levels of ICT 

use were linked to the amount of access to ICT and that the amount of technical support 

available (Cuban, (1999); Bradley and Russel, (1997), and the amount of quality of 

training available were interdependent (Pina and Harris, 1993; BECTA, 2004). 

BECTA had also reported that one of the crucial determinants of teachers’ levels of 

engagement in ICT lies in their level of confidence in using technology. BECTA 

(2004) that attributed to that lack of confidence would try to avoid them altogether.  

 

While access to ICT enhanced teachers’ levels of confidence, in the assumption 

that access mean more frequent use (Mwalongo, 2011), it must be noted that access 

alone cannot determine use of ICT. Access must go hand in hand with on-going 

technical and professional training support (Cuban, 1999; BECTA, 2004). Literature 

also stated that teacher ICT usage depended on the availability of ICT infrastructure 

as well as access to it.  
 

Another issue in the discussion was the restriction of ICT infrastructure to 

computer rooms, discouraging subject teachers from using computers for their 

everyday teaching practice. This further exacerbated teachers’ ICT access and ICT 

practice. Bakalevu (2005) noted that in the South Pacific region, the level of access of 

a country is related to the level of practice. Hence, the importance of access and 

supportive culture (Dawes, 1999) are crucial factors for ICT integration and teachers’ 

confidence. Teachers must have ‘exclusive access to ICT resources and a ‘supportive 

computer culture’ for personal and professional work at home and in school, in order 

for ICT integration to be realised. 

 

Further to the discussion is the benefits of flexible and portable access to ICT 

resources support networks of friends, family and colleagues. In the United Kingdom, 

the government initiative for the National Grid for Learning (NGfl) provided 

opportunities for new models of access to ICT resources within the school and raised 

greater expectations of teachers’ competence in using ICT and further enhance their 
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confidence in their subject teaching  and confidence in the use of ICT to support subject 

teaching (Dawes, 2000).  

 

Loveless (2004) further reported that the  
recent changes in teacher use and attitudes to ICT use was attributed to flexible access to ICT at 

appropriate times, usually at school and home in more meaningful and successful ways than the national 

Curriculum Programmes of Study they had been following during the past twelve years, and recognised 

the increased access that students had outside school (p.322).  

 

Apparently the access to ICT infrastructure is crucial to teacher use of ICT, but access 

needs to go hand in hand with training, with flexibility, and it needs to be meaningful 

to teachers’ practice. 

 

2.2.4  ICT Decision Making 

 

Most-innovative ICT reforms in the education system in the past, as noted by 

van Direl et.al, (1992, 2001) have been unsuccessful because of their ‘top-down 

approach,' that excludes teachers’ existing knowledge, beliefs and attitudes. Bandura 

(1986) further support the crucial influence of teachers’ educational beliefs on their 

planning, instructional decisions and classrooms practices.  

 

Similarly, studies indicate that a successful implementation of educational 

innovations is when teachers participate in the decision-making process (Harris, 2002) 

and consequently, teacher ownership of ICT initiative implementation (Dexter, 2008; 

Vanderlinde, Hermans & van Braak, 2010). Teachers’ participation in decision-

making is an important element in the implementation of change (Fullan, 2001).  

Studies by Tondeur et al. (2008) emphasized the “importance of a more ‘collaborative 

approach,' a ‘shared and school-wide vision about ICT’ that reflects the opinions and 

beliefs of the principal, the ICT coordinator, and the teachers” (p.222). The failure of 

most initiatives in ICT integration was attributed to neglecting to include teachers as 

agents of change. However, Fullan (2001) argued that a certain top-down intervention 

is necessary at the outset of a large scale change before attention to local conditions.   
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2.2.5   ICT Training 
 

Studies in ICT integration identified ICT training as fundamental to teachers’ 

use of ICT. Loveless (2003) stated that various training initiatives since the 1990s had 

been developed to intensify the integration of ICT in schools. Davis (2000) also stated 

that there is a paradigm shift in teacher professional development programs, as 

growing demands in ICT knowledge can facilitate learning environments. In this kind 

of learning environment, students are engaged and take greater responsibility for their 

learning (Pelgrum and Law, 2003). Research literature from pre-service to in-service 

training in ICT identified lack of teacher training as a crucial impediment to ICT 

integration (Bakalevu, 2006; Sharma, 2008; Vanderlinde, 2011, BECTA, 2004) and 

also identified that inadequate training does not meet the needs of students today. 

Hooker (2009) posited that “in order for changes to be affected in the classroom, 

additional technical and pedagogical support is necessary. Professional Development 

programmes should include all ‘staff that is to contribute to the implementation of the 

intended changes – school principals, teachers and technical and administrative 

support personnel” (p.1).  

 

For Tongan teachers, Thaman (1998) identified ‘mateuteu’ (value 

preparedness) as important attributes in their roles as teachers and without ‘mateuteu’ 

in ICT training; this affects their role as effective teachers. A teacher cannot effectively 

fulfil his or her responsibility when training is lacking. Vanderlinde (2011) claimed 

“training is an integral strategy in ICT integration” (p.70).  Therefore, teachers need 

training approaches that are rooted in theoretical underpinnings and contextualisation 

(Drenoyanni and Selwood, 1998) which implies that ICT training has to be linked with 

context-specific questions, needs, or problems.  

 

Similarly, Hew & Brush (2007) describe three conditions for effective 

professional development (1) having a focus on content, (2) giving teachers 

opportunities for “hands-on” work, and (3) being consistent with teachers’ needs. 

BECTA (2004) argued that training activities need to target pedagogical dimensions 

and teachers’ ICT skills.  Albirini (2006) posited that “training in the context of ICT 
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integration is not only about taking part in in-service teacher training courses, but also 

about experimenting with ICT before using it in the classroom and keeping informed 

about ICT” (p.386). Other scholars also mentioned the need to integrate training within 

the school timetable and use the school as a training location (Valcke, Rots, Verbeke 

and van Braak (2007). Loveless (2014) argued for “training to be flexible and that it 

should reflect the level of teacher competence in a meaningful and authentic way in 

the teacher’s context of practice” (p.322).  

 

Hooker (2009) cites this ‘holistic framework’ a ‘Consolidated Continuum of 

ICT approaches’ for ICT integration from Vygotsky (1978); Kennedy (2005); 

Hakkasainen et al., (2008); Olakulehin (2008), UNESCO (2008a),  
 
The conceptual framework in which practitioner's institutions seek to move from isolated, 

passive consumers of externally defined programmes for ICT knowledge and skills acquisition 

toward more open communities of active learners and learning organisations that generate new 

knowledge on the use of ICT to enhance educational practice (p.331).  

 

Bakalevu (2009) advocated the promotion of appropriate ICT TPD framework 

due to its unique geographical spatial distribution and varied socio-political and 

economic levels. This TPD, a relevant TPD framework needs to be in place, directed 

by these guidelines: student learning is central; school ICT development 

(organisational holistic approach); ICT across the curriculum (relevant, dynamic, 

accessible); community-based ICT development (needs- based, sustainable) and 

regional collaboration (sharing Pacific expertise) (Bakalevu (2009, p.15). 

 

 The University of the South Pacific has played a key role in ICT training for 

the regions using varied modes from traditional face- to- face courses to ‘blended’ or 

‘hybrid’ and more ‘fully online’ (Sharma, 2008; Raturi et al.,2011). These conceptual 

frameworks assist in constructing individual countries’ approaches according to their 

various unique ICT training needs. Van Direl et.al, (1992) posits that teachers’ 

conception of ICT in education should be thoroughly analyzed in order to find the key 

to their successful training. This is further emphasized by Loveless (2004) who states 

that  
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“models of professional development need to recognise how teachers’ perceptions of the 

purpose and potential of ICT are grounded in a socio-cultural context, as ‘current models of 

Initial Teacher Training and Continuing Professional Development for ICT are linked to 

pedagogic practices, focusing on ‘evidence of competence’ rather than ‘confidence in change’ 

and not drawing upon a ‘mutual interaction between experiences in the home and school 

contexts” (p.324). 

 

 Training then is crucial in ICT integration but when, where, how and why are 

important questions to answer. Some studies proposed that training should be at the 

in-service teacher training level, providing students with ICT knowledge and skills 

that will provide a foundation for a successful integration of ICT in their teaching. 

However, they may be constrained by lack of access to ICT infrastructures or lack of 

support for their usage of ICT in their teaching practices.  

 

Literatures do not present clear pathways for integrating technology and the 

effectiveness of various strategies.  Most of the training above focused on using 

technology as a tool without incorporating the understanding of their uses within the 

existing curriculum, nor their manipulation in pedagogical activities in the classroom 

(Watulak and Kinzer (2013). Koehler and Mishra’ (2009) Technological, Pedagogical, 

and Content Knowledge (TPACK) provide a framework that can assist schools in 

developing ICT skills and knowledge that can meet the standard advocated by the 

International Society for Technology in Education (ISTE) in effectively preparing 

teachers in areas pertaining to technology. However, this theoretical framework has 

been frequently used in studies to address the weaknesses posed by this framework, 

because of its holistic focus on technology alongside pedagogy and content 

knowledge.  

 

2.2.6   Teacher’s Perception of ICT Policy 
 

A study conducted by Al-Sulaimani (2010) in Saudi Arabia showed that 

policies guide teachers' ICT use. The study showed that school ICT policies, for 

instance, ICT plan, ICT support and ICT training are significant to their ICT usage 

while Ministry of Education policies have less influenced. The study indicated that 

this lack of understanding may resulted from teachers unaware of its existence, not 
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fully understand or difficult to implement.  Tondeur et al. (2008) similarly supported 

“successful ICT integration is clearly related to actions taken at the school level, such 

as development of an ICT plan, ICT support and ICT training” (p.222). Findings 

further emphasized shared understanding between principals and teachers on policies 

since often the policies are ‘underdeveloped’ and ‘unutilised.' It is, therefore, 

imperative to develop school ICT policies that are inclusive and shared meaning. 
 

2.2.7   ICT Support 
 

According to Vanderlinde (2011), BECTA (2004) and Sang et al. (2009), ICT 

technical support is fundamental to teacher motivation in ICT usage. Teachers cannot 

successfully use ICT when faced with technical problems such as malfunctioning 

laptops or computers. Often basic user knowledge and skills of computer hardware 

and software are necessary to prevent technical problems. Studies identified that when 

ICT support is available, such as providing teachers with one-to-one support), the use 

of ICT is more frequent. Another essential dimension of ICT support is the need for 

pedagogic support in the integration of ICT in the classroom (Mumtaz, 2000; Tondeur, 

van Keer, van Braak, and Valcke, 2008; Vanderlinde, 2011). When teachers are taught 

how to integrate ICT into their practice, this encourages professional collaboration, 

creating classroom access to resources, and consequently more frequent, and a wider 

variety of use of ICT in the classroom resulted (Dexter, Anderson and Ronnkvist, 

(2002); Strudler & Hearrington (2008) cited in Vanderlinde (2011).  
 

2.2.8   ICT Coordinator 

 

One of the essential functions that a school needs in ICT integration is an ICT 

coordinator. Studies showed that this role can range from the provision of ‘support by 

walking around’ and being available to respond to the immediate needs of teachers, to 

providing technical supports, to that of being policy maker (Marcovitz (2000) cited in 

Vanderlinde, (2011, p.66). More recently, results of study and report (BECTA, 2004a, 

2004b; Tondeur et al. (2008) revealed that the role ICT coordinator was confined to 

technical support. Devolder, Vanderlinde, van Braak & Tondeur, 2010) in their 

literature review on roles played by ICT coordinator in 177 Flanders primary schools 
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in Belgium, claimed that the roles played by coordinator range from a planner, a 

budgeter, a technician and an educationalist. Vanderlinde (2011) however, argued for 

a tendency towards ‘curriculum manager’ and ‘change agents’ (Vanderlinde, 2009) 

that involved fostering teaching and learning processes, and not only the technical side. 

Somehow the ICT coordinator encompassed the leadership role in providing 

professional development and pedagogic support to teachers in their ICT practices.   

 

The above conditions (ICT coordinator, ICT support, ICT policies, ICT 

training, ICT Decision making and ICT infrastructure are crucial to teachers’ uptake 

of ICT) that surrounds teachers’ teaching and learning context are crucial to teachers’ 

implementation of ICT. Vanderlinde (2011) in his e-capacity model identified that 

these extrinsic factors contribute to the uptake of ICT in their practices as mentioned 

above (Vanderlinde 2011; Ertmer 1999, 2005). Consequently, studies showed the 

complexity of multiple factors that shaped teacher's usage of ICT especially in any 

education innovative development. These conditions are crucial to teachers’ 

acceptance or rejection of change (Fullan, 2007). 
 

In summary, the various studies above had identified several current 

knowledge gaps relating to ICT integration and barriers perceived by teachers in their 

ICT usage. The studies came up with robust findings primarily, on the importance of 

teachers’ predispositions (perceptions, beliefs, attitudes) on ICT usage, and 

secondarily, the school factors that may impede or encourage teachers’ ICT integration 

(Vanderlinde, 2008). Also, various models presented also emphasized the important 

of looking at innovative development and educational reform from holistic 

perspectives (Vanderlinde, 2008; Kozma, 2003; Loveless, 2003). 

 

In conclusion, the literature review above focuses on the wider world, away 

from the context of my study, but is fundamental in highlighting what worked and 

what did not work in the processes of ICT integration and use by teachers worldwide. 

The majority of the research studies above used quantitative designs and measure to 

capture the results of ICT usage in the samples of study above (Chai et al., 2009; 

Tondeur et al.,2007; Jimoyiannis et al., 2007; Pelgrum, 2001; Albirini, 2006; 

Mwalongo, 2011; Solomon, 2010) while few studies, for instance, (Loveless, 2003; 
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Vanderlinde, 2011) adopted qualitative research designs. Research showed the 

importance of inclusion of teachers’ perceptions, beliefs and attitudes in ICT usage 

(Loveless, 2004; Vanderlinde, 2008; Simonson, 2004; Veen, 1993; Jimoyiannis et al., 

2007; Solomon, 2010; Wright, 2008; Sugiama, 2005; Hepp et al., 2004). These studies 

confirm the need to include teachers’ predispositions in ICT development and at the 

same time revealed the complexity the socio-cultural context they operate from, and 

the issues associated with the effort that often inhibit ICT usage (Pelgrum, 2001; Cox 

et al., 1999; Vanderlinde, 2008; Jimoyiannis & Komis, 2007; BECTA 2004). Again, 

studies identified the critical role of teachers as ‘agents of change,' the importance of 

their inclusion in innovative development in schools, and taking into consideration 

their perceptions, beliefs and attitudes since these are fundamental to the success of 

ICT integration in the classroom, as well as working collaboratively with teachers to 

build a professional learning community in ICT usage. Since there has been no 

research on this issue in my country, this study intends to meet that need.  The next 

chapter describes the research methodologies and research designs used to capture the 

portrait of AFC perceptions of ICT usage. 
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CHAPTER THREE: RESEARCH PROCEDURES (TOLI) 
 

3.0 Introduction 

This chapter outlines the research procedures undertaken in this study and the 

various findings revealed. Firstly it provided the purpose of the study, the research 

questions and its nature that determined the theoretical framework used in the study, 

for instance, qualitative and ethnographic and its meanings. Secondly, it discussed the 

structure used in researching, namely, the Kakala Research Framework. Within this 

framework, further description of the selection of site and participants in detailed and 

their profiles. Following this section is the detailed description of the context of the 

study: its geographical, economic and social characteristics. Finally, the methods 

considered in the study and specifically and crucial is the reliability and validity of the 

study and measures taken to ensure that. Moreover, lastly the field issues faced while 

undertaking the study. 

 

3.1 Theoretical Framework 

 

The purpose of this study is to describe, analyse and interpret secondary school 

teachers’ perceptions of ICT usage, their beliefs about ICT training, their attitudes, 

their ICT usage and the constraints faced within the ICT framework and practices at 

‘Api Fo’ou College. The primary intent of this study is to ask questions such as ‘What 

is happening with regards to ICT at ‘Api Fo’ou College (AFC)? What are AFC 

teachers’ perceptions of ICT usage? Following this umbrella question, the sub-

questions develop: What are AFC teachers’ perceptions of ICT usage? 
 

1. What are AFC teachers’ perceptions of ICT usage? 

2.  What are AFC teachers’ beliefs about ICT usage? 

3.  What are AFC teachers’ attitudes to ICT usage? 

4. What are AFC teachers’ uses of ICT? 

5. What are AFC teachers’ barriers to ICT use? 

 

The nature of the questions asked, identifies a descriptive research approach 

(Creswell, 2007). Subsequently, as the study focuses on AFC teachers’ social 
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interactions, behaviours and perceptions, it determined that an ethnographic research 

design is adopted (Reeves et al., 2008).  Within the descriptive and ethnographic 

research designs used, the study locates the observer in the natural setting where 

teachers operate, trying to make sense of their social interactions and the meanings 

teachers bring to them and how they see the world (Denzin and Lincoln, 2005; 

Wolcott, 1999; Reeves, Kuper & Hodges, 2008; Creswell, 2007). As a result of this 

approach, a qualitative study and ethnographic design is used.  

 

3.2 Qualitative Study 
 

Importantly, a qualitative approach allows inquiry into ‘a culture-sharing 

group’ (Creswell, 2007, p.68), documenting their shared beliefs, attitudes and ICT 

practices. Furthermore, it allows the perceptions from both emic and etic perspectives 

to be located within the socio-cultural contexts, their processes and meanings 

(Creswell, 2007). This social and cultural context further provides a holistic approach 

and assists in understanding the issue at hand. Additionally, qualitative research is used 

because of its “highly flexible and creative processes” (Whitehead, 2005, p.4). By 

adopting this approach, emergent research areas that may be studied around the world 

can be studied in our Pacific regions that are new and seldom covered by existing 

research on ICT in education.  

 

3.2.1  Ethnography 
 

Studying a culture-sharing group, their practices, beliefs, attitudes towards ICT 

will be difficult and incomplete without an ethnographic research design. Whitehead 

(2006) stated that within this approach both qualitative and quantitative methods are 

used in order to fully understand the cultural system of study. Such an approach leans 

more towards anthropology and basic classical ethnographic methods, where an 

anthropological ethnographer learns to be open to research methods that best present 

the culture-sharing group studied.  

 

This qualitative ethnographic study design begins the study by “examining 

people in interaction in ordinary settings and by attempting to discern pervasive 
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patterns such as life cycles, events, and cultural themes” (Creswell, 2007, p.71). 

Wolcott (1987) defines culture as “amorphous term, not something ‘lying about’, but 

something researchers attribute to a group when looking for patterns of their social 

world” (p.41). This pattern is inferred from the words and actions of members of the 

group, and it is assigned to this group by the researcher (Creswell, 2007). It consists 

of “what people do (behaviours), what they say (language), the potential tensions 

between what they do and ought to do, and what they make and use, such as artefacts” 

(p.71).  

 

 An ethnographical study, therefore, is described by Hammersley (2006) as: 

 
A form of social and educational research that emphasises the importance of 

studying at first- hand what people do and say in particular contexts which 

involve fairly lengthy contact, through participant observation in relevant 

settings, and through relatively open-ended interviews designed to understand 

people’s perspectives, perhaps complemented by the study of various sorts of 

document – official, publicly available or persona (p.4). 

 

However, the approach taken here is a study of particular aspects of the 

everyday life and cultural practices of a social group, but not in the extensive manner 

of the traditional comprehensive ethnographic study (Green & Bloome, 1997). A 

unique feature of ethnography is the ability to incorporate the use of quantitative 

surveys and tests and measures as part of the data collection (LeCompte & Schensul, 

1999). Within this qualitative and quantitative approach, an ethnographical research 

design is utilised. This research paradigm is grounded in particular ontological and 

epistemological perspectives, including fieldwork. 

 

3.2.2  Fieldwork 
 

To study the cultural concepts of teachers’ perceptions, beliefs and attitudes, 

fieldwork is required (Wolcott, 1999). Gathering the types of information typically 

needed involves going to the study site, respecting the daily lives of individuals at the 

site, and collecting a wide variety of materials. Field issues of respect, reciprocity, 

deciding who owns the data, and others are central to ethnography. Ethnographers 

bring a “sensitivity to fieldwork issues (Hammersley & Atkinson,1995), such as 
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attending to how they gain access, giving back or reciprocity with the participants, and 

being ethical in all aspects of the research, such as presenting themselves and the 

study” (p.72). “Fieldwork," Wolcott (1999) writes, “was the mechanism adopted to 

gather the information where the cultural-sharing group worked and lived” (p.71).  

 

LeCompte & Schensul (1999) cited in Creswell (2007) that “ethnographic data 

can be organises into  observations, tests and measures, surveys, interviews, content 

analysis, interviews, elicitation methods, audio-visual methods, spatial mapping, and 

network research” (p.72). From this advantageous position of collecting from many 

sources, the ethnographer analyses the data to describe the culture-learning group, 

themes that emerge from, the group and overall interpretation (Wolcott, 1994b). The 

researcher begins by compiling a detailed description of the culture-sharing group, 

focusing on a single event, on several activities or a group over a prolonged period. 

The ethnographer moves into a theme analysis of patterns or topics that signifies how 

the cultural group works and lives (Creswell, 2007, p.72).  

 

Furthermore, this qualitative approach enables the researcher to provide a 

description of the culture-sharing group and interpreting a fairly new field of teacher 

perception in their practice of using ICT. A fairly flexible framework is used allowing 

the researcher too to take and explore new avenues or opportunities perceived in the 

field. Thus, in this study, a qualitative, quantitative, ethnographic research design is 

utilized to describe the culture of ‘Api Fo’ou College.  

 

             Perceptions of teachers concerning ICT usage, their beliefs about ICT use, 

their attitude, and motivation to use ICT, are themes explored in this study. Although 

frameworks for the study of these concepts are primarily from a western perspective 

on the use of ICT, Thaman (1988) findings on the study of the perceptions of the 

teacher’s role in Tonga underpinned this study. She emphasized that the sources of 

teachers’ beliefs are the 

 
cultural milieu, from which they constantly take their cues and to which they turn 

for replenishment when their ideas obtained from teachers’ college, numerous 

workshop, foreign experts (consultants), etc. seem to contain no appropriate 

solution to their problems (p.92). 
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3.3 Kakala Research Framework 
 

Similarly, the Kakala framework (Thaman 1988) and the Kakala research 

framework (Johansson-Fua, 2011) guided the process of my study in ensuring that the 

context of the study and our Tongan values of feveitokai’aki (inter-personal regard or 

respect) and tauhi vaa (building relationships) are integrated and practiced throughout 

the study processes, as indicated in the following framework: 

 

Figure 3.1: Kakala Research Framework  

 
 
Source: Johansson-Fua (2011) 

 

The Tongan Research framework of Kakala is one of the many ways Tongan 

people conceptualise and consolidate their relationships (Fua, 2011), towards their 

Tu’i Tonga (Supreme King of Tonga), and hou‘eiki’ (noble) or people with high 

ranking in society. The knowledge and skills involved in Kakala (garland) making and 

luva (presentation) were underpinned by cultural values and protocols for knowing the 

type of kakala and whom to present it to. This knowledge and the social behaviours 

TEU 
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were passed on specifically to ‘kainga’ (relatives) of the Tu’i Tonga and later dispersed 

throughout Tonga. 

 

The old capital of Tonga where I come from is known as the ‘Kolo Kakala’ 

(town of fragrant flowers, plants and products) but can also refer to the chiefly families 

who resided there. At Mu’a, there is a place called Molimohe’a where descendants of 

cultural experts in ‘fatongia ki he Tu’i mo e Hou’eiki’ (responsibility to the King and 

chiefs) resided. This was the ‘school’ where cultural duties were taught and kainga 

(extended families) came to stay and learn the ‘fatongia’. Moreover, when a katoanga 

(celebration) was being carried out, and the protocol was not correct, he or she would 

be reprimanded by this saying: Nofo ‘i ‘Api Moli ka e fuu hala. (You live at Moli 

(mohe’a), but you do not know how to behave appropriately). When you are under the 

tutelage of the experts at Molimohe’a, you are expected to be skilful in executing your 

fatongia (obligations) duties to the Tu’i and hou’eiki.  

 

Consequently, in every aspect of this study, I am conscious of the protocols 

and correct social behaviours and the inherent values of ‘tauhi vaha’a’ (reciprocity) 

and ‘ulungaanga faka’apa’apa’ (respectful behaviours) to the site (‘Api Fo’ou 

College), the people who work in this site and their rank, and their practices. Adopting 

the Kakala Research framework means that I must understand the process, their 

purposes throughout the whole study, and for me not to know how to carry them out 

can be equated to the sentiment behind the saying ‘Nofo ‘i ‘Api Moli ka e fuu hala.’ 

 

Figure 3.1 above, encompasses the entire cycle of interrelated activities targeted at 

ensuring that the whole process of Teu, Toli, Tui, Luva, Malie and Mafana is achieved 

in the end.  

 

3.3.1  Teu (Conceptualisation) 
 

'Teu' embodies purposeful and value-laden preparation activities. At the outset 

of this activity, Teu is fundamental in identifying the study focus, based on knowledge 

of the site, people and their culture, the gatekeepers, the social hierarchy present at the 
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cultural sharing group and crucially, the values that underpin their perception of ICT 

practices.  

 

Knowledge of the values and etiquette of relationships is fundamental, 

understanding of who owns the knowledge, skills and values; how to approach and 

gatekeepers who have the authority to release the valued information, and the language 

used, and the appropriate strategies. Knowing the best strategies to use in soliciting the 

information is critical and so knows the appropriate time for it to take place. In this 

process, one must be informed about how to solicit the information; how it is being 

kept, and importantly throughout process of the study, to ensure that it is authentic.  

 

3.3.2  Toli (Data Collection) 
 

The approaches taken for Toli in this study are Talanoa and Nofo, which were 

used to respectfully solicit the information (Johansson-Fua, 2009). 
 

� Talanoa (Talk) 
 

Throughout the study, various talanoa methods used, depending on whom the 

participants were. As Tonga is a hierarchical society, in every aspect of life, rank is 

fundamental in dictating the kind of behaviours and languages used. Moreover, crucial 

throughout the talanoa with people of different ranks is faka’apa’apa (respect) ‘toka’i 

(respected).  

 

Talanoa to the high-rank gatekeeper, embodies presentation of me’a’ofa (gift), 

and the language of high rank is used, and the purpose of the talanoa is presented at 

the end of the gift presentation. The gate-keeper has the prerogative to refuse or 

approved the presentation.  

 

This approach is used throughout the meeting with various gate-keepers. As 

social ranks decrease, social behaviours, and the etiquette of presentations and 

languages used are less authoritarian.  
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� Nofo (Stay) 
 

To access to a culture-sharing group is a privilege, and it is vital to respect the 

place, the people and their practices. To ‘nofo’ in this cultural sharing group expected 

behaviours and values must be observed. In order to relate well to this group, building 

good relationships is fundamental. Talanoa with members of the group about their 

work and things they valued, during social gathering requires the values of: 

‘faka’apa’apa’ (respect) as they are the taukei (experts) in their field; ‘fanongo’ 

(listening attentively), knowing when to speak and not to speak, and always 

‘fakaakiakimui’ (humility) and the self-effacing of oneself in all situations. 

Throughout the ‘nofo’ one has to ensure that respect is given, and acceptable 

behaviours emanate from the researcher: treating the place, people and information as 

your very own, being part of the group, but knowing when to speak and when not to; 

knowing when to observe; to talanoa; and having an unobtrusive manner throughout 

the study. Employing these behaviours elicits these kinds of remarks: ‘poto he anga’ 

(knowledgeable and know how to behave appropriately, Thaman, 1988, p.208), and 

when the opposite occurs, you are labelled as ‘nofo faka’api kehe’ (behaving 

inappropriately as though it is not your home). 

 

3.3.3  Tui (Analysis) 

 

Tui Kakala (stringing the Kakala) embodies the integral cultural values of 

purposeful interaction and learning by trial and error until the skills and knowledge is 

passed on to the younger generations. Such is the complex stringing of the delicate 

flower of ‘heilala’ (Garcinia sessilis), that requires so much practices on how to tie 

the ‘fau’ string to the ‘tu’aniu’ (coconut leaves frond) as not to break the delicate 

flowers. This is the first trade the novice learn at ‘tui kakala’ once this is learned then 

one is allowed to continue to the next step of stringing the ‘heilala.’ Then accurate 

knowledge and skills are passed on from an expert to the apprentice. This actual 

learning by doing ensure the transmission of ‘tui kakala’ knowledge and skills to the 

younger generations in repetition of tasks until accepted and affirmed by the expert 

personnel.  Such process encompasses identification of authentic and accurate 
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information within the study; the selection of information as what to include and what 

to discard; negotiation of information with respondents, and, continual assessment of 

the Tui as it progresses (Fua, 2011). Once the Tui is completed, the final result is further 

perused and approved before the Luva. This concept of ‘tui’ resembles the collection 

of data assembled. 

 

3.3.4  Luva (Reporting and Outcomes) 
 

The giving of a gift to another showed the ‘ulungaanga poto’ (good behaviour) 

in ‘tauhi vaa.’ To maintain the good relations, ‘luva’ portrays Tongans ‘ofa, lototoo, 

mamahi’i me’a toka’i and ‘poto he anga.’  Consequently, relationships are affirmed 

and consolidated. Tauhi vaa (relationships) is fundamental in this process and 

specifically involves the relationships between the researcher and the owners of the 

information. The gift of Kakala is Luva (offered), giving voice to the owners of the 

information, protecting the fundamental values of the Tongans, and serving to meet 

the needs of those that hold the information and their forward navigation to the future.  
 

This process is carried out with care and respect to the place, the people, the 

Church, the country that owns the gift, and subsequently through consolidating 

relationships with the participants. 

 

3.3.5  Malie (Relevance& Usefulness) 
 

The ‘luva’ of the ‘kakala’ resulted in positive affirmation from the ‘matapule’ 

or talking chiefs showing the gratefulness and appreciation of the guest of honour. In 

this process, the relevance and usefulness of these gifts are emphasized. The process 

of the study similarly must measure up to usefulness, worthwhile, meaningfulness, and 

must serve the needs of the school, the community, the Church and country (Fua, 

2011). 

3.3.6  Mafana (Application, Transformation and Sustainability) 
 

When a gift is ‘luva’, the reception is ‘mafana’ if the outputs are practical and 

can be applied to the situation studied and are also sustainable. The owner of the 
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information can be empowered to change or be transformed (Fua, 2011). The output 

is ‘mafana’ when the above are met and this further consolidates and builds the 

relationships and restores and deepens the ‘vaa’ amongst the people in the cultural 

sharing group. 

 

Embedded in the Kakala Framework are crucial Tongan values for maintaining 

and strengthening of relationships and appropriate behaviours expected: tauhi vaa; 

faka’apa’apa; ‘ofa’ and feveitokai’aki. The process of this study, from the 

identification of the issue to be studied, the selection of the site, context of the study, 

the meetings with people and sharing of information, analysing, the negotiations of 

data and the final product, encompassed the responsibility of respect for the people, 

respect for the leaders of the Catholic system; respect for the information shared and 

the responsibility of respectfully writing up the study to help those on whom this study 

is based, and for the ICT practices in Tonga as a whole.  

 

3.4      Talanoa and Nofo Methodologies 

 

‘Talanoa’ and ‘Nofo’ are methodological tool used to gather authentic, rich and 

descriptive data throughout Samoa, Fiji, Nauru and Marshall Islands (Johansson-Fua, 

2009). I had briefly discussed the ‘talanoa’ and ‘nofo’ above in the ‘Toli’ stage as 

integrated in the Kakala Research Framework, while in this separate section, I 

emphasized the value of using ‘talanoa’ and ‘nofo’ in my study.  

 

A. Talanoa 

Johansson-Fua (2009) outlined the following features of the ‘talanoa’: 

1. Talanoa is a research tool and operates from a constructivist perspective, 

whereby knowledge is socially constructed throughout the process of 

Talanoa. 

2. Talanoa is primarily used for the purpose of data collection and data 

analysis 
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3. Talanoa is based on an idea from the researcher, shared with the 

participants, time is given to reflect, muse, critique, confirm and 

conceptualise what he/she believes in. 

4. Talanoa requires Fanongo: deep listening AND feeling/sensing. In 

research, the participant talanoa, while the researcher fanongo. Fanongo 

enables the researcher to understand the silences, the implied meanings, 

what is not said and the shared understandings. Throughout the fanongo, 

researcher will be able to generate, encourage and contribute to the talanoa 

in a way that allows the participant to clarify their conceptualisation.  

5. Talanoa is naturalistic in nature, that is, to engage in talanoa one should be 

in the context and be part of the setting.  

6. In Talanoa the researcher is the tool which, is all the more reason why the 

researcher needs to fanongo intently.  

7. Talanoa is guided by Tongan principles that include faka’apa’apa (respect), 

loto fakatokilalo (humility), fe’ofa’aki (love and compassion), and 

feveitokai’aki (caring, generosity) in order to yield rich, authentic and 

ground-breaking data. 

8. Talanoa is most productive when using the first language. 

9. Talanoa process define times. Talanoa is not confined to space or time.  

 

B. Nofo as defined by Johansson-Fua (2009): 

 
Nofo means to live to stay and with added suffix, ‘anga, becomes nofo’anga, meaning a place of 

dwelling. Nofo methodology here refers to the researcher going to live in the field with the 

participants. In this methodology, the researcher adopts a social anthropological stance, where he/she 

comes to live and experience the lives of the participants. This research tool promotes the opportunity 

for local researchers to take an emic perspective within their own cultural and social setting. This 

methodology is in line with the auto-ethnographic tradition of enquiry (pp.211). 
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Nofo is a research tool that incorporates the following features: 

1. Nofo is a combination of observation, participant observation and talanoa. 

To nofo, one becomes the part of the setting; the researcher must be 

immersed in the context to the point that they have minimal impact on the 

natural setting.  

2. Nofo is heavily influenced by the ethical conduct demanded of the place. 

In the Tongan context the researcher must be right there helping and 

working alongside, as in the process of working together that he/she 

shows humility and willingness to learn. 

3. Nofo is flexible and able to be adapted to suit the purpose of the research. 

4. Nofo although traditionally taken to mean living or at least spending few 

days in the place, in the Tongan context, it can mean spending a day or 

more from seven in the morning to four in the evening. 

5. Nofo can take place continuously within one setting or with several 

breaks in between field sites. 

6. Nofo, when used with talanoa, has shown to accelerate data saturation 

within that particular field site. 

7. Nofo, when used with talanoa, has also been shown to collect a vast array 

of knowledge system and, with it, specific details regarding each system 

of knowledge. 

8. Nofo was developed to complement talanoa. When talanoa is combined 

with nofo a field researcher is better able to read the silences, the 

innuendo, the implied meanings and the hidden language of Pacific 

people.  

9. Nofo was developed to allow the researcher to fully understand the 

context in totality. This mean that the data collected is context-specific 

and it is understood within this particular context. 

10. Nofo, when used in combination with talanoa, is a physically and 

mentally demanding from of research (pp.211-212). 

 

      Talanoa and Nofo methodologies capture the core principles of respect and 

reciprocity and values such as caring, helpfulness and love. These features defined 
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the various fragrance flowers interwoven in the process of tui kakala and final fii sisi 

kakala, linking, connecting and strengthening all the selected and appropriate entities 

together to present the end product of Sisi Fungani Ua.  

 

3.5 Selection and Description of Site and Participants 

 

AFC was selected as a research site due to my familiarity with the teachers and 

the environment, the ease with which to get access to the site through former 

colleagues and most importantly, my interest in their ICT practices. I studied the 

culture-sharing group of AFC teachers in their ‘naturalistic contexts’ or the 

environment of AFC, which is a space and time where they operated as teachers and 

engaged in: teaching and relating to students, relating to colleagues within various 

level of administrative structure, roles and responsibilities to the school, and building 

community as the  ‘family’ of AFC.  

 

Fundamental to these functional roles, responsibilities and relationships are 

their inherent attributes, perceptions, beliefs and attitude and norms that made up the 

whole culture of the AFC. At the outset of this study, a detailed description of the site 

was given and importantly, the values inculcated in this culture by the Catholic faith 

over a century ago, and the Christian Tongan values inherent in all its practices were 

established as features of the site. Participants were chosen with respect to their various 

experiences in the field of education and their long-service since they are experts in 

the field of teaching. The following information illustrates the profile of participants 

who participated in the study. 

 

3.5.1   Profile of the Participants 

 
There were 47 teachers who participated in the survey (Appendix I). In terms of 

gender, 45% were female and 55% male. In terms of marital status, 78% of staff was 

married at the time of the study. 
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Figure 3.2: Age Distribution of 'Api Fo'ou Teachers 

 
Source: Adapted from Tu’ifua-Kautoke 2013. Field data 

 

The graph illustrates that 53 percent of AFC’s staff are 40 years old and 

above, with the bulk at the range of 50-60+ years old which indicates that AFC 

teachers are aging, and this factor alone has significant implications for the uptake of 

ICT.  

 

Figure 3.3: AFC Teachers' Education Qualifications 

 
Source: Adapted from Tu’ifua-Kautoke 2013. Field data 
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More than 60% hold Diploma in teaching from the local teacher training institute 

(diplomats), the Tonga Institute of Education (TIOE). Slightly more than 20% held 

degrees from the University of the South Pacific.  

Figure 3.4: AFC Teachers’ Years of Teaching Service 

 
Source: Adapted from Tu’ifua-Kautoke 2013. Field data 

 

In terms of years of service, over 40% were recruited within the last five 

years. The presence of long-serving teachers who had been with AFC for over ten 

years implied stability in teacher supply, and ten staff had been teaching there all 

their careers, with 31 years’ experience at AFC. 

 

3.6  Summary of AFC Teachers’ Profile  

 

There were 47 teachers who participated in the study, where 26 (55%) were 

female and 21 (45%) male. 78% of participants were married. The age of participants 

ranged from 41 to 75 years, with a mean age of 45. The majority of the teachers 

(32%) were in the 20-29  age group, followed by the 50-64  age group with 28%; 

10% of the participants were above 65 years of age. 

 

In terms of education qualifications, 65% of participants hold diplomas in 

education from the Tonga Institute of Education (TIOE) which provide the bulk of 

Years of Service 

Number of 

Teachers 
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teacher training in the Tonga Education Sector. 21% held Bachelor’s degrees, and 

there was one expatriate teacher who held a Master degree. 95% of teachers who 

participated in the survey were former students of AFC. Interestingly 33 or 78% of 

teachers were former students of the eight most-senior teachers at AFC. 45% of 

participants have been teaching at AFC for five years or less. The average years of 

service for the participants in the survey was 17 years, with 10 % having taught at AFC 

for more than 30 years. Ten were second and third generations of teachers who have 

taught at AFC. 

 

From the above cohort, 10 were selected for Interview (Appendix II), five were 

female and 5 were male. Five of the participants were long service teachers who have 

taught at AFC for more than 15 years, while the other 5 had served for less than 15 

years. The participants comprised two Heads of Departments (HOD), including two 

former principals (who were still teaching at the time of the study), and two 

administrators. 60% were degree holders, while the remaining 40% were diploma 

holders. Almost all the degree holders were graduates of the University of the South 

Pacific (USP), while the diplomats were locally trained. An expatriate teacher 

(Canadian) who holds a Master’s degree was also included in the participants. 

 

3.6.1   Context of Study 

 
This section is crucial to understanding the situation and context where the 

AFC teachers operate. Their perceptions of ICT usage may be largely influenced by 

the very context of their operation. 

 
3.6.1.1    Location of ‘Api Fo’ou College 
 

AFC is located at the urban suburb east of Nuku’alofa, the capital town of 

Tonga as indicated in Fig.2 below opposite the main port of Tongatapu. 
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Figure 3.5: Map of Tongatapu: 'Api Fo’ou College Location 

 
Source: Ministry of Land and Survey, Nuku’alofa, Tonga 

 
 3.6.1.2  Background 
 

AFC historical development goes back to 1865, when a French priest, Fr. 

Lamaze established the first Catholic secondary school and named it St. Stanislaus. 

Initially, it was a boarding school for boys. The subjects offered were; Reading and 

Writing, Arithmetic, Astronomy, Geography, History, Geometry and Religious 

instructions.  In 1962, St Stanislaus was renamed St John’s High School. Originally, 

St Stanislaus commenced at ‘Ahopanilolo, Ma’ufanga before relocated to its present 

day premises (See Figure.3.5 & 3.6) at ‘Api Fo’ou (translates from Tongan as ‘new 

place’).  

 

In 1964, St Ann’s High School was set up as a girls’ school, at a place called 

Makamaka. In 1965, St Ann’s was relocated to ‘Api Fo’ou and re-named St Mary’s 

High School. In 1986, the centenary of AFC was commemorated. In 1987, St John’s 

and St Mary’s were merged as a co-ed college and re-named AFC as we know today. 
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The school land area combined is 13.72 ha with 31 classrooms. In 2011 AFC 

celebrated its 125th anniversary. 

 

 Figure 3.6: Map of ‘Api Fo’ou College- Field Site 

 
Source: Ministry of Land and Survey (Tonga) 

 

3.6.1.3   Catholic Schools Missions and Objectives 

 

The Catholic Educational mission of the Diocese of Tonga, under the 

Education on Christian Education Declaration of the Vatican Council on Universal 

Right to an Education stated is that:  
 

All humankind of every race, condition and age, since they enjoy the dignity of a 

human being, have an unchallengeable right to education that is in keeping with their 

ultimate goal, their ability, sex and culture of their country, and also in harmony with 

their fraternal association with other people in the fostering of true unity and peace on 

earth. True education aims at the formation of the human person in the pursuit of their 

ultimate end and of the good of the societies of which they are a member, and in 

whose obligations, as an adult, they will share”(#1) (Handbook of Policies and 

Administrative Guidelines for Catholic Schools (2007, p.5). 
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3.6.1.4   AFC Mission Statements and Objectives 

 

‘Api Fo’ou College derived its mission and objectives from the Catholic 

Education System’s missions: 

� We, the family of ‘Api Fo’ou College is a communion, called by the Father in Christ 

to welcome His Kingdom into our hearts, through which we strive both individually 

and in solidarity with one another to ever become beautiful in the growth of the 

physical, emotional, social, intellectual and spiritual aspects of our lives, under the 

care of Mary our Mother and the patronage of St Peter Chanel for the greater glory of 

God and the salvation of His people.  

� Is to build good relationships in Christ by working collaboratively to provide a healthy 

teaching and learning environment that will effectively cater for all the diverse abilities 

of the students so that no one is left behind. 
 

AFC aims to 

o Provide a curriculum and other features which are not only in keeping with the 

teachings of the Church, but are also in accordance with all that is common and 

desirable in effective schools, including high-quality education and sound 

management system. 

o Provide quality teaching and learning as students are the heart of education and to 

ensure that no one is left behind. 

o Provide high-quality education with Catholic values, beliefs and morals in developing 

the whole person spiritually, physically, socially, emotionally and intellectually. 

o Develop an educational and organisational culture which is safe and just. 

o Provide employees with appropriate growth-promoting development opportunities 

 

AFC School Motto  

 

“ADVENIAT REGNUM TUUM” - “YOUR KINGDOM COME” “KE HOKO MAI 

HO PULE’ANGA.” 
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3.6.1.5   Organisational Structure 

 

AFC organisational structure (Figure 3.7) below, illustrated a complex 

hierarchical structure from the Bishop as the head of the Catholic Church in Tonga and 

his advisory school board, then the Director of Catholic Education with the Education 

Office, then followed by the Principal and Advisory school board with the Supporting 

bodies, for instance, ex-students and P.T.A. Under the direction of the Principal are 

the school two deputy principals, one for administration and the other for curriculum. 

The two deputy principals supervise all teachers and supporting staff, and the students 

at the base of the structure.  

 

Figure 3.7: AFC Organisational Structure 

 
Source: Adapted from Tu’ifua-Kautoke 2013 Field data 

 

The Bishop has the authority over all Catholic Schools in Tonga, ensuring that 

all that are being taught at schools are consistent with the Catholic faith. With the 

advice of various bodies, he approves or disapproves policies, recruitment of principals 

and deputy principals for schools and so forth. The Director and the Catholic Education 

Office work collaboratively with Principals to ensure that the schools follow closely 

to Catholic faith, doctrines and values and setup policies to guide teachers in ethical 

execution of their roles.  
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3.6.1.6   School Roll/Teachers 

 

The study was undertaken in August 2012. The school roll was 1,212 students 

with 55% female students. AFC has a staff complement of 60 which gives a 

Teacher/Pupil ratio of 1:19.6. It is important to note from  Table 3 below that apart 

from Form 2; there are more girls than boys, and it is particularly prominent  in Forms 

5, 6, and 7. The technical class is for Form 4 boys only who wished to pursue technical 

studies linking with Montfort Institute or the Tonga Maritime Polytechnic Institute.  
 

Table 3.1: ‘Api Fo’ou College Enrolment 
 

 ‘Api Fo'ou College: Enrolment 

           

Levels 

Junior Intermediate Senior Tech 

Total 
 Form 

1 

 

Form 

2 Form 3 Form 4 

Form 

5 

Form 

6 

Form 

7  

No. of class 6 5 6 5 7 3 1 1 34 

Total Roll 
M 88 75 110 83 104 35 12 36 543 

F 103 94 106 106 163 64 33 - 669 

          

% Female 54 56 41 56 61 65 73  55 

          

TOTAL 191 169 216 189 267 99 45 36 1,212 

Total number of Teachers:  60   

Teacher/Pupil Ratio: 1:196 (Excluding Tech Class) 

with Tech 1:20.2- The national Teacher/Pupil ratio 

in 2011 was 1:14.6    

Source: ‘Api Fo’ou College Database 2011    

 
3.6.1.7   Subjects Offered at AFC 

 

AFC follow the established curriculum from the Ministry of Education for 

Forms 1-5; Form 6 follows the South Pacific Board for Education Assessment for the 

South Pacific Regions and Form 7 from the University of the South Pacific, with the 

exception of Religious Education, which is school-based. The school also offers 
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Technical courses for students not following the academic curriculum. Computer 

Studies is optional in forms 3-4 and taught theoretical while the two computer 

laboratories are reserved only for Forms 5-6 classes. 

 

Table 3.2: Subjects Offered at ‘Api Fo’ou College 2012 
 

Schools Subjects Offered 

 

Junior:      
Forms 1 & 2 

ALL subjects are COMPULSORY: 

Religious Education, English, Tongan Studies, Mathematics, Science, Society and 

Culture, Creative Technology, Physical Education (9) 

 

Intermediat

e: Forms  3 

& 4 

Compulsory 

Religious Education, 

English 

Tongan Studies, 

Mathematics 

Science, Computer Studies 

(6) 

Option 1 

Accounting, Agricultural 

Science 

Economics, Geography, 

History 

Home Economics, 

Industrial Arts, Music (8) 

 

Option 2 

Accounting, Agricultural 

Science 

Economics, Geography,  

Home Economics, Industrial 

Arts, Music (7) 

  

Senior:     

From 5 

Compulsory 

Religious Education, 

English 

Tongan Studies, 

Mathematics 

Science, Computer Studies 

(6) 

Option 1 

Accounting, Agricultural 

Science 

Computer Studies, 

Geography 

History, Industrial Arts 

(6) 

Option 2 

Biology, Computer Studies, 

Economics, Geography, 

Home Economics, Music (6) 

Criteria for sitting the Tonga School Certificate Examination are: 

100% completion of ALL internal Assessment requirements 

90% attendance and No outstanding fees 

To PASS must score a Grade 5 or less in English plus the best four subjects to get an 

aggregate of 17 or less. 

Form 6 Compulsory 

Religious 

Education 

English 

Option 1 

Accounting 

Biology 

Option 2 

Chemistry 

Design 

Technology 

Option 3 

Computer 

Studies 

History 

Option 4 

Geography 

Mathemati

cs 
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Computer 

Studies 

Design 

Technology 

Tongan Studies 

Economics 

Mathematics 

Mathematics 

Tongan 

Studies 

Music 

Physics 

Must pass the Tonga School Certificate Examination 

Criteria for sitting the Tonga School Certificate Examination are: 

100% completion of ALL internal Assessment requirements 

90% attendance 

No outstanding fees 

To PASS must score a Grade 5 or less in English plus the best four subjects to get an 

aggregate of 17 or less. 

Form 7 Religious 

Education 

English 

USP Foundation 

Courses 

USP Preliminary 

Courses 

Must score a grade 3 or 

less in English and 4 or 

less in other subjects to 

be eligible to enrol for 

foundation courses 
 

Possible to take 

preliminary English for 

students  
 

To complete, must pass 

English and other six 

foundation courses 

Accounting 

Biology 

Chemistry 

Computer Studies 

Economics 

Physics 

Mathematics 

Sociology 

History 

English 

Technical/ 

Vocational 

Religious 

Education 

English 

Mathematics 

Carpentry 

 

Automotive Available for students 

starting in Form 4 level 

wishing to pursue a 

studies in motor 

mechanic and 

carpentry/ joinery with 

Montfort Institute or the 

Tonga Maritime 

Polytechnic Institute 

Source: Kauhalaniua, Liava’a, Veikune, Puloka, Laulaupea’ulu, T & Manuofetoa) ‘A Study of ‘Api Fo’ou Database 

Intelligence System,' MBA Research Project (in fulfilment of Information System 433- unpublished). USP ‘Atele.2012 
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3.6.1.8   School Finance  
 

As articulated at the outset, AFC as part of the Mission schools, benefits from 

the Government Grant (subsidy) of $150 per student for the previous academic year.  

Ex-students also support the school, as do PTA subscriptions and School fees. All the 

grants from Government and Ex-students levies are contributed to the Central Office 

for teachers’ payroll. The daily operation of the school depends on school fundraising 

activities like annual bazaars, walkathons and mufti days, as well as a PTA levy. This 

has serious implications on the daily operation and management of the school.  
 

3.7  History of ICT Development 
 

ICT development at AFC was to cater for students’ needs and school’s 

administration rather than development of teachers’ ICT competencies and usage. The 

timeline below illustrated the technologies used by the students and schools since the 

70s. Interestingly, the development of ICT coincided with the development of 

technologies globally and subsequently changes with the ITC global trend. For 

instance, printing evolved with changes in innovation, as indicated by AFC ICT 

development, from manual carbon copy printing to stencil duplicators to present 

photocopiers. Such development assisted teachers’ teaching practices by facilitating 

duplication of resource materials for students, lessons notes, assessment and report-

making. The timeline below portrayed this change at AFC in the last 40 years. 
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Figure 3.8: Timeline of ICT development at AFC since the 70s 

 
Source: Adapted from Tu’ifua-Kautoke 2013 Field data 

ICT development at AFC had been gradual from 1970s to the current situation, 

2012 (at the time of the study), and commenced with the transition from manual to 

electric typewriters to computers; from stencils to photocopying and a school line to 

individual mobile phones as indicated by Figure 4 above.  

(i) 1970s 

Figure 3.9: Typewriters at St Mary’s, 'API Fo'ou, late 1970s  

 
Source: AFC Database 

1970s -  Manual 
Typewriters (option 

subject for students); 
school line telephone; 
printer carbon paper; 
overhead projectors; 
slide projectors; film 

projectors 

1980s - Manual 
Typewriters for girls 
only; spirit duplicator 
and stencil duplicator 

for school printing 

1990s - Electric 
typewriters for 

students; Form 2 Apple 
computers; Printing by 
stencil duplicators, later 
replaced by Risograph. 

2000s - Students 
computers laboratory, 

limited number of 
students, printing by 

Risograph decline and 
replace by 

photocopiers. Couple 
of computers for 
teachers’ usage 

2011 + - Teachers 
laptops, overhead 
projectors, Maths 
computer labs, 2 

students' computer 
labs, internet, ultranet, 
printers, scanners all 

printing by 
photocopiers. 
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In the 1970s, the manual typewriters were for St Mary’s students (girls) only 

(Figure 5. above). Typing was a compulsory subject offered at Forms 3 and optional 

in Forms 4 and 5. Teachers had a couple of typewriters in their working areas for their 

use.  School had a film projector and used Physics laboratory as a dark room for films. 

Slide projector was also used for teaching selected topics in Science and Geography. 

Films related to curriculum were shown to students. Printing was mainly done on 

carbon paper while students’ notes were written on blackboards. 

(ii) 1980s 

In this period, manual typewriters became obsolete, and many of the parts 

cannot be replaced nor fixed. Electric typewriters were procured in the late 1980s for 

fewer and fewer students who took Typing subject. During this time spirit duplicator 

was used sparingly and stencil duplicator was the main printing form used by the 

school and teachers for duplication.  

(iii) 1990s 

In the 90s, computers were introduced to the school office. Secretaries were 

the only expert in computer, usually graduate of St Joseph’s Business College for 

secretarial work. Computer Studies were offered as a subject in the National 

Curriculum. Typing was still taught using electric typewriters. During this period, 

computers were introduced to AFC in 1992 through funding from AUSAID, through 

an Australian volunteer who taught at AFC.  

 

The project was targeted at Form 2 students. There were 20 Apple 2E 

computers:  14 were set-up in a computer lab for students’ use while six machines 

were installed at the staff room for teachers’ use. However, the majority of teachers 

were not keen on using it in case they damaged the machines. Meanwhile, Form 2 

students learnt basic computer skills and how to create patterns and images using 

desktop publishing. This initial batch of machines lasted for about three years. The 

challenges AFC faced were the lack of technical know-how to maintain or fix the 

machines, including the lack of spare parts, especially for the Apple 2E. The only 

option available for AFC was to ship the PCs to New Zealand to be fixed, which 

obviously was a costly exercise. Subsequently, when the expatriate teacher returned to 

Australia at the end of his term, the programme came to a halt due to a lack of 
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appropriately qualified persons to continue the computer classes. In the same period, 

the school purchased computers for the AFC office workers. Stencil duplication was 

replaced by Risograph since stencils were no longer in use.  

 

(iv) 2000s 

The inclusion of Computer Studies in the South Pacific Secondary School 

Certificate examination in the early 2000s subsequently compelled AFC to look into 

students’ computer laboratory and offering Computer Studies for Form 6 students. 

Financially, AFC relied heavily on the support of the PTA, Ex-students, and overseas 

donors to meet the needs of the school. Moreover, the school sought assistance from 

UNESCO and secured funds to renovate one of the rooms in the Administration 

Building and equip it with four brand new computers.  

 

Additionally, St Mary’s ex-students fundraised to provide extra computer 

machines, but this was still inadequate to meet the increasing demand from students. 

Fortunately, St Mary’s ex-students from Sacramento (USA) donated used computers 

that filled up two computer laboratories. This aid kick started Computer Studies from 

Forms 3-6 in 2002.This corresponded with the introduction of Computer Studies to 

Forms 3-4.   

Schools purchased photocopiers for printing and replaced the Risograph. During this 

time, further effort to encourage teachers to use computers in their work and were set 

up at their working place. However, they were later taken out since teachers mostly 

used them for personal and leisure activities.  

 

The school set up a TV monitor screen and VCR at the Administration Staff 

Recreation Room for classes to watch class video on their various subjects. Overhead 

projector was used, but only a few teachers were keen to use it for teaching, since it 

was too heavy to carry around. Overhead projectors and laptops were borrowed for 

teachers’ training workshop, but the school had none.  

 

Towards the end of this period, due to poor management of the two laboratories 

and further compounded by the cost of maintenance of the used machines, only one 

laboratory was still functioning. Consequently, Forms 3-4 only study Computer 
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Studies in theory and no practice, while the one laboratory was shared by many 

students in Forms 5 and 6.  

 

(v) 2011 

The support of overseas AFC ex-students funded the identified need for 

students to have computers. Two computer rooms were fully equipped with new 

computers, internet, new desks, chairs and whiteboard. Maths Computer laboratory 

equipped with hardware and software that integrates Maths Curriculum from Forms 1-

5; Whiteboard, ear-phones, printers, scanners and overhead projector for Maths 

teachers. Teachers were given laptops to use. Intranet and Internet was available. 

School intercom was also used for communications to teachers and students. Students 

and teachers have mobile phones, laptops and can access to the internet 24 hours.  
 

Concurrently, teachers’ ICT knowledge and understanding was not included in 

the development of ICT for students. The assumption was that ICT knowledge and 

skills were not regarded as important for teaching. However, it was only in the mid-

2000s that computers were set up at the teachers’ working area, and they were 

encouraged to use them, however to no avail. However, 2011 brought rapid and 

tumultuous changes when AMMIS was introduced, where teachers were compelled to 

use laptops that were given to them in accordance with the administration data needs.  

 

3.7.1   Teachers ICT exposures 
 

With regards to teacher computer usage, in the 1990s, apple mackintosh computers 

were located in teachers’ working area, but not used. Again in the early 2000s another 

attempt was made to locate computers in teachers’ working area but was used for 

personal purposes and entertainment and not professionally. They were later removed 

from the teachers’ working room. Additionally, teachers resumed their familiar typing 

procedures according to the expertise of the school secretaries. Correspondingly, 

teachers did not perceive the need to equip themselves with computer skills. 

Meanwhile teachers’ ICT use at the time was limited only to typing exam or test papers 
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using stencils.  Most of the teachers’ printing needs were carried out by the school 

secretaries who were experienced in word processing, including typing and formatting.  

 

3.8 ‘Api Fo’ou Management and Monitoring Information System (AMMIS) 

3.8.1   Rationale 
 

In a scenario where a new principal (2006) suddenly finding himself in a school 

situation that is overly complex, leading and managing a school that was increasingly 

driven by outside demands, accountable to Government, Church, Parents, Business 

sectors, Aid Donors and Ex-students. The principal found himself spending most of 

his time working as a school clerk rather than a principal, whilst the responsibilities of 

the school/principal have increased exponentially in addition to the ordinary 

requirements of the core business of schooling – teaching and learning. The questions 

raised by the principal were: “how can a school improve in teaching and learning in 

the midst of all the above demands?”, “how can the school administration and teachers 

be empowered to improve management, teaching and learning?” 

 

ICT was considered as an empowering tool. With the availability of an IT 

professional, the device in the form of a School Management and Monitoring System 

was created. It was called ‘Api Fo’ou Management and Monitoring Information 

System (AMMIS), a comprehensive whole school system that would cover ALL 

aspects of the school operation – management, monitoring and storage of student data, 

teacher data, finance, timetabling, daily bells, library, health clinics, MOE data, 

Catholic Education Office data and past pupils’ data (Figure 3.13 below). The former 

principal claimed that AMMIS took three years to develop and needs a couple more 

years for fine tuning. 

 

3.8.2.   Objectives 

The objectives of the AMMIS were:   

� To provide a tool as a solution to empower educational administrators in the 

management and monitoring of education and learning. 

� To assist in creating an efficient and effective way of teaching and learning in school. 
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� To provide the school Principal with a ‘high quality ready to use tool’ in monitoring 

all aspects of the school’s operations.  

� To support both teachers and parents in monitoring the learning progress of students 

(Piukala, 2012).  

 

3.8.3   Finance 

Fortunately, the development of AMMIS coincided with the preparations for the ‘Api 

Fo’ou 125th Jubilee. A significant portion of the cost was through the generosity of 

the school’s past students. Other costs were taken up by interested individuals and 

friends. 

 

3.8.4   ICT-related Infrastructure 

The supporting ICT infrastructure includes the following: 

Figure 3.10: Students’ Computer laboratories 

 
Source: AFC Database 
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Figure 3.11: Wireless Internet access and In-school wireless intercom system 

 
Source: AFC Database 

 

� Teachers’ computers (laptops) 

� Overhead Projectors and Screen for the school 

3.8.5  Operation 

 

The AMMIS system software operates via wireless local area network within 

the school compound. It is designed to perform the following functions as shown in 

Figure 3.13 below. The management of the AMMIS at the time of the studies was 

under the ICT Coordinator. 
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Figure 3.12: AMMIS Function Systems 

 
Source: AFC Database 

 

(i) Registrations: Registering new and existing students, as well as editing, and updating 

of students’ personal details (See Fig. 3.13 and 3.14 for the details formats below). 
 

Figure 3.13: Students Attendance Record 

 
Source: AFC Database 
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(ii) Enrolments: Enrolling students into forms, classes, subject options and houses. 

Houses here are for the purpose of inter-house sports competition. This function can, 

therefore, provide:  

 

� Class, subject and house lists 

� Subject teacher lists 

� Class and subject roll call 

� Enrolment statistics  

 

Note: Class and subject roll calls are done ‘real-time’ using laptops from the 

classrooms via the wireless network. Management can quickly identify teachers and 

students who are absent from the class.  

 

(iii) Assessments: Provide mark capture sheets for submission of midyear and final 

examination marks or results, behaviour capture sheets and past years’ results. 

 

(iv) Result Reports: This function involves: 

� standardisation processes for raw marks 

� providing reports on: 

o  Results for the forms, subjects and classes 

o Students’ academic results and attendance  

o Progress report 

o School examination results 

o School external examination results 

o Students’ report cards 
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                                    Figure 3.14: Student Information and Learning Outcomes 

 
Source: AFC Database 

 

(v) Monitoring: This enables users to check the completeness of mark capture sheets and 

student reports. Also, it allows management to add learning outcomes or objectives for 

follow- up and monitoring of progress. 

 

(vi) Teacher Data: This function provides a staff list and profile with information and 

knowledge on their attendance, teaching loads, qualifications and experiences. 

 

(vii) MOE: Includes information related to the Ministry of Education. 

 

(viii) Finance:  Allows for the inputting of cash received and paid, therefore providing 

information and reports on: 

� School fees statistics such as total fees collected and outstanding school fees   

� Other fees collected and payments 

� Outstanding bills 

� Receipts and Payments Account for a particular period 

 

(ix) Library:  Includes all information relating to the library such as lists of books and 

articles available (inventory), reports on students’ borrowing of books, lists of overdue 



 

75 
 

 

borrowers and the amount of fines to pay. This function enables live search for book 

titles. 

 

(x) Health Centre: This function captures information relative to the school’s health 

clinic such as 

� Students and staff medical history if they had visited the clinic 

� Medical supplies inventory report 

 

(xi) Resources: This function is for the recording of fixed assets acquired or disposed by 

the school 

 

(xii)  Maintenance: Configures data and information such as form teachers, subjects for 

each level, users, houses, parishes and religion. 

 

(xiii) Administration: Include information on mark capture forms for the internal 

assessment submitted to the MOE Examination Unit for the external examination, 

student disciplinary report, students’ testimonial forms, students transfer forms and the 

school timetable. 
 

(xiv) View: Enable users to view student and staff profiles  (Kauhalaniua et al. 2012) 
 

In the time of the study, the AMMIS had just been completed, and has been in 

operation for one academic year and was still in its infancy stage. As expected, in any 

new innovation, AFC has yet to realise the full potential of the ICT and its potential 

for teaching and learning.  

 

3.9 Identification of Settings and Cases 

 

The setting for the study was the whole school, and during school time only. 

During the school time, attention was paid to events within the school setting. These 

were part of the observation process. 
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3.10 Fieldwork processes 

3.10.1   Gatekeepers and Key Participants 
 

At the outset of the study, gaining access to the site of study was fundamental. 

Within the Catholic Education system, the Bishop is the gatekeeper to all the Catholic 

schools. Then the Director of Catholic education, who oversees the schools, has close 

contacts with the Principals of different schools, so winning his support was also 

important. Then at the school level, the key gate-keeper is the Principal (Appendix III), 

since the success of the study depended on his consent and approval of my research 

and granting me the time at the school to carry it out. Similarly, at the site of study, 

gaining the support of key participants was important in order to gather the privileged 

information and insights into the perceptions of ICT usage at the site. These are the 

active participants in the site and gaining their support was vital to gathering of 

information. Thus, at the site of study, it was important to gain the cooperation and 

support of various levels of gate-keepers since they could hinder or impede access to 

the site. In reality, all these numerous roles are gatekeepers in their own rights.  

 

Guided by the framework of ‘Kakala’ and my own Tongan values, face-to-face 

meetings, were the very first step taken before the letter of consent was given. This 

was crucial since sending a message in Tonga does not have the same emphasis and 

value as being present and talking face–to-face with the gate-keepers. Thus, accessing 

the site depended on these meetings, and once in Tonga I had three separate meetings 

with the gate-keepers to seek approval and inform them about the emphasis of the 

study. This was the best, and most appropriate approach since sending a letter from 

Belgium would only serve to create impersonal relationships, whereas meeting face-

to-face allowed personal relationships to foster and strengthen, and consequently 

admission was approved. The gate-keepers were supportive, and entry to the site was 

secured. 

3.11    Selection of Site of Study  

 

We know very little about the perceptions of ICT usage held by secondary 

school teachers in Tonga. AFC has been chosen as the culture-sharing group and has 
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“shared language, patterns of behaviour, attitudes’ and have merged into a discernible 

pattern” (Creswell 2007, p. 71). The researcher had been part of the group from 1986-

2002 and had experienced first-hand the culture of this group. However, after 10 years 

of being away from the site, the researcher can be a ‘stranger’ (Agar, 1986, cited in 

Wolcott, 2007) to many of the new staff. 

 

A holistic cultural portrait of the group that incorporates the views of the 

participants (emic) as well as the view of the researcher (etic) provided useful 

information about how Tongan secondary teachers perceive ICT usage in Tonga. In 

this ethnographic qualitative research, purposeful sampling was relevant (Creswell, 

2007). AFC was selected as the ‘single culture-sharing group’ mainly because in an 

ethnographic approach it is essential to take a “single site in which an intact culture-

sharing group has developed shared values, beliefs and assumptions” (Creswell, 2007, 

p.122). As mentioned at the background, AFC is one of the old secondary school in 

Tonga (125 years) and had developed education strongly underpinned by Tongan 

Catholic values. The schools mission and vision illustrated the shared values and 

beliefs inherent in this group. This culture-sharing group can purposefully inform an 

understanding of the perceptions and uses of ICT.  In addition to this, the familiarity 

and accessibility of the system facilitated locating the site for study. 

 

A “big net approach” (Fetterman, 1998, p.32) was the initial approach in 

meeting with all the AFC teachers, taking advantage of the opportunity (Miles & 

Huberman, 1994, cited in Creswell, 2007)) and selecting individuals based on the 

research questions. In addition, “maximum variation” (Miles &Huberman, p.28) 

ensured that the study “documents diverse variations and identifies important common 

patterns.” To increase the likelihood of the findings reflecting different perspectives, 

purposeful sampling of research participants according to their socio-cultural 

background and gender was employed, in order to meet the requirement for ‘maximum 

variation’ techniques. The socio-cultural and economic environment was considered 

important in identifying the context where participants came from, their ICT 

experiences and usage. Flexibility was incorporated in sampling in consideration of 

possible withdrawals or absences. 
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To capture the participants’ confidence, building rapport in the two weeks 

spent being at the field, making my presence felt and accepted before the actual 

interviews and questionnaire survey were administered during the last week of my 

field work. 

 

The research design employed was flexible and developed as events unfolded. 

Having been away in a foreign country and away from the site for almost 10 years it 

may have sabotaged the study if a rigid design had been used. Thus, general 

observation of participants’ behaviours and languages in informal settings was the 

approach taken in the four weeks of being at the site. Interviewing of key participants 

to the study was determined after two weeks of being immersed in the setting, building 

trust and rapport with the participants, and supporting staff before approaching them 

for consent to their interview (Appendix IV). The quantitative questionnaire survey 

was carried out in the last week of my study as additional back up for my study, and 

attempting to ensure a snapshot view of the whole of the culture-sharing group. 

Participants were given invitation letter (Appendix V) and accompanied letter for 

interview transcript (Appendix VI). 

 

Ethnography required prolonged period at the field, but my study was only 

carried out during four weeks as former members of the school from 1986-2002, this 

institutional knowledge is used to substantiate my study. There was, however, also the 

risk that my previous experience might have influenced my interviews and 

observations, especially when the key participants were former colleagues of mine. 

This may result in my not being able to interpret the data dispassionately, or adopt the 

cultural perspective of the participants (Creswell, 2007). Thus, it was essential for me 

to have the quantitative survey in place to ensure that any personal bias and influence 

did not distort the expression or interpretation of the culture-sharing group’s 

perspectives.  

 

It was crucial that the recording of my observations was carried out 

immediately after the observation. I had a field journal where I recorded all the 

events, participants, behaviours and languages as well as my feelings in the four 
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weeks of being at the side. Condensed accounts were made immediately after 

fieldwork and later expanded. These were analysed later in Belgium. 

 

3.12  Data Collection 

 

Primary and secondary data were collected from the field. Key participants’ 

responses gathered from observations; interviews and questionnaire surveys were the 

primary data. Secondary data was collected from the AFC strategic plan, budget, 

websites, policies, memo, ICT working programme, AMMIS, as well as ICT 

documents from the Ministry of Education, and maps from the Ministry of Land, 

Survey and Natural Resources (Appendix VII). 

 

3.12.1    Criteria for the Admissibility of the Data 
 

The main primary data were collected from the observation, interview and 

questionnaire survey. Further data were added through negotiations with participants 

on what to use in the study. The main data were collected from participants at the 

school, and various key persons related to the AMMIS project at AFC who were not 

at the site. The study focused on the AMMIS development from 2009-2011, and the 

ICT usage up to August 2012 (the time of my study). Data were gathered on teachers’ 

perceptions of ICT usage at ‘Api Fo’ou College. Confidentiality was guaranteed to 

participants at the site. 

 

3.12.2   Procedures for collecting Data 
 

Four procedures were used to solicit data from the field, observation, interview, 

questionnaire survey and document analysis. As an ethnographic design, observation 

and interview were the primary methods of data collection. These methods were not 

structured, but flexible enough to take advantage of opportunities in the field 

(Creswell, 2007). Observation was carried out unobtrusively, blending with the 

teachers in their work, talking with them and later recording what was observed. 

Interviews were not strictly structured, to allow the participants to feel comfortable 

and not disturbed while they talked about their experiences. The Questionnaire survey 



 

80 
 

 

was used to capture the whole cultural-sharing group and their perceptions of ICT 

usage. Finally, the ICT-related documents from AFC, MOE and Ministry of 

Information were collected for analysis.  

 

3.13   Observation 

 

A participant observation approach was taken, where the participants were 

observed in their daily routines and working environment, without disturbing them. 

Teachers were informed about my presence on the first day of school. Observation was 

carried out every day, in staff meetings, morning tea, working rooms in their free times, 

interaction outside and inside the administration buildings. I was alert to teachers’ 

feelings and beliefs about ICT usage through their use of ICT, and in the language 

used for talking about ICT (since there is evidence to suggest that what we perceive is 

filtered by language). These interactions with teachers allowed me to have a snapshot 

view of their perceptions of ICT. Immediately after my observations a condensed 

account was recorded in my field journal at the site, and then expanded account later 

while reflecting on the experience at home. At this outset, I recorded the observations 

made at the very first day of my visit.  

 

3.13.1    Observed Values of the Culture-sharing Group 

 

My very first day revealed a number of experiences of the culture-sharing 

group as illustrated the following nuanced observed practices and values:  

 
i. Christian Values 

 

AFC emphasized Catholic Christian values, as symbolized by the physical 

bearings of the school. At the first glance, the blue and white colours of the buildings 

and students’ school uniforms symbolized the colour of the Virgin Mary as Queen of 

Heaven. Blue symbolises: truth, the intellect; revelation; wisdom; loyalty; fidelity; 

chastity, chaste affections; spotless reputation; prudence; piety; peace; contemplation; 

coolness. White is associated with: life; love; death and burial; the joy; purity; 

virginity, innocence; the holy life; light; integrity. 
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  In the school boundary, there are two chapels for students’ Mass and other 

liturgical prayers. Students and teachers can access areas for private prayers in the 

chapels. In the classroom, prayer corners are present with a cross or religious images 

on the wall. As you entered to the school, a statue of St Peter Chanel stood outside the 

Administration Building, the school patron, symbolizing the service and mission of 

the school in evangelisation. Prayer life is very much part of school culture; prayers 

are said at the beginning of the school as well as in the end. With the afternoon prayer 

announced from the wireless intercom for all to recite.  

 

In the school assembly, the recognition of the performances of students from 

netball, rugby and soccer by the school Principal, illustrated the Christian values that 

are embedded in the leadership of the school, and apparent in the acknowledging of all 

team efforts, affirming, encouraging, showing justice in returning the prize money for 

students’ celebration of their wins and sharing with those who did not win. Everyone 

has a gift to share to realise their potential and God-given gifts.  

 
ii. Cultural Values 

 

Teachers wearing ta’ovala to school symbolized the cultural values of respect 

embedded in their upbringing and the importance of fa’ifa’itaki’anga lelei (good role 

modelling) to students. Teachers attended to the classes, showed ‘mateuteu’ (being 

well-prepared) and ngaue malohi (commitment) to their teaching.  Faka’apa’apa 

(respect) received from former colleagues and talitali kakai lelei (care to make my 

visit comfortable), like a place for me to use, shared lunch, and the fact that the office 

secretaries were fietokoni (offering their services) to print my questionnaires and 

collate them. ‘Ofa (love), faka’apa’apa (respect) and tauhi vaa (relationships) were 

the values received in my time there. All teachers were willing to participate in the 

study showing fietokoni, fetokoni’aki, and poto he tauhi vaa. (Thaman (1998, p.211) 
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iii. Sports: extra-curricular activities  
 

Sport is very much a part of the school culture. Rugby, Netball, soccer are the 

major school sports teams. In the school assembly, the acknowledgement, 

encouragement and affirmation for those who are gifted in sports reflects the tenets 

which underpin the Catholic Education schools that each student has been blessed by 

God with potentials and giftedness that is unique and must be nurtured and developed 

to fulfil the call for this individual person.  

 
a) A Family 

 

At the time of my visit, teachers had resumed their morning meal together after 

months of discontinuation attributed to the introduction of laptops. Preparation of 

morning tea incorporates everyone contributions. This practice embraced and lived out 

the School Tongan Family Christian values. A time to share food, relax and socialise 

with each other. This is a time of relaxation, sharing food and talking with other 

teachers.  
 

b) ICT infrastructure 

 

My initial observation revealed the huge ICT infrastructural development that 

had taken place at AFC. With two Computer Studies laboratories, one Maths 

laboratory, laptops for teachers and the wireless intercom. Subsequently, teachers were 

considerably engaged with their laptops and scarcely conversed with other colleagues. 

The most-significant change observed throughout the school was the loud sound of the 

wireless intercom from the administration building throughout my first day at school 

its usage for the announcement of the Angelus (afternoon prayers) from the 

administration office.  

 

In an ethnographic study, a detailed description of AFC culture is required and 

thus, the above observation provides a snapshot of the AFC at the outset of the field 

study, to capture the culture at work before the actual study takes place. This is done 
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in order to ensure that what observed at the outset of the study correlate to the findings 

in the end. 

The next chapter described the research methodologies and designs and tool used to 

capture the perceptions, beliefs, use, attitudes and constraints faced by AFC teachers 

in the implementation of AMMIS. 

 

The study was carried out mainly in the AFC administration building as the 

central context of the study since teachers congregate in this place for morning tea.  It 

also houses the administration offices, senior teachers’ work, and staff meeting room. 

Hammersley & Atkinson (2005) claimed that participants often behave differently 

according to different contexts, thus, particular care taken on teachers’ behaviour in 

the administration building and outside in the school compound and the classroom. 

Consequently, it was necessary for me to triangulate the data gathered from different 

sources to ensure that teachers’ behaviours, languages and actions were authentic and 

shared by the culture-sharing group in the wider school context. Thus, observation, 

interview and questionnaire survey and documents ensured that various context within 

the studied site were captured. 

 

3.14  Interview 

 

According to Fetterman (1998, p.32) “big net approach” was taken, where the 

researcher mingles with everyone. Based on the researcher’s judgement they then 

select specific participants.  In my case, after mingling, ten contrasting participants of 

the subculture were selected based on their teaching experiences, knowledge of the 

culture-sharing group, knowledge of ICT development at AFC, and the impact of ICT 

on their teaching practices, relationships and values. These participants were 

considered to be the key participants, due to their long service (15-30 years) and the 

vital roles held at the school.  

 

Key participants were asked to share their ICT usage, their beliefs about ICT 

training, their attitudes towards ICT and the constraints they faced.  Because of the 

flexibility of Talanoa and Nofo methodologies adopted in my research design, 

allocated time ranged from 45 minutes to an hour and often carried out in separate 
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times to their teaching programme. With the permission of the participants, the 

interview sessions were recorded, and notes were taken during the meeting. These 

interviews were transcribed and returned to participants for approval, and only those 

approved were used as data. Interview was crucial tool for soliciting data for the study. 

The questions asked were designed to answer the questions about their perceptions of 

ICT usage, their beliefs about training and their attitude as well as the constraints 

encountered. The interview was carried out in both English and Tongan languages. 

After confirming their anonymity and transcribing the data, each participant was given 

their interview transcript to confirm for any necessary changes. 

 

       Further to the interview at the site, the IT consultant and the former principal who 

initiated the AMMIS were regarded as vital sources information pertaining to the 

thinking behind the ICT programme which existed at AFC at the time of the study. 

Data were also collected from their views on the setting up of AMMIS.  

 
3.15  Questionnaire Survey  

 

The questionnaire was designed to solicit a general picture of the whole culture, 

perceptions, beliefs and attitudes towards ICT usage at AFC. All teachers working at 

the site participated in the questionnaire survey. The questionnaire design used closed 

questions to measure in a consistent manner the research questions asked. Teacher's 

consent was first obtained before questionnaires were filled. With the support of the 

ICT Coordinator, participants were given both electronic as well as hard copies of the 

questionnaire. They were asked to answer whichever version they feel comfortable 

with. Some teachers were assisted in answering the questionnaire especially in 

explaining the ICT terms and concepts which they were unfamiliar with. 

Questionnaires were distributed to all the teachers of AFC (51), and 47 returned their 

questionnaires that gave a response rate of 94%. Of the 47 teachers who participated 

in the study, only 4 used soft/electronic copy. The discussions with respect to the 

questionnaire and the assistance that was given to participants were also collected as 

data.  
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Table 3.3: Demographics Survey Participants 
Gender Number % 

Male 21 45 

Female 26 55 

   

Total 47 100 
Source: Adapted from Tu’ifua-Kautoke 2013 Field data 

 

3.16  Document Analysis  

Documents were a requirement of this research design, and we recollected from 

multiple sources.  Documents pertaining to policies, regulations and strategies 

concerning ICT from AFC and the Ministry of Education were collected. These were 

necessary documents to analyse the vision concerning teachers and ICT usage in the 

secondary schools in Tonga. Several documents pertaining to ICT were downloaded 

from the official websites of the Ministry of Education and ‘Api Fo’ou College. At 

AFC, documents were obtained from Ex-students websites to decipher AFC ICT plans 

that were not sighted at school. Absences of ICT policies revealed the conditions on 

ICT planning and implementation at AFC. 

 

3.17 Ethnography within the Kakala Research Framework 

Following the Kakala Research Framework and the Talanoa and Nofo 

methodologies,   the ‘teu’ commenced in Belgium then continued on in Tonga once 

my proposal was approved, and data collection was set to commence. I travelled to 

Tonga and had meetings with the gatekeepers of ‘Api Fo’ou College culture-sharing 

group, respectfully seeking their approval. As mentioned above, three meetings were 

held with various levels of authority as ‘gate-keepers’ in their own right.  

On the first day at the field, the Principal introduced me to the teachers and the rest of 

the school during the school assembly. After this introduction, a further meeting was 

held to brief the Principal on the research focus and the procedures and tools intended 

to gather the data. During the same week, I was given the opportunity to present my 
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research focus and my expected data collection methods to the staff during their staff 

meeting. The following weeks were spent familiarizing myself with the participants at 

the site and the events at the school and especially the use of ICT.  

 

In addition, at the outset of meetings with participants they were informed at 

the staff meeting that it was a privilege for me to hear and document their expert 

knowledge, beliefs and perceptions about ICT usage, as well keeping the 

confidentiality of the information provided and ensuring mutual negotiation of the data 

to be used, and the intended future reciprocity of the research findings for their use at 

the school.  

 

1. Observation was the initial method, spending time, mixing with teachers, talking and 

asking informal questions about their ICT usage. Recording and describing 

observations daily in my notebook. 

2. Interviews were carried out between July and August 2012. Prior to the interviews, 

participants were given a consent form to be part of the interview. All participants 

consented to be interviewed. The interviews were carried out at the school. Each 

interview was tape-recorded and took between 45 minutes to an hour.  

3. Transcription and translation of interviews was done in Brussels on my return, due to 

time factors and was returned via email to participants for approval over another six 

months, due to the disconnection of AFC’s internet access as cost saving measure. Out 

of the ten interviewed, only one remained unchanged, other minor changes were made 

(such as technical spelling errors and the clarification of points made).  

4. The survey was conducted in the last week of the study, and questionnaires were 

personally collected from the participants. 

5. The documents collected were: the Ministry of Education Strategic Plan, Tonga 

National ICT Strategy, MOE Annual Report 2011, Review of Pacific ICT Strategies, 

and One Step in the Right Direction AFC AMMIS, Catholic School Strategic Plan 

Draft and AFC ex-students ICT development projects. 

6. The analysis of data collected was done in Brussels with the help and guidance of my 

supervisors. 
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3.17.1  Treatment of Data 

 

The analysis of the data using an ethnographic design is characterised by 

description, analysis and interpretation of the culture-sharing group (Creswell, 2007). 

A straightforward description of AFC setting and events was compiled, containing the 

facts, carefully presented and interestingly related at an appropriate level of detail. 

Themes and patterns were then located from the observations, interviews and 

questionnaire survey and these three validated and completed the whole picture of the 

culture-sharing group. Documents were studied within the ethnographic design to 

solicit common themes and patterns.  

 

The interviews were transcribed to keep the confidentiality of the participants 

with considerable effort. They were filed individually and put in separate envelopes 

for their perusal and confirmation, and returned separately to me. Once the data were 

returned, they were put into a database, and conceptual coding began. Each 

transcription was traced until all the themes and patterns were identified. They were 

put aside while data from the questionnaire survey was analysed, as were the 

documents.  These forms of data were also negotiated data, derived from the agreement 

between the researcher and the participants on what information to use in the study.  

 

The survey data were stored in a computer database for processing. Microsoft 

Excel was used for analysis of the data. Once analysis was done, themes and patterns 

were drawn and correlated to the findings from the Observation and Interviews.  

 This vital step involved the comparison and assessment of the questionnaire against 

the data collected in the interviews and observation. Common themes were drawn as 

they were clearly identified at this stage of analysis. These themes and patterns 

identified from the data were applied to the research questions to find answers. The 
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data received answered the focusing questions at the outset of the research pertaining 

to the AFC culture-sharing group perceptions of ICT usage.  

 

Similarly, analysis of the documents obtained from the observations involved 

identifying common themes and patterns. They were further measured against the data 

collected from the participants in the interviews and questionnaires which involved 

looking at the similarities and differences between what was written in the documents 

and what the participants said. This analysis further answered the research questions. 

 

3.18 Presentation of Results 

In keeping with the qualitative ethnographic design of the study, a thematic 

narrative is used for the presentation of the results to describe themes and patterns. 

Tables, diagrams, and photos are used where it seems appropriate. 

 

3.19 Field Issues 

3.19.1  Access to the Field 
 

At the outset of my study, negotiating access to the field of study was quite 

unnerving, since I had been away for a long time, and I was not sure about my 

reception. However, when the principal welcomed me as a former colleague at the 

school assembly on my first day, this relieved my uncertainties. Similarly, being 

present with the participants and talking with them informally in the field about their 

ICT usage served to build their confidence and trust in me. As a result of their trust 

and support for the study, their whole support was given in filling the forms and 

agreeing to be interviewed. 

 

3.19.2  Size 

 

In the field, I had to see who were there in order to decide on the size of my 

participant group, and after a week of orientation, I decided to interview 10 participants 

who were the key people in this culture-sharing group, and all the rest of the school 
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with a separate questionnaire survey, providing quantitative aspect to the ethnography 

in order to capture the insights of the whole culture-sharing group.  

 

While the experienced collating and analysing such a large amount of different 

data was daunting, the combination of the qualitative and quantitative data served to 

capture a holistic understanding of the culture-sharing group as well as to compensate 

for any possible bias and influence I may have had on the data collected. 

 

 

3.19.3  Observations  
 

The challenge faced in observation was not being able to capture the whole 

scene or events observed, especially the non-verbal and the nuanced aspects of 

communication. As I recorded the condensed account in my field journal, 

unfortunately some of the body language was not adequately captured. 

 

3.19.4  Interviews 
 

In the Tongan context of ‘talanoa,' the challenge faced was how respectfully 

to handle sensitive issues related to teacher’s ICT practices within the cultural values 

of ‘tauhi vaa’ and ‘feveitoka’i’aki.  
 

3.19.5  Documents 
 

One of the issues faced was locating the documents and materials from outside 

the country of study. Often it took a long time to get documents sent by air-mail, and 

in many cases, I was unable to download policies from official government websites, 

as they were inaccessible.  

 

3.19.6   Questionnaire Survey 
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One of the challenges faced in this research design has been that participants 

found it difficult to understand ICT terminology and often chose to discuss on what 

they know, disregarding the rest of the questions on the questionnaire.  

 

3.19.7  Recording, Transcription and Translation 
 

Since Talanoa methodologies refrained from using recording devices, I 

resorted to using one due to my living outside of Tonga, to ensure that I fanongo 

carefully to what the participants talanoa. As expected the recording of the Talanoa 

was often distracting to the participants and sometimes may have affected the 

information given. When participants realised that their voice was recorded, they were 

guarded in their responses to the questions posed.  

The transcription and negotiation of data long distance was time-consuming and 

complex, especially the translation of Tongan language to English, and often referred 

to studies in Tonga (Thaman, 1988; Johansson-Fua (2001) for assistance.  

 

3.19.8  An ‘insider’ and ‘outsider’ status 
 

Being a former member of AFC was one of the challenges faced in capturing 

a non-biased and objective stance toward participants and data collected. The 

ethnography design required an ‘outsider’ stance initially and later as the study 

progressed, often the researcher became native to the field. As mentioned earlier on, 

this ethnography focus only on the study of a particular aspect of this culture-sharing 

group, namely, the teachers’ perceptions of ICT usage at AFC, and not the traditional 

comprehensive ethnographic study (Green & Bloome, 1997).  

 

Secondly, to avoid my bias, quantitative designs were integrated such as the 

survey to capture the feel from the whole culture-sharing group to consolidate the 

questionnaire findings from the ten participants, observations and documents analysis. 

Although overwhelming at times, the consistencies and reliability of the findings were 

crucial in the study. 

 

3.19.9  Reliability and Validity 
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Reliability and validity are crucial components of a qualitative study and are 

often questioned. Creswell (2007, p.203) advocated the use of ‘understanding’ other 

than the validity since the latter neither guided nor informed the qualitative approach. 

Creswell (2007) argued that ‘understanding’ better encapsulates the essence of what 

was going on.  

 

The approach is taken to validate and ensure reliability in this study was the 

gathering of data from various sources, using both qualitative and quantitative design, 

the negotiation with participants about the data to use, and following some of the 

criteria set out by Spindler and Spindler (1987) in defining a ‘good ethnography.'  

These include the following criteria:  

 
observation was contextualised; hypotheses emerge in situ as the study goes on; through 

interviews, observations, and other eliciting procedures, the native view of reality is obtained; 

ethnographer's elicit knowledge from informant-participants in a systematic fashion; 

instruments, codes, schedules, questionnaires, agenda for interviews, and so forth are 

generated in situ as a result of the inquiry; a transcultural, comparative perspective is frequently 

an unstated assumption; the ethnographer makes explicit what is implicit and tacit to 

participants and, the ethnographic interviewer must not predetermine responses by the kind of 

questions asked (p.18). 

 

3.20 Conclusion 

 

In conclusion, ‘toli’ was the most lengthy and rewarding activity in the study. 

It was lengthy due to the time required to travel to Tonga; the process of getting 

permission from various ‘gate-keepers’; the meetings with participants in the field; 

taking time to ‘talanoa’ and ‘nofo’ to build rapport and confidence in my relationships 

with the participants; finalising the best tools to capture the voice of the participants; 

observing the site and teachers’ practice, recording, interviewing and collecting 

documents; and, the questionnaire survey.  
 

             It was rewarding to meet the gate-keepers and the participants and capture 

their ‘talanoa’ and nofo regarding their perceptions, beliefs, attitudes and the 

challenges faced in the introduction of ICT.    
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This chapter outlined the research procedures undertaken in this study and the 

various findings revealed. Firstly it provides the purpose of the study, the research 

questions and its nature that determined the theoretical framework used in the study, 

for instance, qualitative and ethnographic and its meanings. Secondly, it discussed 

structure used in researching, namely, the Kakala Research Framework and Talanoa 

and Nofo Methodologies. Within this frameworks, further detailed description of the 

selection of site and participants delete and their profiles. Following this part is the 

detailed description of the context of the study: its geographical, economic and social 

characteristics.  Finally, the procedures considered in the study and specifically and 

crucial is the reliability and validity of the study and measures taken to ensure that. 

Moreover, lastly the field issues faced while undertaking the study. 

 

Following this chapter are the findings captured from participants utilizing the 

various research designs mentioned above, guided by the following questions: What 

are AFC teachers’ perceptions of ICT usage? What are AFC teachers’ beliefs about 

ICT usage? What are AFC teachers’ attitudes to ICT usage? What are AFC teachers’ 

uses of ICT? And finally, what are AFC teachers’ barriers to ICT use?  
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CHAPTER 4: RESULTS 
 

4.0  Introduction 

 

This chapter presents the results of the study, which was undertaken from 19 

July 2012 to 19th August, 2012.  The methods used for data collection were a survey 

of 47 teachers using questionnaires, in-depth interview with ten teachers as well as 

observations and document analysis. The chapter presents the themes that emerged 

from the findings under each of the five guiding questions. Each theme is supported 

by quotes from participants who were interviewed.   

 

           At this outset, I would like to discuss the role of Tongan and English languages 

used in the Data Collection processes. Talanoa and Nofo methodologies required the 

use of the Tongan language to capture the meaning and context of the participants’ 

talanoa. The difficulty envisaged in this is trying to find English concepts that captured 

the definition and meaning alluded in the Tongan concepts (Thaman, 1998). For 

example, the use of ‘fakakaukau’ as perception, ‘tui’ in beliefs and ‘lau’ in attitude 

encompassed contextual meaning that influenced these Tongan concepts and are often 

not adequately presented in the English translation. Thaman, (1998) illustrated that 

teachers regarded ‘fakakaukau’ as a ‘kind of activity, that is going on in the head 

(pp.57).  The context of this ‘fakakaukau’, ‘tui’ and ‘lau’ are the most difficult to 

decipher, since Tongan concepts emerged from wealth of ‘a’usia’ (experienced) by 

the participants in ICT and English translation cannot adequately captured what their 

‘loto’ (inner person) of participants talanoa revealed.   
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4.1 Themes That Emerged From the Findings  

 

The findings presented are guided by the following research questions:   

i. What are AFC teachers’ perceptions of ICT? (Ko e ha ho’o fakakaukau ki he 

tekinolosia ‘i ‘apiako ni?) 
 

ii. What are AFC teachers’ beliefs about ICT training? (Ko e ha ho’o tui ki he 

faka’aonga’i ‘o e tekinolosia ‘i ‘apiako ni?) 

iii. What are AFC teachers’ attitudes to ICT usage? (Ko e ha ho’o lau ki he faka’aonga’i 

‘o e tekinolosia ‘i ‘api ako ni? 

iv. What are AFC teachers’ uses of ICT? (Ko e ha ‘a e ngaue ‘oku fakahoko ‘aki ‘e he 

kau faiako ‘a e tekinolosia?) 

v. What are the barriers to AFC teachers’ ICT use? (Ko e ha ‘a e ngaahi me’a ‘oku ne 

fakafe’atungia’i ‘a e faka’aonga’i ‘o e tekinolosia?) 

The results in this chapter are presented as they pertain to the five research questions.  
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4.2  Research Question 1: What are teachers’ perceptions of ICT? 

 

4.2.1   Teacher Perceptions of ICT 
 

When participants were asked about their perception (fakakaukau) of ICT they 

showed awareness of ICT’s ubiquitous presence in Tongan society as well as in school, 

and they had some idea of the capability of ICT of the students. They largely perceived 

ICT from the benefits and constraints faced specifically at their own school site.  
 

4.2.1.1  ICT Awareness 

 

  The results of investigation of teacher perceptions of ICT highlighted their 

awareness of ICT were as follows: 

(i) Awareness of ICT usage in Tonga and the world at large 

The findings of this study showed that teachers were aware of ICT’s presence 

in society, especially the use of mobile phones and cyber cafes in towns and outer 

villages.  

 

(ii) Awareness of ICT at school  
 

� Accessibility and Availability 

The setting up of AMMIS and making laptops available and accessible to 

participants meant that the exposure to ICT and its potential was evident in the culture-

sharing group practices, and 72% expressed their desire to use computers. The Deputy 

Principal reported that teachers are encouraged to use the photocopiers to cover their 

syllabus, use the overhead projector to enhance the presentation of their lessons, use 

the internet to surf for teaching resources, and the intranet for communications. This 

further exposed teacher to the potentials of ICT usage. 

 

At the outset of the project, participants reported that teachers were in the 

process of finding out these potentials, visiting social websites, playing games and 

music, although many still faced the challenge of knowing all that encompassed the 
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usage of laptops. However, they knew that these challenges could be overcome with 

training and support.   
 younger people (diplomats) Facebook start contact with it; they know how to use it, in a very 

general way (Teacher 1)   

 

83% of the respondents subsequently were aware of the opportunities that 

computers offer but 74.5% reported that there were insufficient ICT resources at AFC 

especially when and where they wanted them. Observations and ‘talanoa’ with the 

Office secretaries revealed that only one of the two overhead projectors was available 

for teachers to use, but they have to seek the approval of the Principal. In addition, the 

demand for photocopying accelerated, increasing the stress on the photocopiers, and 

increasing the expenditures relating to the cost of fixing damage to the photocopiers, 

the supply of toner and paper for printing and general maintenance costs. They also 

reported the need for better management of the photocopying needs of teachers.  
 

� Awareness of ICT Capability and Potential 
 

All participants at the outset of their interview related the great potential ICT 

for students and general administration work, but, when asked about their own 

practice, there were discrepancies and inconsistencies. For instance, some never used 

ICT, but knew about the potential of ICT just from their observations, while some had 

used ICT and based their responses from the evidence of their usages. 

 
… if you are in your 20s, the computer is something that you had access to recently cyber cafes 

are recently I think in the last decade…If you’re in your 40s, 50s and 60s, you haven’t logged 

into cyber cafes; computer to you is a word, it’s a concept, but it is not a physical thing because 

you don’t touch it…  (Teacher 1) 

 

The participants who had used ICT explored the internet and downloaded 

notes, diagrams and photocopy resources, from teacher websites and realised the great 

potential and information that could assist them in teaching, especially in an 

environment where textbooks were outdated and scarce. They asserted that they were 

aware of the great potential and opportunities that computers offered (83%). 
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…meimei i he piliote ataa…na’a mau nofo mautolu hee, ‘alu ki he neti hange ko e web ko ‘eni 

‘o e world of teaching... update pe foki he taimi kotoa,’a ia mau hu kiai to’o mai ‘emau notes mo 

e me’a kotoa mei ai mo e diagram mo e me’a e, copy mai o ‘omai o photocopy heni mo me’a… 

pea na’a mau fakatokanga’i ‘e kimautolu ‘oku fu’u sai ‘aupito…(…in free periods, we explored 

teachers world of teaching websites on the internet and downloaded notes, diagrams and 

photocopied materials…we realised the benefits (ICT)…) (Teacher 2) 

 

They agreed that the usage of ICT facilitated their planning and preparation of 

teaching materials such as assignments, hand-outs and tests, and enabled them to 

access teaching materials in the teachers’ World Wide Web (74%). The frequent use 

of ICT in their practice built their confidence and competence in utilising ICT in their 

teaching practice. 
 

� Management of Change  

 

Teachers perceived ICT as an ‘inevitable change’ and recognised the need for 

the culture-sharing group to embrace ICT in their practices. However, there was 

reservation and some participants mentioned the need to embrace ICT with diligence 

and not to rush into it. Furthermore, they voiced the need to embrace both the ‘old’ 

and the ‘new.'  

 
…changes ia ‘oku inevitable ia, pea ko ‘etau move ‘eni koia ki he taimi ‘o e tekinolosia ‘oku 

awkward kapau te tau to e hanga ‘e kitautolu ia ‘o ta’ota’ofi ‘i he me’a koia… we have to go with 

changes…”  (Changes are inevitable; we move with the time of technology; it is awkward if we 

stop it…we have to go with changes…) (Teacher 3) 

 
… ko e ‘uhi ko e hu mai ‘a e tekinolosia…na’e meimei mamalie pe taumaia ‘e lava ‘e taha ‘o 

ta’ofi ‘a e hu’a ‘a e tahi hee, na’e mei mamalie pe ‘ene ha’u ka ‘oku fakavave’i ‘ene ha’u ko e 

ngaue ‘a e me’a ko ‘eni...” (“…the introduction of technology could be incremental but it was too 

sudden… (Teacher 4) 

 

� Novelty of laptops 

 

Two participants described what happened when the laptops were distributed. 

There was excitement among teachers, and in the first few months of the introduction 

of ICT, teachers spent most of their time experimenting with their laptops. In the 

working area, huge change occurred; teachers were so pre-occupied with their laptops 
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that talking with others became minimal. During the lunch break, teachers preferred to 

stay in their working area and play games, listen to music, and check Facebook and 

other social websites, attend to their email and any other activities, rather than relating 

to others. Even in the classroom, teachers spent more time with their laptops than 

teaching. This was a period of great concern for administrators. One of the participants 

stated: 

 
graduate teachers who are teaching in Forms 5, 6 and 7 are happy to use ICT to support their 

teaching …while the rest of the teachers(shaking his head)…they sometimes… were not too 

happy…(laugh) since I walked around the classrooms and found out that most teachers were 

using the laptops for other things than for teaching. (Teacher 10) 

 

� ICT-Age 

When participants were asked about their perception of ICT their responses 

indicated a generation gap in the use of ICT between the teachers and students. They 

perceived ICT as synonymous with students’ time and the need to equip them well.  

 
 …ke lava ‘o access ki ai e tamaiki pea ke nau ‘ilo e me’a koia he ko e me’a ia te nau ‘alu kinautolu kiai…he 

ko honau kuonga ‘eni ia ‘o kinautolu… (…for the students to know ICT since that’s what they move to…since 
it is their time…) (Teacher 3) 

 

In addition, when the MOE officers demanded manual copies of the 

professional users’ teaching records instead of electronic copies, the response from the 

participants revealed the generation gap in ICT usage: 

 
…’ai ai e kuonga kuo mau ‘osi fakapikopiko kimautolu he tohitohi polopeni…’a ia ko e 

fa’ahinga me’a ia ‘oku te sio atu ‘oku mo’oni pe ‘enau lau ‘anautolu mo e fa’ahinga view pe 

foki ia ‘akinautolu ‘i he taimi ia koee..te nau kei peti’ia ange pe kinautolu ia he founga koee… 

(At this age, we are lazy to write with pen...I can see that what they said was true based on 

their perceptions from their days…they preferred only those ways... (Teacher 3) 

 

From the findings, there was a marked difference between participants who 

were aware of ICT and explored the functions of laptops and those who were aware of 

computers as a concept but had not touched them. The latter refused to consider using 

laptops somehow they felt overwhelmed and daunted by all the expectations attached 

to the use of laptops. 
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…others just look at it and just give up…so the older teachers find it more daunting, over time 

they will get comfortable with it but I think when it comes in so quickly… it’s just well 
overwhelming… (Teacher 1) 

 

 

(iii) Awareness of Traditional teaching versus ICT assisted teaching 

 

The participant below referred to the tedious and tiring task of writing the 

students’ notes on the blackboard, compared to handling out sets of photocopied notes. 

He perceived that through ICT, time is saved, to attend to students learning.  

 
…manatu’i pe taimi koee, ko e kau faiako ko e fakafalala pe ki he palakipoe, me’a kotoa pe ke 

hiki, hiki kitautolu pea to e hiki mo e tamaiki ako… pea a’u ki he taimi ni…hange ko e 

exercise…ko ‘ene ‘alu’i kotoa pe kia kinautolu pea lahi leva hoto taimi ke takai holo ‘ia kinautolu 

‘oku palopalema …‘oku ‘ikai ke ‘i ai ha’ate taimi ia ‘e mole he hiki..” (“…remember those times, 

the teacher relied on the blackboard, everything to write on the board...you write and students 

copy…but now, like exercise…you just give everything to them [photocopied hand-outs] and 

you have more time to walk around and help students’ problem…no time is lost in writing [on 
blackboard]…) (Teacher 10) 
 

The participants were aware of their former practice without technology and the 

benefits technology imparted to their current practices. 

 

(iv) Awareness of the financial cost of ICT to the school  

 

Five of the participants were aware of the financial impact of ICT on the 

school. While the professional users perceived this as a necessary cost for the 

development of the school, the other participants questioned the appropriateness of the 

ICT development to the school, and highlighted its maintenance costs.  

 

Furthermore, respondents also reported that they were fully aware that they had 

to pay T$300.00 for the laptops, and that they then owned them. This money was 

collected for maintenance of the laptops, and buying new ones for the new recruits. 

These corresponded to the former principal’s report on the funds’ purposes, however 

participants reported that this fund was not accessible or available.  
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(v) Awareness of the social privilege of ownership of ICT equipment 

 

Participants also shared the benefits of having personal computers since 

teachers do not have the funds to purchase personal computers. Thus, making laptops 

available to them ensured not only accessibility but also alleviating the social 

inequality amongst teachers and their various families.  

 

(vi) Owning Laptops as a Right and Privilege 

 

Some of the participants pointed out that they were excluded from the initial 

distribution of laptops due to their old age and lack of ICT skills. They argued that 

they should also have had the right to be given laptops, since the ex-students projects 

was a reward for their long-service working at AFC. They were given laptops at a later 

stage when they voiced their grievance to the Principal. However, since they had no 

ICT skills, they gave them away to family members who have ICT competencies.  

 

4.2.4.   Perceptions of ‘Benefits’ and ‘Problems’ of ICT usage 
 

When the participants shared their perceptions (fakakaukau), they 

demonstrated their views by elaborating on the benefits and problems related to ICT 

usage. The long-serving teachers at the outset gave brief outlines of the benefits of 

ICT, probably on average about, five minutes, while they spent more time discussion 

the problems of ICT. On the other hand, the rest of the participants discussed more on 

the benefits of ICT more than the problems (Figure 4.1).  
 

Figure 4.1: Perception of Benefits and Problems of ICT Usage (Fakakaukau) 

 Perception of Benefits Perception of Problems 

 Long service 

teachers 
Make some administrative tasks 

easier, like typing examinations, 

photocopying  

 

Good for students’ use and 

learning 

Computer skills not required for sitting 

examination in Maths and Tongan Studies 

 

Students are not learning from photocopied 

notes 
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Enable young teachers to 

improve their teaching and 

recording 

 

ICT is innovative and provides 

future direction for school 

performance improvement 

 

 

 

Students’ writing ability becomes obsolete from 

too many photocopied notes from other 

teachers 

Teachers spending more time with laptops than 

students 

 

Increase financial  burden to the school 

 

Laptops should be given to long-serving 

teachers and examination class teachers not 

new recruits/because it is a reward for 

dedication and long service. 

 

Impersonal relationships between students and 

teachers in using the laptop for roll call 

 

Less interaction amongst teachers, since most 

are too busy with their laptops 

 

Communication to teachers and students are 

impersonalised when announced via the 

Wireless Intercom 

 

No control over students’ and teachers’ access 

to the internet ( ICT usage) 

 

Professional ICT 

users 

AMMIS programme is the best 

effort to improve school 

management and teaching 

 

Better teaching resources from 

the internet, updates and helps 

the presentation, notes and 

teaching resources 

 

Possibility to link and share with 

teachers’ work all over the world 

via the internet 

 

Teachers withhold data from the school office 

(they do their work manually). When they 

realised that their movements are being 

monitored too, they intentionally withhold, do 

roll call manually and instead of transmitting to 

coordinator immediately, manually deliver them 

after school. Deliberate attempt to sabotage. 

Which defeat the whole purpose of the AMMIS 

in the first place. 

 

Teachers not making good use of their laptops, 

resources on the internet etc. to improve 

teaching 
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Teachers perform their 

administrative work on their 

laptops and send them via a 

wireless network to the 

secretaries at the central office to 

be printed. They do not have to 

leave the classroom.  

 

Teachers use laptops to prepare 

lesson plans, schemes of works, 

assessment, reports and other 

administrative tasks such as roll-

calls, and use overhead 

projectors. 

 

Improvement in students’ 

passing grades, as students are 

attentive to ICT presentations 

 

Saves wastage of papers when 

data, examination forms, reports 

and printing requests, were sent 

online to HODs and 

Administrators. 

 

Saves time for more teaching 

when notices are sent via 

Intercom rather than in morning 

staff briefings. 

 

 

Teachers’ personal use of laptops, mobile 

phones during school and class time, 

neglecting students’ learning 

 
Locally Trained 

Diploma holders 

(diplomats) 

Useful projects 

 

Owning Laptops – further 

empowers and motivates 

teachers’ teaching 

 

ICT training is urgently needed, including basic 

computing skills; software; social websites; 

presentation of teaching resources using 

overhead projectors. 

 

Frustration about how to manage and keep 

laptops from being damaged with lack of ICT 
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Students learn better with the 

visual display of notes and 

pictures 

 

Better teaching resources found 

on the internet 

 

Better management of teaching 

resources for teaching and 

students’ learning records. 

 

Easy access to students’ data – 

helps to know students better. 

 

Work from home using Laptops 

in preparation of teaching 

resources – saves more time 

than writing by hand. 

 

Teacher's learning by exploring 

all the functions of laptops, such 

as social websites, etc. 

 

skills and the threat of viruses due to the 

downloading of files from the internet. 

 

Lack of ICT support from ICT coordinator. 

 

Expensive to fix laptop damage. 

 

 

Source: Tu’ifua-Kautoke Field Data 

 

Fig. 4.1 above illustrated the differing perceptions (fakakaukau) of the three groups 

with respect to the benefits and problem associated with ICT use at AFC.  
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4.3 Research Question 2:  What are AFC teachers’ beliefs about ICT usage? 

4.3.1   Teacher Beliefs about ICT usage 
 

When asked about their ‘tui’ (beliefs) about ICT usage, the following themes 

emerged: 
 

(a) ICT is Useful for Teaching 

 

The responses from the participants unanimously believed in the usefulness 

of ICT to basic teacher practices like typing, keeping things orderly, and the ease of 

changing and managing students’ records, attendance, assessment and routine tasks. 
 

…ko hono lelei ‘oku faingofua ange e ngaue ‘a e kau faiako ki hono lekooti mo hono tauhi ‘enau 

ngaue ‘i he ngaahi tekinolosia ko ‘eni, faingofua...to e vave ange…vave ange hee … (…the 

benefits is that it is easier for teachers to record and manage their work with the technology 

(laptops), it’s easy and fast). (Teacher 4) 

 

Participants also reported that availability and portability of laptops made work 

from home easier. Preparation could be done at home in their own flexible time and 

saved into their laptops without having to write or print. Also, students database are 

stored in the laptops hard disks, which enables easy access when filling in students 

marks and recording their performances.  

 

Of the ten participants, five had great beliefs in the potentials of ICT to enhance 

teaching and students’ learning. Of this five, four were degree holders and one was a 

diplomat (holds a teaching Diploma). They shared their past teaching experiences 

compared to their current use of ICT. Apparently, teachers who had prior ICT 

knowledge and skills favoured the school development of ICT because of the benefits 

they encountered in their teaching practices. In addition, their teaching loads were 

made easier with the use of ICT, enabling them to work more efficiently than their 

previous practices without ICT.  

 
’Ikai ke te fakafalala pe ki he textbook, te lava pe kita ‘o ma’u ai e ngaahi notes ‘oku fu’u lelei 

‘aupito compare ki he me’a na’a te fakafalala ai ki he textbooks…’oku lava pe ‘e he computer 
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‘o update mai e ngaahi me’a kehekehe….fakakatoa kiate au ‘oku faingofua ki he’ete 

ngaue…fakatauhoa ki he ngaahi taimi koee hange kiate au ko e technology ‘oku fu’u ‘aonga 

‘aupito…(…no longer rely on textbooks, I can get better notes than the ones in the 

textbooks…the computer can update so many things…on the whole, the work is 
easier…compared to those times…to me, technology is very useful…) (Teacher 9) 

 

Furthermore, their teaching resources such as teaching notes, diagrams, lesson 

plans, assessment tasks, were much more up-to-date than the textbooks they had. All 

the five participants shared the teaching websites that they used to download teaching 

resources from, and described how this helped their planning and preparation.  

 
…ko e kii website pe na’a ku ma’u he university … ‘oku ‘aonga ‘aupito… e fo’i website koia, 

‘oku meimei ko e ngaahi a power point he e ‘o e fo’i lesoni pe koia, katoa e lesoni mei he English 

ki ha fa’ahinga lesoni pe... (I got this website from the university….it is very useful 

website…almost all power-point presentations in all subjects from English and any 

subject…)(Teacher 9) 

 

Most of these teachers shared these websites amongst themselves and used 

resources to improve their teaching notes and resources for students’ learning. They 

were confident of the benefits reaped from the use of ICT. These were the senior 

teachers of the school and they had prior ICT knowledge and skills from their 

undergraduate studies.  

 
…ka ‘i he’eku tui ko e ‘a’aku ia, ‘oku sai’ia ‘aupito pe he tekinolosia ‘i he’eku experience ‘i he 

me’a na’a ku ako ai. I was in the classroom he ta’u ko ‘eni ‘e ua ko ‘eni ‘oku fu’u aonga lahi 

‘aupito e tekinolosia ia ki he ako… (…my own beliefs, I really like the use of technology in my 

experiences my study (graduate studies). I was in the classroom for the last two years and the 

technology is very useful to the school…) (Teacher 3) 

 

(b) Subjects Teachers’ Beliefs 

 

The study revealed that subject teachers varied in their beliefs about ICT 

usage. The Science, English and Geography teachers valued the contribution of ICT 

to their practices while the Mathematics and Tongan Studies teachers believed that 

ICT was not significant to their subjects’ syllabus. 
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� Proponents of ICT usage 

 

Science teachers 

 

Of the five participants, four were from the Science department that were 

prominent in their advocacy for ICT usage and its benefits. This group had frequent 

used of the teachers’ worldwide websites and had developed an innovative mindset to 

further advance ICT usage so that the use of overhead projectors and the electronic 

whiteboard replaced blackboards and traditional ways of teaching. They believed in 

using ICT to enhance Science knowledge and skills especially the use of the overhead 

projectors to deliver improved notes for students. At the same time, they reported the 

enthusiasm and alertness of their students increased when they used ICT in their 

teaching. They felt that the usage of ICT better enabled the presentation of diagrams 

and differentiation of the structures in living and non-living things, whereas these 

structures do not show up well when photocopied in black and white.  

 
…’I he loki saienisi, ne tu’otaha pe ‘emau borrow e overhead projector … na’e fu’u faingofua 

‘aupito, hange ko e diagrams…colour foki ia he textbooks pea to e mahino ange ai e fanga ki’i 

parts, ka ko e taimi koee ‘oku photocopy e ‘uli’uli kotoa pe ka ko e hulu’i fakataha mo hono 

colour he overhead ‘oku mahino ange ki he tamaiki… ‘i he taimi tatau ‘oku te fakatokanga’i e 

tamaiki ‘oku nau manako ke nau sio kiai, ‘oku nau tokanga ki he ki he taimi ‘oku hulu pehe ai ‘i 

he’ene ‘asi koia he holisi… (…in Science, we once borrowed the overhead projector…it was 

much easier… like diagrams in Science,…it is coloured, and parts can be differentiated, but 

when photocopied, it is black but when presented through the overhead, students can 

understand better, differentiate the various parts in the diagram…at the same time, the students 

enjoyed and attentive to the presentation…) (Teacher 2) 
 

English and Geography teachers 

 

Participants from English and Geography departments showed a great belief in 

the usefulness of ICT in their teaching especially in relation to with teaching resources.  
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� Opponents of ICT Usage 

 

Mathematics Subject teachers 

Compared to the participants teaching Mathematics, contrasting views 

regarding their beliefs in ICT were captured. The long-service participants had strong 

beliefs regarding teaching Maths the traditional way of teaching using the blackboard. 

He believed the necessity of teaching Maths in the traditional way since the 

requirements stipulated in the examinations require them to manually calculate mean, 

median and so forth. He insisted on the use of calculators since the examinations 

expected students to use calculators, but concerning the use of ICT to teach Maths, he 

was very much reserved.  

 
…ko hono mo’oni ‘o na ia mo e anga foki ‘o e kalasi koeni ‘oku ou ngaue ki ai tautautefito ki he 

Fika ‘oku….’oku ikai ke fu’u mahu’inga ia… tahaa nai te ne lava ‘o ‘alu mo e ngaahi me’a koia 

ki he sivi…koe calculator pe……. me’a tefito pe ia ‘oku nau fiema’u lahi kiai…..pea ‘oku totonu 

pe ke teu’i kinautolu ia ‘o fakatatau ki he me’a koee te nau faka’aonga’i ...meimei oriented foki 

e me’a ia a tautolu ‘i he sivi… (…the fact is…this class I teach especially with Maths…ICT is 

not that important…since they are not going to take those things to the exams…only the 

calculator…that’s the only tool they needed…and it’s important to train them according to what 

they used in the exam…almost everything is exam-oriented…(Teacher 7) 

 
 In teaching Maths, I still use the blackboard and chalk to demonstrate the content required. 

Students can use calculators, but not computers, I do not think it is necessary since at the end 

of the day, they will sit the examinations and the skills of computing is not required….well in 

their projects they can ask someone to help with their statistical analysis using computers, but 

traditional way is the best for Maths (Teacher 7) 

 

The Maths Department had been fortunate to have a fully ICT computerised 

laboratory with sophisticated educational software established within with related 

teaching ICT infrastructures 30 computers, 30 headphones, a scanner, printer, 

photocopier, overhead projector and a screen in an air conditioned room. Both 

participants believed in the great benefits of this programme for Forms 1-5 classes but, 

unfortunately, the programme was underutilised due to various compounded reasons: 

lack of training; no access to laboratories and poor management of the project ICT 

infrastructures that are explained detail in Question 5 below.  
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Tongan Studies 

 

While, on the other hand, the Tongan Studies participant believed in giving 

notes to students to write and also manually record students performances and 

teachers’ planning in the planner book. She stressed the importance of writing to 

improve handwritings rather than just giving hand-outs. In addition, she believed that 

teachers learnt their teaching focus and aims from writing them down. 

 
…’oku ou sai’ia he lekooti koia he manual ‘i he pepa…he ko hono ‘uhinga…ko e fo’i me’a ‘e ua 

‘oku mau ai: ko e lekooti ‘o maau ai e me’a pea ‘i he taimi tatau ‘oku te ako ai...ko e taimi koia 

‘oku te hiki ai te ma’u loto ai e hingoa e tamaiki pea mo e mo e ma’u loto ai ‘ete  task ko ‘ete 

taumu’a koia ‘oku te teuteu ke fakahoko ki he fanau ako… (…I like recording manually in the 

book…the reason is…there are two: recording and organising and at the same time learning 

from it…when you write you memorize students’ names and learnt the aims and activities 

prepared for the students…) (Teacher 4) 

 

(c) Beliefs about the Ministry of Education (MOE) Verification Visit Requirements 

 

Evidently the participants related a recent event that confirmed the long-service 

teachers’ beliefs on ICT usage, and the great disappointment to the professional ICT 

users group. The recent verification visit (2011) by the MOE to AFC applauded the 

long service teachers for the well-kept and recorded students’ work in teachers’ 

workbooks as well as the students’ attendance register, the professional users were 

asked to provide the manual copy plus their submitted electronic copies. Below is one 

example of teachers who had manual copy only: 

 
…fakataataa mahino pe...taimi ne mau fai ai ‘emau 'a’ahi heni…na’e omi e ‘Ofisi Ako he ta’u 

kuo ‘osi o ‘a’ahi e na’e 'oatu e ‘u pepa koee a e kau faiako ‘o ‘a’ahi…ko e ko e advice koia mei 

he ‘Ofisi Ako, ‘ai ha manual pea toki ‘oange ‘a e laptopu ko hono ‘uhinga ko e taimi ‘oku hoko 

ai e palopalema e natula ki he me’a koia ko e me’a pe ‘eni oku ke tauhi pea ko e me’a pe ‘eni 

‘oku kei tauhi e he Potungaue ‘a e Puleanga ‘o a’u mai ki he ‘aho ni… (This is a concrete 

example…when we had our verification visit...the Education officers last year came and 

teachers workbooks were submitted, but the advice from the Education officers were to 

complete the manual copy first, and electronic copy secondly, since if there were any problems 

with electricity, it’s only the manual copy that still exists) (Teacher 4) 
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On the other hand the professional users’ reception of the Education Officers’ 

feedback regarding the electronic copies was as follow: 

 
…even with the Ministry when we do the roll on laptops its fine well I mean, “I got to see a book, 

got to see this and see your book marked”...wow…fine our electronic system is finally… patchy 

but it started, guess it’s good to have the paper back-up, that’s fine but to have the Ministry not 
accepting it…I do not know… (Teacher 1) 

 

I find it amusing that the Officers from the MOE last year in their verification visit, and we, like 

me, I record my marks in the laptop and I print them out and paste to my workbook and put in 

the folders…when they came, they commented…they preferred that we provide manual copy 

not the electronic copy…but they should see its already print and that’s the hard copy, and that’s 
the software… (Teacher 3) 

 

Interestingly, the emic perspective of participants 1 & 3 and 4 clearly reflected 

the contrast between the perceptions and beliefs of the long serving teachers and the 

innovators. While the long service teachers’ beliefs about ICT were confirmed in that 

their manual practices corresponded to MOE Verification Visit requirements, the 

professional users’ responses showed disappointment regarding the MOE verification 

visit and the rejection of their electronic copies and printouts. This incident bore 

witness to the external factors which influence teachers’ use of ICT at AFC.  
 

The above findings showed teachers’ beliefs about ICT usage were reflections 

of their experiences in their pre-service training; graduate training; ICT training; 

subject curriculums; MOE policy; ICT usage; Tongan Christian values; AFC school 

mission and values; and school administration activities.  
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(d)  Beliefs about the importance of Teachers’ Tongan Christian values 

 

Throughout the ‘talanoa’ about their beliefs, participants consistently and 

strongly  referred to the expected behaviours and roles of teachers at school, the 

expected relationships, the good communications, and inter-personal 

relationships amongst teachers.  

 

 

 

(i) Commitment to teachers’ roles 

 

Three of the long service participants believed that ICT had not been of 

significant use to their teaching practice. They performed their duties effectively 

without the reliance on ICT. However, their adverse reactions to ICT usage were based 

on observations of ICT practices and usage at school. They expressed their concerns 

about teachers’ inappropriate use of ICT and subsequently result in neglecting 

students’ learning.  

 

(ii) Good and Honest Relationships and Good Communication 

 

Good and honest relationships were emphasized as important, between the teachers 

and management team, and between teachers themselves. Communication was felt to 

have broken down somewhat when the wireless intercom was used to relay messages 

to teachers.  

 
Ko e me’a foki ia ‘e taha ‘oku mahu’inga ‘a e relationships, ko e taha foki ia ha me’a mahu’inga 

‘i he admini ko e good relationships mahu’inga mo e honest relationships…(One of the important 

entities is relationship, and it is very important in the administration…it is good and honest 
relationships…(Teacher 5) 

 

On the other hand, the view from the Management team was that by informing 

them through the Intercom, teachers would not have to waste time having to come to 

the office to be informed of the programme for the day. This misunderstanding further 



 

111 
 

 

contributed to poor working relationships between the administration and those who 

preferred morning briefings with the Management Team. 

 
 …’ai foki hange ko e fu’u system ko ‘eni,…‘o ne fakalele ‘e ia e apiako, pea ‘oku dictate mai e 

everything ….everything is dictated in a piece of iron …there’s no human relationships hee… 

(…in this system (wireless intercom), run the school, everything is dictated by a piece of 

iron…there’s no human relationship…) (Teacher 5) 

 

(iii) AFC  a  ‘Family’  

 

Some of the staff routines like having morning tea together ceased since 

teachers were busy with their own laptops. Long service teachers derived satisfaction 

from sharing meals and conversing with other teachers. The administration team 

realised and acknowledged the importance of this notion of group meals in building a 

‘family’ at AFC as emphasized in the school mission, subsequently, the reinstated of 

morning tea in the time of the study.  

 
…na’e ‘i ai pe ‘u morning tea kimu’a...ko e taumu’a pe morning tea ke tau fakatahataha kiai…  

ka neongo hono feinga’i koia ke fakataha e kau faiako ki hee ko e ni’ihi pe ‘oku o ange…ko e 

ha? Ko e mo’ua pe he laptopu…taimi foki ia ‘oku faingamalie ai ke nau fai ai ‘enau me’a 

fakalaptopu… (…before we had morning tea, with the aim to unite us there…despite the effort 

to get teachers together, only a few turn up…why? Busy with laptops…) (Teacher 4) 

 

 

(iv) Rift between long service teachers and professional ICT users 

 

Long service teachers who had faithfully served AFC and held respected roles 

as Head of Department and experienced faka’apa’apa’i (were well respected for their 

age and experience), were now branded as ‘olo kuonga’(old timers), made fun of, for 

their inability to use ICT causing tension between the two groups. Furthermore, respect 

towards elders and the integrity of maintaining these inter-personal relationships of 

feveitokai’aki was weakened and undermined by the introduction of ICT, as observed 

by participants’ language used.  
 

(v) Neglect of Students 
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Another issue faced by this culture-sharing group was the use of mobile phones by 

teachers during class time and the neglecting of students. The participants related that 

this issue had been addressed several times at staff meetings.  

 
…pea to e me’a tatau pe he telefoni, ka taa mai ha taha ia…nau o kinautolu ‘o telefoni ‘i tu’a ka 

e tuku e kalasi ko e me’a ia mahu’inga ia ‘oku tau omi ai… (…the same with telephone (mobile), 

if someone called…they (teachers) went out and phoned neglecting the very students to whom 

we are here for…) (Teacher 6) 
 

 

(vi) Tongan Catholic Teacher Call 

 

Again these participants questioned the ethics embedded in the roles of 

Catholic teachers. Teachers see their work as a ‘call’ from God rather than any other 

reasons. Moreover, the school mission emphasized the building of ‘family’ with the 

shareholders and the importance of relationships. However, the lack of commitments 

and poor relationships that resulted from the current ICT usage experienced at school 

is illustrated in the concern below. 

 
…ko fe leva ‘a e ‘ofa ‘apiako? Hee...ko e fe leva ‘a e tauhi koia e vaa mo e matu’a? na’e talamai 

ko ‘etau ‘i heni ko e ngaue ki he 'Otua? ‘ikai ke u tui au kiai!! Ko e me’a oku ou tui au kiai ko 

‘etau ‘I heni ‘a kitautolu ko e ngaue pe ki he pa’anga… (…where is the love for the school? 

Where is the building of good relationships with parents? We were told that our being here was 

to do God’s work? I don’t believe that!! What I believed is that we are working for money only…) 

(Teacher 4) 
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4.4. Research Question 3: What are AFC teachers’ attitudes to ICT usage? 

(lau) 

 

4.4.1  Teacher Attitudes to ICT usage 
 

The participants were asked about their attitude towards ICT usage and the following 

themes emerged: 
 

4.4.2   Positive Attitudes 
 

Participants who showed positive attitudes talked about the benefits of ICT to 

their practice as teachers. They experienced the potential of ICT by using them in their 

administrative roles, as well as exploring ways that helped improve their teaching 

practices. Evidently, teachers who frequently used ICT for their school practices had 

positive attitudes to ICT usage. Moreover, previous ICT learning and exposure, 

teaching experiences using ICT as schools and improvement in their lesson planning, 

preparation, assessment and records confirmed their good attitudes towards using ICT.  
 

(i) Previous ICT learning 

 

Five of the participants had just recently returned from their undergraduate 

studies and found their experiences there contributed to their positive attitude to and 

acceptance of ICT in their teaching practice. Their prior knowledge of ICT usage and 

access to AMMIS technological devices elevated their confidence in utilizing ICT for 

administrative and teaching purposes. The responses below reflected the attitudes of 

these proponents of ICT usage. 
 
If I did not attend USP, (shaking the head) I will be just like those who are against the usage of 

the laptop because I did not know anything about ICT then. I had benefitted immensely from 

my lecturers and all the training of using ICT for pedagogical usage in teaching, helped me to 

see the  potential and benefits that this project has for students at AFC….Since I returned, I 



 

114 
 

 

have done all my preparation, up-to-date notes, exercises, tests, experiments and so forth. In 

my first year, my students passed with mostly grade 3 and 4, then I adjust and modify my notes, 

and the subsequent results showed great improvement with Grade 1 and 2 and a high 

percentage of pass. I hope that teachers will see the benefits of ICT (laughing). (Teacher 10) 

 

(ii) Efficient ways of recording and monitoring students’ attendance 
 

  One of the benefits of the AMMIS was the monitoring of students’ attendance 

in class. At the outset, as mentioned above, students were more attentive when they 

knew that their attendance was monitored. Unfortunately due to technical problems 

faced by teachers, somehow monitoring was not as efficient as before. 

 
… ‘oku ou sio he fo’i polokalama polokalama faka’ofo’ofa ‘aupito… hange ko emau ‘u 

laptop...taliui fakakalasi a’u ki he option ‘oku taliui e faiako mei ai...pea u toki send mai leva e 

fo’i softcopy ki ‘olunga ni [administration]....’i hono send mai pe...ko e fo’i piliote hoko pe ‘e ilo 

ai pe kau tama naa nau toki tomui mai… mo e kau tama naa nau tali ui pongipongi pea ikai ke 

nau ‘asi mai kinautolu he lesoni hoko... .’a ia ‘oku asi pe ia ’i ‘ofis i ni heni pea te nau ui ange 

leva kinautolu ‘i he system ‘a e kau hola kotoa ‘i he piliote ‘uluaki ‘o tanaki’i mai kinautolu ia… 

(…I can see that this programme is very impressive…like our laptops…class roll-call and 

options class…send electronically to the administration, once received, the very next period, 

students who were late and those who were present at the morning roll-call and did not attend 

in their next class…all shown up at the office and they will call out from the system [wireless 

intercom] those who missed classes over to the administration…) (Teacher 8) 
 

(iii) Improvement in teaching resources 
 

Four of the participants were very positive and motivated by how easy access 

to the internet and owning a laptop had improved their teaching practices and updated 

their notes, exercises, assessment exemplars so that they correlated to what was 

prescribed in their teaching syllabus.  

 
’oku mahino ‘aupito pe ‘ene sai ‘ana iaa …ngaahi me’a ngaue fakalakalaka …tautautefito hange 

koe internet, pea to e faka’inasi kimautolu taki taha ‘ene laptopu e… ka koe taimi ni ‘oku te ‘alu 

pe kita ki he ngaahi websites ki ai ‘oku ‘osi ha’u kakato kotoa pe ‘a e nouti e…ko e fo’I website 

ai ‘oku ou fa’a faka’aonga’i e au ko e Science Form 5 mo ‘eku Chemistry Form 6…si’isi’i ‘aupito 

ha me’a ia teu to e ‘i ai haaku liliu kiai…print mai pe ia mo e exercise, ko e lab mo e mea kotoa 

‘oku ha’u katoa…’a ia oku faingofua ‘a e teuteu lesoni…a ia ko e tafa’aki ia ki he internet… 

(…the benefits of these development tools…especially internet and we were given laptops 

each…now you can go to websites where all the required notes are found…the websites I used 
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is Science For 5 and Chemistry Form 6…there’s very little changes made…just print them with 

exercises, labs and everything are there…so, it is easier to prepare lessons…that is the use of 

internet…)(Teacher 10) 

 

With regard to the extent teachers used ICT within their teaching practice 

participants stated that ICT is a useful resource for impacting some areas of the 

curriculum (41%). ICT provides valuable resources and tools to support student 

learning, it also provides teachers with efficient presentation and communication tools. 

However a small number of teachers (24%) believed that ICT has limited capacity to 

provide benefits in the classroom. 

 

4.4.3   Negative Attitudes 
 

Participants who showed negative attitudes were the long service teachers who 

did not use laptops for their teaching practices. They were given laptops at the outset 

of the programme but they refused to make use of them and had given them to their 

family members to use. Their negative behaviours resulted from their experiences of 

the ICT usage at school and also, it reflected that they were familiar with ICT, and they 

found ICT challenging to their practice, more than their lack of ICT knowledge and 

skills. They valued the commitment of teachers to their roles, the importance of 

building good and honest relationships, the importance of students as mentioned in 

their comments above, and consequently they perceived negative influences on these, 

sometimes a displacing of these, by ICT. The following comments revealed the 

negative attitudes these teachers held regarding the laptops’ usage. Much of this 

stemmed from their observations of other teachers’ practices at AFC. 

 

(i) Computing skills not necessary for examinations 

 (Teacher 7): …I don’t think it is necessary since at the end of the day, they will sit 

the examinations and the skills of computing are not required…  

 

(ii) ICT is insignificant for teaching 
(Teacher 4): … ‘oku ‘ikai pe keu teiteu tui au ki he faka’aonga’i ‘o e leputopu he faiako” 

(I never trusted using laptops for teaching) 
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(iii) ICT is disturbing to Teaching 

(Teacher 4): …’oku fakahoha’a a’ e me’a ko ‘ena ki he ki he fakalele koee pe fakahoko 

‘o e fatongia fakafaiako (disturbances to teachers carrying out their teachers’ roles)  

 

(iv) ICT is a curse 
(Teacher 5):…I am sorry but technology at ‘Api Fo’ou is a curse…  

(v) Distraction, Laziness and Wasteful expenditures 
(Teacher 6)”…lahi ange ‘ene uesia…lahi ange ‘ene distracts…to e fakatupu fakapikopiko ange, 

pea mo e fakatupu fakamole pa’anga… (…more problems caused…too much distraction, more 

laziness, and wasteful use of funds)  

 

(vi) Poor Role-modelling for students 

 
(Teacher 5):’e lepitopu pe kau faiako ia ka e lele takai noa’ia pe tamaiki ia (teachers busy with 

their laptops, students are left unsupervised)  

 

The problem regarding teachers’ poor attendances to students’ learning when ICT was 

introduced was a major concern to management and senior teachers.  

 

The majority of diplomats showed negative attitudes toward ICT, attributed to 

their lack of training, the limited accessibility and availability of ICT, and a lack of 

time for preparation and management of the computer laboratories. They reported the 

following challenges: 

� Insufficient number of ICT Resources (printers, scanners, etc.) for effective use of 

computers 

� 72% reported a lack of technical knowledge to prepare materials using ICT 

� A lack of professional development opportunities for gaining knowledge and skill 

(66%). 

� A lack of ICT support for teachers in understanding laptop usage 

� Not enough time to prepare materials using ICT (36%). 

� Inefficient schedules and programming of the AFC computer laboratory (34%). 
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4.5 Research Question 4: What are AFC teachers’ uses of ICT? 

 

When participants were asked about their ICT practices, the following themes emerged 

from their responses. 

 

4.5.1   Administrative 
 

(i) School Administrative work 

Six of the participants used laptops for school administrative tasks, such as 

taking students’ attendance in every class and sending them to the ICT coordinator.  

Relating to AMMIS, laptops were used for immediate monitoring of students by the 

administration and also to track teachers’ attendance in classes. This was identified 

when teachers carried out their roll call electronically and submitted it to the ICT 

coordinator 5-10minutes after the bell rang for each period. Most of participants 

believed in the efficiency of this procedure, since students’ attendance to class 

improved at the outset when they realised that their movement was monitored. 

However, due to the additional use of the tool to monitor teachers’ attendance, some 

teachers did not submit the data electronically. Due to technical problems and such 

human behavioural issues, this procedure did not working efficiently during the time 

of the study, and is further explained in detail in research questions 4 & 5 below.  

 

� 3-Year Students’ e-Database 

AMMIS had built into the system a 3 years database for students, enabling 

teachers to see their students’ performance longitudinally and further assisted them in 

developing teaching strategies that would help students.  

 

� Electronic Storage of Data Forms Student’s Performance Forms 

All data forms from AFC and MOE are stored in the AMMIS for easy access 

and submission of data. Forms like student report forms, class lists, performance in the 

last three years, students’ profiles and so forth.  

 

For mid-year and final examinations, the participants related that within the 

AMMIS, marks capture forms were available for electronic submission of marks and 
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also records of students’ behaviours. All the work of standardizing marks and inputting 

them were done electronically, and staffs were given the students’ report cards on the 

distribution day. The participants revealed that all their signatures were installed within 

the programme. This operation made work easier for them.  

 

� Communications between HODs and Subject teachers 

Participants also typed examination papers and sent them to their Head of 

Department (HOD) for approval. All communications were done electronically. Once 

approved, examination papers were printed out and photocopied, which saved much 

time and wasteful printing of papers. 

 

� Use of Overhead Projectors for teaching 

Use of overhead projectors was confined to only the few who knew how to 

operate them. There were reportedly two projectors at the school, but only one was 

sighted during observations at the time of the field study, and approval to use it came 

from the administration. Administrators themselves used the overhead projector often, 

as one of the participants observed. 

 

(ii) Teachers’ administrative work 

 

Six of the participants found the use of laptops useful especially outside school 

teaching time. They prepared their lessons and assessment ahead of time. They used 

the laptops for their roll call, report cards, students’ performance records, and 

behaviour records and health data were all accessible. 

 

� Professional use of ICT in lesson preparation and planning 

Six of the participants frequently used the internet to access to worldwide 

websites for teachers, to download notes, assessment exemplars, diagrams and all the 

necessary information that corresponded to the syllabus of their teaching subjects. Five 

of these were exposed to the internet during graduate studies, while one participant 

and another observed mentioned the great potential of the internet in housing 

information regarding their subjects. This was further supported by the survey 

respondents where they agreed that usage of instructional ICT would make it easier 
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for them to prepare class materials such as assignments, hand-outs and tests, as well 

as makes it easier for them to access teaching materials in the World Wide Web (74%). 

These downloaded materials were photocopied and used as students’ hand-outs. 

However, this in turn raises possible pedagogical issues about the suitability of 

materials not designed for the Tonga context. 
 

(i)Use of photocopying  

 

The school has three heavy duty photocopying machines to cater for teachers’ and 

students’ needs. Photocopying was a practice encouraged by the administrators in 

order to provide students with up-to-date notes and resources and to ensure that the 

syllabus was covered in time.  
…’oku ou poupou’i ‘e au ia ‘a e me’a koia…ke 'oange e faingamalie ke faingofua e ngaue ‘a e 

faiako… ‘oku ou fa’a ui pe ‘e au e kau HODs ‘o tala kia kinautolu ke fakaaonga’i e misini...he 

‘oku ikai ke totonu ke ‘asi e me’a na’e asi hotau taimi o tautolu ke tomui e silapa… (…I support 

the photocopying…to facilitate teachers’ work…I often called the HODs, to use the machines 

(photocopiers)…since the issue of lateness of coverage in our time should not happen 

today…”) (Teacher 10)  

 

However, two of the participants responded that the practice of photocopying not only 

caused students’ handwriting skills to become obsolete but also piled information in 

the students’ workbooks without explanation, contributing to students learning 

difficulties.  

 
…pea photocopy ‘eku ngaue ‘o ‘alu ‘o tufa, ‘e pile up he naunau e fanau ’o ‘ikai ke ako ia, ko e 

me’a ia oku ui ko e matamatalelei fakafa’itoka…ko e matamatalelei ‘a e pepa ka ‘oku ‘ikai ke 

‘ikai ke fai ha ngaue ia… (…when photocopying notes and then handed them out to pile up in 

students’ workbooks and no studying takes place, it’s like (Tongan proverb), the ‘tomb 

insinuating beauty’, that is, the student workbook looks good on the outside but there was no 

teaching work done…) (Teacher 4) 

 

(ii) Use of overhead projectors  

 

As mentioned, there were two overhead projectors at AFC, one for the Maths 

laboratory and the other for the administration. At the time of the study, only one was 

sighted. Four of the participants mentioned using the overhead projectors. I observed 
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a history class using overhead projector in the library. The class were very attentive to 

the teacher and engaged in watching the presentation on the screen, similar to the 

experiences of the Science teachers as mentioned earlier. Furthermore, the teachers 

felt that if each classroom was equipped with an overhead projector, their teaching and 

learning would be advantageous, and to meet the wide-ranging abilities of students at 

AFC.  

 
ko e me’a ngaue ‘eni ia e taha na’a ku faka’amu au ke ma’u… ke na ‘alu fakataha mo e 

laptopu...’a e overhead …ngaue leva e kau faiako he teuteu’ enau lesoni pea hulu pe ai …save 

ai e konga e seniti, he’ikai ke to e fiema’u ha printing…ka ‘e fiema’u pe ke fai ha photocopy ka 

e si’isi’i pe ia…lahi ange leva e taimi ke ‘alu o sio ki he kau tama koee ‘oku palopalema 

ange…hange ko ‘Api Fo’ou ni…’oku tuifio ai e kau ‘atamai‘ia mo e average ‘i loto pea mo e 

peseti lahi taha ‘oku very slow…’oku fu’u fiema’u ‘aupito e me’a ngaue ia ko ‘eni… (…one of 

the tools I wished we had…to work together with laptops…the overhead [overhead 

projector]…teachers just prepared their lessons then present…save money, no need to 

print…still need some photocopying but less…like ‘Api Fo’ou [school]…there’s a mix of 

students: those academically intelligent, the average and the highest percentage are the slow 

learners…we definitely need this tool…)  (Teacher 10) 

 

However, 77% of the respondents showed that they lacked presentation skills using 

ICT in teaching and lacked know how to integrate ICT into within their teaching of 

subjects (45%).  

 

(iii) Personal Use of ICT 

 

Nuanced in the anonymous responses from participants was the neglect of 

students attributed to teachers’ personal usage of ICT at school. The personal usage of 

ICT mentioned above identified teachers’ ICT usage: Facebook; games; playing 

songs; using mobile phones during class; emails; socializing with friends during class 

time and morning tea time as mentioned previously.  
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4.6  Research Question 5: What are AFC teachers’ barriers to ICT usage? 

 

4.6.1  Barriers to ICT Usage 
 

Participants were asked to list what they perceive as the main barriers to ICT 

usage at AFC. The following barriers were the most prominently identified and were 

listed in the categories of 1. School Barriers and 2. Teacher Barriers: 
 

1. School-level Barriers 
 

School-level barriers refer to conditions and facilities that impede teachers’ ICT usage. 

They were reported as follows: 

 

(i) Lack of effective  ICT Training  

 

All the respondents agreed on the need for ICT training, especially with the 

diplomats who constitute 60% of AFC staff had no previous ICT training. They 

reported that they had only one-off training on the procedures of AMMIS, but no 

training on basic computing skills such as how to turn on, shut-down, as well as 

accessing internet, use of email and how to keep their computers safe from worms and 

viruses. 

 
“…ko ‘emau fakataha ia ‘a mautolu ‘o fakahinohino pe ia ‘o e steps by steps ‘a e ‘alu koe ki he taliui mo 

e me’a…na’e ‘ikai ke fakahinohino ia ki he tolonga koee ‘a e fo’i computer…” (“…when we attended the 

meeting, it was only step-by-step procedures on how to use the roll-call…but there was no training on 

how to take care of the computer hardware…”) (Teacher 2) 

 

 In addition, Table (4.2) below illustrated the professional development needs 

of teachers. The ‘No’ column clearly testified to that. 
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Figure 4.2: ICT Professional Developments  

Please indicate whether you have undertaken 

professional development in any of the ICT 

areas listed below?  Yes No  Blank Total 

Professional Development      

Training in the use of computers/basic computer 40.4 57.4 2.1 100 

AMMIS  40.4 57.4 2.1 100 

Word processing (e.g. MS Word) 41.3 56.5 2.2 100 

Spreadsheets (e.g. Excel) 34.0 61.7 4.3 100 

Presentation software(e.g. PowerPoint) 23.4 68.1 8.5 100 

Databases (e.g. Access) 37.0 56.5 6.5 100 

Digital Cameras 14.9 74.5 10.6 100 

Training on how to integrate ICT within the 

curriculum 8.9 84.4 6.7 100 

Source: Tu’ifua-Kautoke Field data. 

 

One diploma holder respondent related how he was ignorant of what a ‘virus’ was, and 

he followed an instruction that appeared on the screen to download an update for the 

laptop, only to find out what a ‘virus’ was when his laptop was infected and broke 

down.  He wished that he had been informed about these things to prevent his laptop 

from being damaged. 
 

(ii) Absence of Technical Support 

 

            There was no full-time qualified technical support at AFC. As mentioned 

above, teachers reported that many Diploma holders have damaged their laptops and 

which often went unnoticed by the ICT Coordinator. They indicated that they often 

sought technical support from the ICT coordinator and colleagues, but either their ICT 

knowledge or skills were limited to effectively help to address their needs or they are 

engaged and cannot offer immediate assistance which is a constant source of 

frustration. They agreed that problems with computer breakdown would have been be 

minimised or even avoided if an ICT technician was available at the school. The 

participants response below demonstrates the situation most diploma holder’s faced 
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with their laptops due to their lack of ICT training and absence of technical support at 

school. 
 

ka kuo a’u pe ‘eni ki he tu’unga ko ‘eni kuo si’i ta’e’aonga atu…lahi ‘aupito e ‘u computer ‘a 

kimautolu kau faiako ‘oku maumau…computer ia ‘e ni’ihi, uike taha pe ia kuo mate e screen ia, 

computer ia e ni’ihi ia, kuo ‘ohovale pe ia hange ko au ia kuo slow aupito ‘eku computer…ko e 

‘u palopalema ia ‘oku mau fakatokanga’i (but it reached to such a situation that laptops were 

broken-down…many teachers’ laptops are broken-down, some screens went off just a week 

after usage, surprisingly, like mine is very slow…these are the problems we encountered…) 

(Teacher 2) 

 

 

(iii) Support on ICT Integration  
 

Almost all of the respondents (84.4%) reported that they did not receive any 

professional development on how to integrate ICT into teaching (Fig.4.2). They 

demonstrated the challenge they face with respect to how to integrating ICT into their 

teaching practices within the context of existing exam-oriented curriculum. The 

majority of AFC teachers used laptops for administrative work and storage of their 

teaching lessons and student records.  

 

Furthermore, although the professional ICT users report showed the use of ICT 

to assist teaching their existing curriculum (such as downloading teaching materials; 

presenting lessons using PowerPoint; photocopying; typing and printing; students’ 

academic records) teachers still operated the traditional classroom practice with 

blackboards and chalk and lacked the knowledge and skills to fully utilise and integrate 

the potential of laptops, the internet and overhead projectors, and photocopiers for their 

teaching practices. Thus, the respondents indicated the school’s lack of time set aside 

for training, mismatch between technology and existing traditional teaching 

environment that hinder further exploration and preparation for ICT integration.  

 

(iv)  Need to Control of internet access and usage 

 

All the respondents (100%) agreed that the school should have clear guidelines 

and protocol to control internet access and filter materials that students have access to. 
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They realised that a public wireless internet enabled any users (within the school 

compound and surrounding areas) to access the school Wi-Fi. Since Form 7 students 

brought their laptops to school, there were concerns expressed by respondents with 

respect to uncontrolled access by students to the internet, as well as access to 

inappropriate materials. 

 

(v) Supervision and monitoring of teachers’ ICT usage 

All respondents agreed that teachers were using laptops for Facebook, 

entertainment and other purposes, as well as using mobile phones during class times 

and thus neglecting students.  

 

a. Need for Proper Management and Monitoring of ICT Resources 

 

  Participants reported that many items of ICT equipment were missing from the 

Maths Computer Laboratories, which interrupted students’ use of the laboratory. In 

addition, regular maintenance of teachers’ laptops is necessary to ensure that they are 

always in working order to fulfil the data collection responsibilities expected with 

respect to students’ attendances reportedly.  
 

The study revealed although that majority of teachers had access to laptops, 

however there are limited number of photocopiers and printers to cater for printing 

needs; only one projector was available for teachers’ use, and there was a great need 

for each classroom to have an electronic whiteboard to realise the potential of ICT for 

teaching in the classrooms. The Maths computer laboratory had no schedule for Math 

classes, and was used as non-ICT teaching classroom. 

 

4.6.4   2.  Teacher- Level Barriers 
 

Teacher level barriers referred to personality and attitudinal factors that 

impeded the uptake of ICT in their teaching practices. They were identified as follows: 
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(i) Lack of Confidence (lack of training and technical support) 

 The study shows that the state of ICT knowledge and the skills of AFC 

teachers, requires urgently training, and most of them are not confident to use ICT. 

The lack of ICT technical and administrative support for ICT integration aggravated 

teachers’ lack of confidence in ICT usage; it is like a vicious cycle. 

 

(ii) Lack of computer skills 

Over 60% of teachers were diplomats (holders of teaching Diplomas) and the majority 

lacked basic computer skills. The only diploma holders who had computer skills were 

those locally trained in Computer Studies as their teaching subject.   
 

(iii) Not enough time to prepare material with ICT 

Participants explained that they do not have enough time to prepare materials 

using ICT. There are eight periods a day plus extra-curricular activities leave very little 

time for other activities in a situation where is limited numbers key ICT resources such 

as (printer, scanner, photocopier, and projector) for effective use. 

 

(iv) Negative experiences with ICT usage 

The long service teachers and the majority of the diplomats had experienced 

frustration with a lack of training in computer skills, how to integrate ICT into 

teaching, and a lack of technical support and monitoring of ICT resources. 

 

(v) Attitudes  

            The findings above showed that teachers with ICT knowledge and skills 

have positive attitudes and proficient in the use of ICT in their practice, while the 

rest held negative attitudes towards ICT usage. 

 

(vi) Fear of change 

For long service teachers, although well-established and experienced in 

teaching, the introduction of ICT created a fear of change and animosity towards the 

introduction of AMMIS. They resisted the use of ICT in teaching, and this was 

attributed to lack of ICT knowledge and skills.  
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4.7  Summary 

 

The main ICT tool available to teachers is the laptop which is part of the 

AMMIS. However the other supporting ICT tools such as printers, photocopiers, 

scanner, and projectors are similarly important. Teachers’ perceptions and beliefs are 

important in ICT development since they tend to shape their attitudes and uptake of 

ICT. When participants were asked about their perception of ICT, they responded by 

discussing the benefits and problems associated with ICT use at AFC; almost all of the 

participants were aware of the ubiquitous presence of ICT in the Tongan society. The 

introduction of AMMIS further exposed AFC teachers to ICT. The perception, beliefs 

and attitude of participants are influenced by their ICT competence, teaching 

experience, as well as what they observe and experience at AFC on a daily basis. 

 

The study revealed three different groups in AFC, which have different 

perception, beliefs and attitude toward ICT development at AFC; the first group is 

comprised of the long service teachers, who tend to resist the use of ICT in their 

practice, the second group are the professional ICT users who made up of university 

graduates, who demonstrate a more positive outlook and use in their practice and 

regularly seeks new ways of using ICT to support their practice; the last group is 

composed of mostly locally trained diploma holders who have little or no ICT 

competence but are keen to use the ICT in their practice, however impede by lack of 

technical support and training opportunities. In the next chapter I discuss more in depth 

the three groups and the factors which influence their perception, beliefs, attitudes and 

practice. These dynamics are critical with respect to designing effective strategies to 

address their concerns. 
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CHAPTER 5: DISCUSSION AND ANALYSIS – “TUI 

KAKALA” 
 

In the stillness and freshness of the morning light, my mother, and my aunts 

began the ‘tui kakala’ (stringing of fragrant flowers). Hands were expertly working, 

selecting, assembling, and stringing, and this was interwoven with their voices talking 

softly about all family affairs, the village and the Church, pausing to inspect each 

other’s work and offering words of approval, ‘faka’ofo’ofa’ (beautiful), and words of 

disapproval, ‘to e vete e konga ko ee’ (undo this part); ‘tui pehe’i’ (do it like this); 

instructing the others. Sometimes you would hear laughter as they shared stories. I 

could smell the beautiful fragrance of heilala and all the varieties of sweet fragrant 

flowers put together. The women meticulously selected the freshest flowers and 

discarded the old, damaged and bruised ones as they purposefully strung the fragrant 

flowers together. 
 

5.0 Introduction  

 

This chapter discusses  AFC teachers’ perceptions of ICT usage; the themes 

which emerged out of the results are organised around the three groups of users 

identified in the previous chapter as well to discuss in-depth the factors which underpin 

the perceptions, belief and attitudes of the three groups. 
 

5.1  AFC Teachers’ Perceptions of ICT Usage 

 

When participants were asked about their ‘fakakaukau’ about ICT usage at 

AFC, they were forthcoming in sharing their thoughts and perceptions about ICT 

usage. The study showed that participants had a pragmatic approach to changes as the 

new AMMIS was being incorporated into their practice. They perceived ICT according 

to their own experiences which are shaped by various complex realities. 

Administrative work that had been manually carried out in tangible reality was now 

electronically executed in the virtual world of AMMIS. Participants who had no ICT 
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knowledge and skills found this change daunting and challenging. On the other hand, 

participants who had previous ICT knowledge and skills found this innovative change 

empowering and beneficial to their practices, and fully engaged frequently.  

 

5.2  Three Groups of Users 

 

           As identified in Chapter 4, AFC teachers can be divided into three distinct 

groups, who exhibit differing perception, beliefs and attitudes shaped by their 

operating context. The three groups are as follows: 

 

� Long service teachers (23%) of AFC teaching staff): who have no ICT competence, 

highly experienced, have strong beliefs and values, not convinced that ICT could add 

value to their practice. 

 

� Professional ICT users (12%): this group is mainly comprised of University 

graduates who have acquired ICT competence from university, regularly apply them 

in their practice, in constant search for materials and best practices to improve their 

teaching. 

 

� Locally trained diploma holders (65%) who have very little or no ICT competence, 

enthusiastic and express strong desire to use ICT but hampered by lack of 

competence, training and no school technical support.  

 

The study results showed that AFC teachers’ perceptions are shaped by 

complex realities that influenced their beliefs, attitudes and actual ICT usage. 

Furthermore, this confirmed my contention at the outset that AFC teachers’ 

perceptions, beliefs, attitudes and ICT usage were shaped by the context of their 

operation. 

 

5.2.1  Group 1 – Long service teachers   

 

Evidence from research identified this group of teachers who had been teaching 

at AFC for more than 15 years and held strong resistance towards ICT usage, as 
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‘resistors’ (Hepp et al., 2004, pp.18-19; Cuban, 1986; Loveless, 2003). This group 

resisted and appeared not to embrace ICT, and the explanation provided by the 

professional users was that it was due to their age and their resistance to learning new 

ICT skills. However, the evidence from experienced and long-service teachers’ 

responses reflected more complex realities that influenced their decisions.  These 

included the following: 

 

(i) Beliefs based on their teaching subject curriculum 

 

The study reveals teachers have very strong beliefs about the content of their 

subject matter and their own pedagogical and educational beliefs about how to teach 

it, influencing whether they ‘accept’ or ‘reject’ ICT usage in their practices (Veen, 

1993; Ertmer, 2005).  
 

The ICT beliefs of the long-service mathematics teacher were influenced by 

very strong beliefs about the mathematics curriculum, and this defined the behaviour 

and organisation of knowledge and information in classroom activities.  This played a 

crucial role in the decision not to use computers (Pajares, 1992). Subsequently, the 

attitude to ICT was negative and thus, negation of ICT usage resulted (Oldfield, 2010).  

 

Another underlying theme identified was the influence of the exam-driven 

national curriculum, which resulted in teachers having to work according to the time-

frames provided in order to cover the required prescriptions and prepare students well 

for examinations. The Maths teacher believed that teaching should correspond to the 

trajectory mapped out in the syllabus and that was a prerequisite to public 

examinations. Subsequently, the argument emphasized that students are not assessed 

on ICT skills, but on content covered by examinations. 

 

(ii) Beliefs about expected teachers’ roles and Tongan Christian values  
 

The study revealed that teachers held strong beliefs about ICT usages at AFC 

and how ICT impacted teachers’ roles and commitment to Tongan Christian values. 
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� ICT as a Disturbance 

 
…’uluaki pe ‘oku fakahoha’a ‘a e me’a ko ‘ena ki he fakalele koe pe fakahoko ‘o e fatongia 
fakafaiako…) (…first, it is disruptive to teachers’ responsibility as teacher…) (Teacher 4) 

 

The respondent’s above indicated those laptops and the wireless intercom 

distracted and disrupted teachers’ performances and attendance to classrooms. 

Respondents revealed that at the outset of the AMMIS, teachers neglect students due 

to social use of ICT during school times. In addition the use of wireless intercom to 

relay messages daily is disruptive to teaching.   
 

� Impersonal relationships between teachers and students 

 
ko e taimi koia ‘oku taliui ai ‘aki e laptop …‘oku ikai ke lava e he komipiuta ia ke kete fakahoko 

ai hoto fatongia totonu ko ‘ete ui ka e tali mai e tamasi’i pea te sio kiai, ka ‘oku te sio kita ki he 

laptop…’a ia ko e tamasi’i ako ia ko e laptop ka ‘oku’ ikai ko e tamasi’i ako ia ‘oku te tali ui…” 

(…when you perform your roll call with the laptop…it cannot replace your duty as a teacher, as 

in roll call, the teacher called out the student’s name, and when he answers, you look and see 

the student, but instead you are looking at the laptop…so the student is the laptop and not the 

student since you are taking the roll call of the laptop…) (Teacher 4) 

 
ko ‘ete toka’i e tamasi’i tatau ai pe ko e pepe, foomu one, primary school ko e fanga kii ako 

tokamu’a ‘o au ki he university ko e uluaki me’a mahu’inga ia ko e toka’i  ‘o e tangata hee…ko 

e tangata ko e me’a mahu’inga ia… (…to respect the someone, whether a baby, form 1 

student, or primary school or kindergarten even up to university,  respect of the person is the 

most important…) (Teacher 4) 

 

         The above emics reflected the Christian Tongan values of respect to the person 

and his/her importance and dignity. To use the laptops for checking students’ 

attendances create impersonal interaction between teachers and students, 

disrespectful to the dignity of the students. 

 

� Personal Values versus Community  Values 

 
…’oku ne fakatupu ‘a e ngaue fakafo’ituitui…” (“…it [ICT] generates individualistic work…”) 

(Teacher 2) 
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          The long service teachers valued group interaction and relating well to each 

other than individualistic behaviours. Consequently, the vaa become distance, and 

loss of respect to those who lack ICT competences.  

 

� Rift among teachers 

 
…kuo hoko ‘eni e tekinolosia ia ke ne fanau’i ha va ‘i he kau faiako ‘e ni’ihi. Kuo lava ke fokotu’u 

leva ha fesiosiofaki ‘i he kau faiako ‘i he ni’ihi ‘oku nau lava ‘o ngaue’aki mo kinautolu ‘oku 

‘ikai…kuo nau sio lalo mo pehee ‘oku ‘ikai ke nau ‘alu mo e kuonga..)(…technology ruptured 

relationships amongst teachers who can use ICT and those who are not capable…undervaluing 
and labelling them as ‘old-fashioned’…) (Teacher 4) 

 

The shared insights of this long service teacher reflect their beliefs, based on 

values and the expected role of a Tonga teacher (Thaman 1988). What is implied in 

these emic responses is that laptops cause distractions and thus disrupt teachers’ roles 

and relationships. Thaman (1988) stated that fa’ifa’itaki’anga lelei (good role 

modelling) is fundamental to Tongan teachers’ roles and the study revealed that these 

values are inherent in these long service teachers. Another implication is that the laptop 

has replaced the student as the teacher’s point of focus. The compliance needs to meet 

the AMMIS requirements has resulted in teachers not focusing on students, and 

overlooking traditionally important aspects such as appearances (their uniforms, their 

physical presentations, their attentiveness and presence) – the checking of which is 

considered to be fundamental to Tongan Christian teachers’ roles.  

 

Another implication is the perceived loss of Tongan values of ‘respect’ for 

students, and the importance of nurturing rather than just compliance to electronic data 

collection. The personal touch of teachers was felt to be fundamental to students’ well-

being, and was far preferable to academic achievement. Thaman (1988) identified the 

following Tongan teachers’ traits: “compassionate and positive feelings  ‘ofa (love);  

(hard-working/diligent), fa’a ngaue; is (restrained) fakama’uma’u; (does the 

appropriate things) faitotonu; poto he fai ‘ene ngaue ‘i loki ako is able to perform well 

in the classroom; (well-prepared) mateuteu; (knowledgeable and understanding of the 

pupils) ‘ilo mo mahino’i ‘ene kalasi; firm in disciplining and a good Christian and 

participates in extra-curricular activities and helps students with their problems”   
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(p.211). The findings indicate that some teachers blamed ICT for a breakdown in these 

qualities being lived out by teachers.  

 

Relationships (tauhi vaa) between teachers and students, teachers and teachers 

and administration and teachers are perceived as fundamental for Tongan Christian 

teachers. The study identified the rupturing of good and honest relationships amongst 

teachers, and importantly their relationships with students. Individualistic and 

impersonal behaviours emerged from the introduction of the laptops, and was 

perceived to have resulted in the loss of Tongan cultural values of ‘faka’apa’apa’ 

(respect). 
 

(iii) Beliefs based on their observation of ICT usage at AFC 

 
 pehee pe ia, technology suppose, na’a ku talaange, technology is a blessing ke help but in ‘Api 

Fo’ou no …hu atu ‘o fakasiosio holo, ‘e lepitopu pe kau faiako ia ka e lele takai noa’ia pe tamaiki 

ia…that’s a fact…’alu atu takai holo hee... kau faiako tokolahi, ko kimautolu matu’otu’a pe ‘eni 

… (….technology is a blessing to help but at AFC, no! If you walk out there and look, teachers 

are busy with laptops while the students are running wild…that’s a fact… the majority of 
teachers who are teaching are the long serving teachers only…). (Teacher 5) 

 

The experiences of long service teachers regarding the use of laptops at the site 

was shaped by their beliefs and attitudes towards ICT in general.  From the excerpt 

above it is clear that the perception by long service ICT-rejecting teachers is that  ICT-

embracing teachers are not teaching, but spending time with laptops and neglecting 

students, while the long-serving teachers were the only ones truly committed to 

attending to their classes. These experiences further accentuated and affirmed their 

beliefs about the negative impacts of ICT. The concern regarding inappropriate usage 

of ICT for social and personal use during class time was shared by all the senior staff. 

The issues had been raised during staff meetings and the administration temporarily 

disconnected the internet during class time, to avoid this problem. However, this action 

inadvertently resulted in the communication to all the classes via the wireless intercom 

being severed, and subsequently the internet was reconnected.  
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Again, the issue of lack of teachers’ commitment to their roles was the concern 

shared by all the senior participants. This concern traces back to fears about ICT’s 

erosion of  the Tongan values of ‘ulungaanga lelei (good character), ‘fa’ifa’itaki’anga 

lelei’ (good role modelling), fa’a ngaue (commitment), and ‘feveitokai’aki’ (inter-

personal regard or respect) as expected of Tongan Christian teachers (Thaman, 1988, 

p.255, p.84), but which was perceive to be being negatively impacted at AFC. 
 

 

iii. Beliefs based on their previous philosophies of teaching and education 

 

Teachers’ strong pedagogic beliefs had been shaped by their previous teacher 

diploma training and many years of teaching experience at AFC. This cohort of 

experienced teachers believed in the traditional philosophies of what teaching 

embodies: a body of knowledge that must be transmitted by the teachers, the textbooks 

and the classroom experiences where activity is centred on the teacher who does most 

of the talking and controls the classroom dynamics and so forth. Studies by Ertmer 

(2005) have revealed that teachers must believe the importance of ICT in their 

teaching. The participants from mathematics and the majority of the long-serving 

teachers asked fundamental questions that focused on: ‘how will ICT improve their 

teaching?’; ‘where in the curriculum does it illustrate how ICT are being incorporated 

in teaching?’ These are fundamental questions that teachers believed are integral to 

their practices. In order for this cohort to believe in the importance of ICT to their 

teaching practices, these questions must be resolved. Subsequently, this should be the 

starting point for professional development planning in ICT; it should start by planning 

from and matching to the appropriate ICT tools, and not vice versa. 

 

This group believed in teacher-centred instruction and the values of a Tongan 

teacher (Thaman, 1988). The arguments from long-serving teachers are authentic to 

their experiences of ICT usage at the school and are value-laden. Their beliefs are 

grounded in fundamental values embedded in the characters of Christian Tongan 

teachers. These values are crucial to the success of ICT innovation at AFC and must 

incorporated and translated into teachers’ commitments to their roles. Without these 



 

134 
 

 

values rooted in teachers’ performances, the introduction of ICT or any innovation will 

not bring about the desired effects. 

 

  In addition, these long service teachers had internalised the aims and goals of 

their subjects’ curriculum, incorporating them into their thinking and practices. They 

were informed about the purposes of, and what was expected by society, regarding 

their individual subjects, and they also knew their students’ expectations especially 

regarding the national examination-driven curriculum. Their lack of beliefs in ICT 

usage in teaching were further consolidated by the MOE officers who applauded their 

excellent manual record keeping and for being exemplary in their commitments to the 

teaching and learning of students. However, with the introduction of ICT, their 

credibility as ‘fa’ita’itaki’anga’ (good role modelling) and ‘feveitokai’aki’ 

(interpersonal regard or respect) (Thaman, 1988; Fua, 2001) were undermined. The 

strength of their resistance indicates that attending to the belief systems of long-service 

teachers is crucial to the success of ICT integration at AFC.  

 

Recent studies have demonstrated that teacher beliefs about learning and 

instruction are indeed a critical indicator for the classroom use of computers (Becker, 

2001; Dede. 2000; Ertmer, 2005, cited in Herman, Tondeur, van Braak, Valcke, 2008, 

p.1502). Research also indicated that teachers’ beliefs can be barriers to ICT 

integration (Ertmer, 2005; Herman et al., 2008). Moreover, studies by Ertmer (2005) 

revealed that teachers must believe the importance of ICT in their teaching. It is likely 

therefore that the beliefs of the long service teachers can be changed if in-service 

training on ICT integration, basic Computer skills, ICT on-going support and 

cooperative and collaborative work is carried out in the field, and if this is coupled 

with a systematic addressing of their fears concerning ICT and its role in undermining 

Tongan cultural and religious values. 

 

5.2.2   Group 2 - Professional ICT Users 

 

The second group were those referred to in literature as the ‘innovators’ (Hepp 

et al., 2004) or ‘digital adapters’ (Raturi, Hogan, Thaman, 2011, p.423) who were 

resilient and embraced ICT in all their administrative teaching practices as well as 
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advancing their professional use of ICT for students’ learning. They comprised the 

23% who made up the degree holders and diploma holders who teach geography, 

computer studies and science.  

 

Their daily usage involved administrative responsibilities to the school as well 

as their own classes, as well as frequently surfing the internet and logging on to the 

teachers’ worldwide websites for teaching resources. Their experiences and exposure 

to ICT tools, internet use and teaching strategies enabled these teachers to use ICT 

frequently to improve their teaching practices (Sim et al., 2007). They perceived ICT 

as a useful tool for teaching and learning. Accessibility in owning laptops was another 

bonus, allowing them the flexibility and portable use of ICT at home. This was 

identified as an important factor in teachers’ confidence and developing integrated use 

(BECTA, 2004; Loveless et al., 2000, 2003). 

 

This group of professional ICT users would potentially be the best ‘experts’ to 

assist those teachers who had no previous training. When interviewing and talking with 

diploma holders, some revealed the benefit of assistance from members of this group. 

On the other hand, when interviewed, one of these groups revealed reservation and 

hesitancy in approaching the diplomats voluntarily, for fear of being labelled as 

‘fiepoto’ (trying to be smart) (Thaman, 1988) or ‘kaimumu’a’ (a bragger). This 

particular participant related that he was willing to assist only if the diplomats asked 

for his assistance. He mentioned that this was typical in the ‘Tongan way’. This 

comment reflected the Tongan values of ‘fakaakiakimui’ (Thaman, 1998; Johansson-

Fua, 2001) which is the opposite of ‘fiepoto’ and ‘kaimumu’a’. This opened up another 

dimension to the Tongan values regarding peer teaching and needs further research to 

clarify this issue, however it is interesting to note it at this stage. 

 

The professional ICT users group stated that they found teaching now much 

easier with ICT than before (Balanskat et al., 2006; Oldfield, 2010). Evidence 

indicated that this group found ICT useful for their professional usage but were yet to 

fully grasp the pedagogic ways of using ICT in the classroom. Furthermore, this key 

group’s resilience in the presence of ICT change could take ICT further into pedagogic 

usage and constructivist teaching and learning, and could thus yield very useful 
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pedagogical innovations for the AFC school community, providing they have adequate 

training and support.  

 

The perceptions, beliefs and attitudes of this group in their ICT usage had been 

shaped by their previous learning, their own actual experiences of using ICT in their 

practice, their individual roles at the school, the reception from students regarding their 

ICT practice, the successes in students’ performances, subject content, and the 

accessibility of students’ assessments records in the last 3 years, all contributed to less 

demanding work in their roles as teachers. 

 

(i) Previous learning 

 

The recent graduates from the University of the South Pacific were using ICT 

in their practices, to access subject materials from the worldwide web, update their 

knowledge on best practices, keep in touch with professional contacts, and download 

materials for students’ notes. They were regular users of ICT because of the training 

they received at the University, including their exposure to ICT use by lecturers in 

their teaching. This group became the proponents of AFC ICT development.  

 
…I was fortunate to be at USP during a technology era, see the benefits and the advantages of 

using technology… (Teacher 3) 
 

mahalo kapau na’e ‘ikai ke u ‘alu au ki Fisi he’ikai keu lava ‘e au ia pe teu tui au ki he ‘u me’a… 
(if I did not go to Fiji, I cannot use [ICT] or any beliefs about them [ICT]…) (Teacher 10) 

 

Again, their belief system has been shaped by their graduate studies at USP 

(Raturi et al., 2011; Sharma, 2009). Three of the graduate participants had taught at 

AFC before and had returned with ICT exposures, knowledge and skills of ICT usage. 

They still worked on the established national standard curriculum as before, but found 

ICT useful in their practice. All the degree holders held great beliefs in ICT’s practical 

usefulness, as illustrated by two of the participants’ comments above, reflecting on the 

influences of their learning about ICT usage. This further proved that teachers must 

believe the importance of ICT in their teaching practices in order to use it (Ertmer, 

2005).  
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(ii) Experiences in using ICT at school  

 

These professional ICT users shared their experiences in ICT usage in Chapter 

Four; they experienced the benefits of using ICT in their preparation, planning, 

resources, students’ hand-outs and presentations. Their frequent use of ICT and the 

internet positively enabled them to be exposed to worldwide teachers’ practices who 

were teaching the same subject and levels (Bhukuvhani, Chaiparausha, and 

Zuvalinyenga, 2012, p.25; Sim et al., 2007). They realised that they were not isolated 

at AFC, but collaboratively working with international professional contacts to meet 

their teaching needs as well as the learning needs of students. These exposures further 

confirmed their perception and beliefs in ICT, leading them to exhibit positive and 

progressive attitudes to ICT usage. They envisaged what AFC would be like in the 

future when classrooms would be ICT equipped. Furthermore, “the more the teachers 

had expert knowledge of her/his work and understands on which premises her/his 

decision making is based, the more freedom and autonomy s/he in her/his work and 

the more critical s/he can be within the curricula frame” (Kansanen et al. 2000, p.29).  
 

(iii) Teachers’ Roles 

 

Furthermore, teachers’ perceptions, beliefs and attitudes were influenced by 

their school roles and responsibilities. Two of the participants played the key role in 

administering the AMMIS and were very vocal about the benefits of ICT for AFC. 

They perceived ICT as the solution to meet the learning needs of huge varieties of 

students enrolled at AFC. As mentioned above, majority of the students at AFC are 

below average ability. 

 
ka ko ha fa’ahinga ‘apiako hange ko ‘Api Fo’ou ni…’oku tuifio ai e kau ‘atamai ‘ia mo e average 

‘I loto pea mo e peseti lahi taha ‘oku very slow…’oku fuu fiema’u ‘aupito e me’a ngaue ia ko 

‘eni...’a e ngaahi me’a fakaonopooni ke hulu ka e ‘alu e faiako ke a’u ki he grassroots… he kau 

palopalema taha e…ka e lele a e kau tama ia te nau ala lele hee…)(the school like ‘Api 

Fo’ou…there’s mixed group of students, very intelligent; average and the biggest percentage 

comprised of the slow-learners…we desperately need these tools [ICT]…these  innovative tools 

to show the tasks on the screen, while teacher reach out to the grassroots…the problem 

ones…while the intelligent one progresses…”(Teacher 10) 
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Not only that, but they believed that teachers’ accessing the available students 

data from the past three years should enable them to continuously develop strategies 

to meet the individual need of students. However, the challenges they encountered was 

teachers’ lack of cooperation, commitment and the purposeful withholding of data.  

 

(iv) Subject areas 

 

Participants’ perceptions, beliefs and attitudes to ICT usage were influenced 

by their teaching subjects. While there were reservations from mathematics, Tongan 

studies and other subjects, the science teachers embraced ICT. Most of this group of 

users were science teachers, which resembled the findings by Hennessey et al. (2005), 

that there is a difference in ICT use between subject areas. Science teachers are often 

early adopters and used ICT regularly in their practices in contrast to their mathematics 

counterparts, who are reluctant to use ICT in their teaching. This observation was also 

made by Jimoyiannis et al. (2007), who identified mathematics teachers as negative 

towards ICT uptake.  

 

5.2.3  Group 3 - Teachers with little or no ICT knowledge and skills (locally 

trained diploma holders) 
 

The third cohort encompassed the majority of the diploma holders (diplomats) 

at AFC. Their perception, beliefs and attitudes regarding ICT usage were influenced 

by their lack of ICT training and their ICT usage at AFC, thus shaping their attitudes 

to ICT usage. 

 

(i) Lack of ICT training at Pre-service training 

 

This group was made up of more than 60% of the teaching staff at AFC. They had no 

ICT training during their pre-service training, and the majority had their first 

experience of owning and using laptops. Due to their lack of training in ICT usage, 

they faced technical problems with their laptops in the first week of use. This group 

urgently needed training and continuous support in their practices. The breakdown of 
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some of their laptops further impeded their usage of ICT.  BECTA (2004) also reported 

that the breakdown of equipment inhibits the use of ICT in schools.  

 

(ii) Experiences of ICT usage at school 
 

This group had a one-off training session on the procedures for taking students’ 

attendance, performance, registration, examination papers and report cards and 

sending them to administrators, and all the necessary requirements of the AMMIS. 

Thus, their basic ICT competencies confined their ICT usage to administrative 

functions. In addition, they found ICT usage daunting when viruses damaged their 

laptops and they were very much conscious of the cost of repairing laptops and the 

fear of breaking them (Loveless, 2003; BECTA, 2004). These fears have been 

variously labelled as ‘technophobia’ and ‘machine fright’, and can usually only be 

removed by more training to improve their basic understanding of ICT. With further 

training and support, this groups of ‘potential users’ (Dawes, 2001; Hennessy et 

al.2011) would improve their ICT usage and progress from administrative usage 

towards teaching and learning.  

 

(iii) Lack of technical support  

 

These teachers desperately needed technical support to support them when they 

faced technical problems with laptop hardware and software (Tella, Tella, Toyobo, 

Adika & Adeyinka, n.d.). Their complaints were often neglected by the ICT 

coordinator, due to this person facing the enormous tasks of also being a full time 

teacher and administrator Thus, addressing the needs of this group in a timely fashion 

did not eventuate. Lack of technical support is one of the clear inhibiting factors in the 

use of ICT (Sim et al. 2007; Cox et al., 1999). Furthermore, the lack of technical 

support and the ‘recurring faults’ (Sim et al., 2007) reduce teachers’ confidence and 

cause compel teachers to avoid using technology altogether. Somehow the much 

urgent need of this group is training in basic computer skills before embarking on much 

in-depth training for pedagogic ICT use (Snoeyink & Ertmer, 2001; Sim et al, 2007).  
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(iv) Lack of Commitment or novelty factor? 

 

Certain participants commented on the lack of commitment from the new 

recruits of diplomats, and that this lack of commitment tended to deteriorate further 

with the access to and ownerships of laptops. However, comments from one of the 

diplomats argued that it was the novelty of laptops that caused this situation, but as 

teachers became used to ICT, and with training, they would eventually use them 

professionally.  

 

(v) Lack of confidence 

 

Although this group were given laptops they were not confident to effectively 

utilise them to the maximum capacity due to a lack of ICT competencies and ICT 

technical support. In order to build their confidence in ICT usage, this group needed 

on-going ICT in-service training, alongside close monitoring by ICT support from the 

Coordinator and ICT technical services. Only then would this group be confident to 

use ICT in their teaching practices. 

 

5.3  Summary 

 

Chapter 5 examines the factors which underpin the perception, beliefs and 

attitudes of the three groups. The groups reflect the complexity surrounding the 

perceptions, behaviours and attitudes of teachers with respect to their ICT usage, and 

shaped by contextual factors unique to their culture-sharing group, and are inherently 

value-laden. 

  

With regard to the first group, the long service teachers, their resistance to ICT 

usage is influenced by beliefs based on their teaching subject curriculum, content of 

their subject matter and their own pedagogical and educational beliefs which have 

strong influence their  decision making process with respect to ICT usage. These 

apparently indicate strong beliefs about what their ideas of good teaching (Kansanen 
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et al., 2000) and focus on students’ learning needs. Hence, the influence of an exam-

driven national curriculum obliged teachers to work according to strict time-frames in 

order to cover the required prescriptions and prepare students well for examinations. 

This is the reality of secondary schools in Tonga. 

 

How ICT impacted teachers’ roles and commitment to Tongan Christian values 

is an important consideration for this group. They see the use of wireless intercom to 

relay messages daily as disruptive to teaching.  They tend to have strong pedagogic 

beliefs shaped by their previous degree and diploma training and many years of 

teaching experience at AFC. This cohort of experienced teachers believed in the 

traditional philosophies of what teaching embodies. They have to be convinced that 

ICT will improve their teaching before they use them. The long service teachers have 

always been seen as the gate-keepers, as role models and leaders in every aspects of 

AFC school life, when it comes to ICT they lack the necessary ICT competence which 

made them resist ICT development. The other groups failed to understand the attitude 

of the long service group. 

 

The second group are the professional ICT users and leaders of ICT, their 

behaviour is influenced by their ICT knowledge and skills acquired from university. 

They could play the role of support and mentors to the third group. They also hold 

senior positions at AFC and have the authority to make a difference to the rest of the 

cultural-learning group in working collaboratively with those who lack the ICT 

competencies. 

 

 The third group comprises the majority of the teaching staff who lack ICT 

competencies and confidence as consequent to lack of ICT training. This group not 

only need continuous ICT support and training but also to be grounded in Tongan 

Christian values. 

 

  Furthermore, AFC teachers ICT experiences in this innovative development 

provide a forum that open discussion, on-going negotiations, dialogue on ICT usage 

in teaching and learning processes. Loveless (2003) stated that such tensions are 

constructive in finding meaning in ICT usage. 
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It is important to understand the dynamics which drive the behaviours of these 

groups in order to design effective strategies to address the challenges they face 

thereby improving their confidence and gradually increase their use of ICT in their 

practices. In the next chapter, a synthesis of the study is brought to the fore in the 

Kakala ICT model that illustrated my own interpretation of the study and the way 

forward for AFC in their innovative development. 
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CHAPTER SIX: INTERPRETATION – FAKA’UHINGA 
 

6.0 Introduction 

 

This chapter present a Sisi Fungani Ua ICT Model that incorporates the 

important outcomes and propose way to move forward in this innovative endeavour. 

Important to this model is the process of collaboratively ‘fekumi’ of AFC shareholders.  

And bounded the various stages of ‘fekumi’ is the teachers who is the fundamental link 

in any innovative educational development. And lastly, the teachers operated within a 

context that is laden with Tongan Christian values that are fundamental to adoption 

and rejection by teachers any innovative development. 
 
One’s work is meaningless unless it is thoroughly grounded in the contexts of Tonga. We have 

to understand our people, our land, our history, culture and heritage, our language, our beliefs 

and values, who we are, where we come from, and where we would like to be. Unless we have 

such understandings, our work will be rootless and worthless (Taufeulungaki, 2014). 

 

The Honourable Minister of Education in her address to ‘Women in 

Parliament’ training above, expounded on the importance of contextualising our work, 

knowing where we come from in order to make sense of the new ventures as to make 

our effort worthwhile. Being part of AFC for many years, I reflected on the many 

school reforms directed within and from outside that we were compelled to implement 

and adopted in our teaching practices and were often lack coherence and continuity. 

Subsequently teachers became suspicious of any innovative educational reform and 

often complained of the mismatch between the new reforms and the reality of their 

students’ learning abilities, lack of resources and the issues faced in teaching to cover 

the syllabus. Given these situations where I had been teaching, it is not surprising to 

encounter the findings on ICT development at AFC and its impact on teachers. 

 

The findings of this study revealed the three groups of ICT users and complex 

factors that influence AFC teachers’ perceptions of ICT usage. Their current practices 

were attributed to external and internal factors that shaped their understandings of ICT 
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usage. Some of these factors contributed to the acceptance of ICT or its rejection in 

their teaching practices, as previously elaborated in Chapters 4 & 5. This study, 

however acknowledges the significant and impressive project initiated by the former 

principal of AFC (2006) with the IT expert, especially in relation to the initiative to 

electronically record all administrative data and to provide teachers with access to 

laptops and other essential ICT tools for their practice. Moreover, teachers were 

exposed to the potential of ICT to assist in their teaching and further aided the school 

management and administration, as endorsed by UNESCO’s (2006) review, which 

stated: 
 
For ICT to be utilised successfully in literacy education, it is necessary for teachers to become 

aware of the potential for ICT to enhance their teaching and reduce their workloads, thereby 

providing them with motivation to learn how to use computers and software tools and learn how 

to integrate ICT into teaching (p.38). 

 

Although the above potentials and capabilities of ICT were not yet fully 

realised or utilised by all teachers at AFC, the AMMIS system has promising benefits 

for AFC and it will take several more years to bring that into full realisation. Teachers 

through their ICT practices can effortlessly access students’ data, electronically 

prepare tests, students’ notes, class lists, and students’ reports cards with ease and less 

cost, as Hepp et al. (2004) explained: 

 
…classroom, school system-wide information management processes are enhanced through 

ICT, freeing teachers from clerical tasks, making information flow more efficient and transparent 

inside the educational system, and helping policy-makers with more timely and accurate 

decision-relevant data. (p.iv) 

 

It is a success to perceive at this early stage of the project the exposure of AFC 

teachers to ICT usage, and them being made aware of ICT potentials in relation to 

teaching practices. And although, AMMIS is still at the early development stage, it is 

anticipated that ongoing support and the results of this research will further assist them 

in their ICT development. However, for change to be substantive and sustainable, 

improving and strengthening of relationships among various stakeholders is the key 

(Fullan, 2008). Inclusive, participatory and collaboration are essential elements in 

building a learning community as stated in its mission in Chapter Three. And this 
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element is vital to AFC in relation to teachers’ ICT usage. AFC community need to 

address the current issues at hand in order to avoid facing unnecessary challenges, and 

explore various research findings from developed and developing countries to build 

strong theoretical underpinnings on how best to strengthen the existing AMMIS.  
 

6.1  Sisi Fungani Ua ICT Model 

 

In this section, I would like to propose my own interpretation of the findings 

within the context of the Kakala Research Framework and Talanoa and Nofo 

Methodologies. I have adapted this research design to reflect the focus of this study 

and to produce a model I refer to as the Sisi Fungani Ua ICT Model that encompasses 

the nuanced outcomes of the research, as well as propose directions for the future 

development of ICT for AFC, and which I believe can apply to similar ICT ventures 

at AFC as well as other secondary schools in Tonga in the future. The model 

encompasses my interpretation of the findings as well as containing recommendations 

for future development embedded within.  
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Figure 6.1: Sisi Fungani Ua ICT Model 

 
 

 

 

 
Source: Adapted from Kakala Research Framework (Fua, 2011) 

 
 

The adapted Kakala ICT model to Sisi Fungani Ua ICT model above represents 

my conceptual understanding of the AMMIS and its impact on the AFC culture-

sharing group, and the future directions of any secondary school ICT development in 

Tonga. The study revealed key values and practices that are fundamental to the unity 

and cohesiveness of AFC as a culture-sharing group.  

 

The Sisi Fungani Ua ICT model above incorporates six key stages in the development 

of ICT:  

1. Research into ICT; Teu  

2. Talanoa with Stakeholders; Talanoa 

1. 'Teu' Research 
into ICT

2. 'Talanoa' with 
Stakeholders

3. 'Tui' 
Implementation 

Process

4. 'Luva' 
Outcomes

5. 'Malie' 
Evaluation

6. 'Mafana' 
Improve ICT 

Practices

RELATIONSHIPS UNDERPINNED BY THESE VALUES: 

‘OFA ‘OTUA, FAKA’APA’APA, LOTOTO, MAMAHI’I ME’A, 

FEVEITOKA’I’AKI, TAUHI VAA 

Role of Teachers 
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3. Implementation Process; Tui 

4. The Outcomes; Luva 

5. The Evaluation; and Malie 

6. Improve ICT Practices. Mafana 

 

In the Sisi Fungani Ua ICT model, there are two underlying connections/links 

that are integral and embedded within the six stages above; namely ‘teachers’ and 

‘Tongan Christian values’. The teacher is fundamental to success or failure of any 

innovative development, as research has already revealed (Fullan, 2001; 

Taufeulungaki, 2014; Thaman, 1988; Fua-Johansson, 2001). And importantly, their 

perceptions, beliefs and attitudes to teaching practices and relationships are embedded 

within the very context of their operation grounded by Tonga Christian values.  

 

In this study, teachers’ perceptions of ICT are fundamental to their teaching 

practice. Importantly, teachers do not operate in a vacuum; rather they conduct 

themselves within a system of Tongan Christian values, often not forthcoming or 

realised but nevertheless critical to their understanding of any innovative change to 

their practices. Thus, the Sisi Fungani Ua ICT model is unified by the teachers and 

underpinned by Tongan Christian values that ground their work and direct and guide 

their practices and enhance the relationships amongst stakeholders. Below I elaborate 

on these processes and values that underpinned these practices: 

 

6.1.1   The Research into ICT development Teu 
 

The study revealed that the introduction of ICT at AFC followed a top-down 

approach to innovative development, and was determined by the AFC management 

team with financial support from ex-students overseas and friends of the school. The 

photo above in stage 1 reveals the development project cover page of the whole school 

development project, but which teachers were not included in the planning of. School 

infrastructural development projects included students’ computer laboratories, but no 

corresponding development was observed for teachers. The administrative issues of 

managing data, resources and so forth were identified by the Principal at that time, and 

the plan to address these issues through ICT coincided with the ex-students’ 



 

148 
 

 

celebration of the 125th anniversary of the school, and resulted in the funding and 

provision of ICT infrastructure at AFC, including teachers’ laptops – all funded by the 

ex-students project in 2011. As indicated by the study findings, teachers were not 

included in the decision making processes, and this consequentially resulted in a lack 

of shared understanding of the purposes of ICT usage at the school, and further 

contributed to teachers’ slow uptake of ICT in their teaching practices.  

 

From the teachers’ perspectives, ICT was seen as administrative tool to manage 

student attendances, performance, while the school administration saw it as an efficient 

tool to administer daily management of the school, thus providing teachers with more 

time for improving teaching practices. This illustrates that teachers were not included 

from the very outset of the project and this has resulted in all the nuanced outcomes 

discussed in Chapters 4 & 5.  

 

In order to safeguard the future directions of AMMIS and any other ICT 

development that takes place, the ‘teu’ phase of the Kakala ICT model is crucial, and  

most important is the ‘teu tangata’ (human resource development) and ‘teuteu naunau 

tekinolosia’ (prepare ICT infrastructures). As emphasized by one of the long-serving 

teacher: 
 
ko e tangata ko e me’a mahu’inga taha pe ia (human person is the most important factor) 
(Teacher 4) 
 

In the Tongan context, ‘teu tangata’ or preparing a person for future roles  is a shared 

role and responsibilities by the extended families and even the whole village which is 

true even today in any educational development.  

 

Central to AFC are the teachers and their perceptions and beliefs about ICT 

usage. Research has emphasized that teacher’ perceptions and beliefs are crucial to 

whether they accept or reject any innovative change (Thaman, 1998; Vanderlinde et 

al. 2008; Sang et al. 2009). And importantly, their collective inclusion in any systemic 

changes is crucial. 
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To allow the continued progression of AMMIS at AFC, teachers should be 

central to ICT usage as well as planning of the future directions for its usage. 

Furthermore, the school and its stakeholders should cooperatively and collaboratively 

do thorough research into AFC’s current ICT usage and  how to effectively re-direct 

and remobilize teachers to own and develop ICT to improve their own teaching and 

learning. Rosenholtz (1989) cited by Fullan (2007) description of ‘collaborative work 

cultures ‘in a learning-enriched schools ’and ‘learning-impoverished schools’ found 

 
Teachers and principals collaborated in goal-setting activities (or vision building) that 

‘accentuated those instructional objectives toward which teachers should aim their improvement 

efforts (p.6) and that shared goals served to focus efforts and mobilize resources in agreed 

upon directions. Principals and teacher leaders actively fostered collegial involvement (p.141).  

 

When goals/visions are shared, also revealed that teachers are working collaboratively 

encouraging and affirming other teachers’ on-going learning. Once teachers become 

certain of their roles and committed to the task as teachers become more motivated to 

do better. And all these energies are directed to student learning.  

 

This study has revealed teachers’ perceptions and beliefs about ICT usage in 

their teaching and has provided a platform which AFC can operate from. But for any 

other similar ICT development in schools, a thorough process of researching is 

fundamental. Schools should identify their current teachers’ ICT knowledge and skills 

as the very first step to ICT implementation. Teachers’ perceptions and beliefs are 

fundamental in ICT usage. They should also consider whether there have been any 

similar studies on ICT usage in other educational services both here and abroad. These 

will provide the theoretical underpinnings to assist in identifying appropriate ICT 

usage.  

 

Secondly in the Tongan notion of ‘teu’ is the ‘teuteu naunau tekinolosia’. The aspect 

of preparing the appropriate technology is fundamental in this ‘teu’. Embedded in the 

‘teu’ is the shared understanding of the purpose of these technologies. Findings 

revealed teachers have mixed understanding about the whole purpose of AMMIS. I 

propose the following questions below as essential in the process of further innovative 

development. 



 

150 
 

 

 

Questions pose: What kind of ICT usage is envisaged by teachers and for teachers? Is 

it entirely for administration or is teaching included? If the latter is included, then how 

are teachers going to integrate ICT into their teaching practices? Are their adequate 

ICT facilities to enable integration and intervention in the classroom? Or is it only to 

assist teachers as ‘tool’ for teaching? If so, do they know how to operate ICT to 

maximise their teaching? What are the current ICT practices at the school? What kind 

of competences should teachers possess regarding ICT usage? What are the financial 

expenditures in this innovative development, bearing in mind the cost of ICT 

infrastructures, maintenance, cost of electricity, internet, and cost of printing and 

duplication? Who will bear these financial expenditures, understanding the very 

limited budget for the school? What national/regional ICT policies exist? Does the 

school ICT adoption align with MOE policies and curriculum? What ICT training is 

available? These are some of the fundamental questions it is important to answer at 

the stage of Researching.  This research should not only involve teachers but also the 

school stakeholders, to collaboratively and cooperatively work together.  

 

I would like to include what Thaman (1999) had emphasized in the Tongan 

concept of ‘fekumi’, “the search for the ideal and often elusive ‘poto’ involves people, 

working together to achieve a desired end. In ‘fekumi’, ‘fe’ denoted (i) communal or 

reciprocal nature of the search and, (ii) the necessity of involving members of 

designated group or community in the search” (pp.241-242). In order, to achieve the 

purpose of ICT integration, the vision of a school and stakeholders as a ‘family’ or 

‘community’ ensures the on-going involvement of all teachers and stakeholders in all 

aspects of ICT development, as fundamental to the success of ICT at AFC and to meet 

the desired ICT needs of students.  

 

6.2  The Talanoa with Stakeholders – ‘Fofola e fala ka e fai e alea’  

 

The study revealed that not all the stakeholders were involved with the 

‘talanoa’, especially the teachers. There are various levels of ‘talanoa’, for instance, 

local school level (teachers, stakeholders) and at national level (MOE and ICT services 

available). Findings from this study reveal that various stakeholders were not consulted 
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or included in the researching process and this resulted in a lack of shared and common 

understanding of ICT usage at AFC. Moreover, teachers were not consulted at all in 

the process of ICT development.  

 

Teachers’ perceptions and beliefs are important considerations, however, their 

exclusion from ICT school decision at the outset of AMMIS, subsequently resulted in 

difficulty faced by the Principal to getting them on board when the ICT infrastructure 

were established. By making laptops and other ICT implements available for teachers 

exposed teachers to ICT usage but did not necessarily correlate with changes in their 

teaching with regard to completing the syllabus and preparing students to sit 

examinations in a traditional classroom environment. This is the reality of teachers’ 

working environment. Fullan (1991) noted that one of the fundamental problems in 

education reform is that people do not have a clear and coherent sense of the reasons 

for educational change, what is it, and how to proceed. Thus, capturing teachers’ 

perceptions and beliefs about ICT usage is crucial at the ‘talanoa’ stage. 

 

Ownership of ICT innovative development is the question to address at this 

stage. The school is a community and must involve the stakeholders at every stage of 

development. Shared understanding of this innovative change is only possible by 

means of ‘fofola e fala ka e fai e alea’ (rolling out the mat for dialogue).  This Tongan 

notion of sitting down together and discussing important matters is one where the 

‘fala’ resembles the foundational values interwoven in the ‘talanoa’. The fabric of 

building lasting relationships is to have a common shared understanding of important 

matters under consideration. Just as the mats are interwoven with various strips of 

pandanus leaves, so is respect bestowed on various thoughts and values that are 

talanoa’i (discussed) in such meetings. When various stakeholders are ‘kau he lau’ 

(included) in the ‘talanoa’ process, relationships are further enhanced. In Tonga, the 

value of ‘toka’i’ (valued/acknowledge) is critical in building relationships. When 

stakeholders are ‘kau he lau’ they feel the ‘toka’i and subsequently demonstrate 

‘lototoo’ (willingness), ‘mafana’ (joy) and ‘foaki’ (giving).  Moreover, inclusiveness 

is crucial amongst stakeholders since financial support in the purchasing of ICT 

infrastructure and maintenance depends entirely on stakeholders (ex-students and 

PTA). 
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AFC was one of the first schools in Tonga to adopt the Board of Governors 

that involved various representatives from the school stakeholders and co-opting 

specialised personnel from various interconnecting government ministries, for 

instance, personnel from Ministry of Education. This body assisted the principal and 

schools in ensuring that the school follow its missions, by setting policies and 

guidelines for the principal and schools to follow (Kautoke, Fatai & Vivili, 2006). This 

form of management is vital for ensuring that the educational development of the 

school is a communal effort and identified as key to students’ performances as well as 

sustainable and affordable and appropriate. The Catholic Council stipulation on school 

board of governors was intended to assist principals in educational development 

freeing principal to address professional training of teachers in ICT usage and students’ 

ICT learning. Although the role of Board of Governors has been relegate to that of 

advisory only at AFC, this body is essential to the principal’s role in the school 

educational development.  

 

Furthermore, at the national level, ‘talanoa’ with the Ministry of Education is 

critical especially ICT policies, ICT curriculum development and ICT resources 

available, such as ICT training that can support schools in their ICT efforts. For 

instance, MOE can offer ICT training for AFC teachers, thus reducing the burden on 

the school and at the same time ensure that ICT knowledge and skills training are 

systematic; including training on how to integrate ICT into the current national 

curriculum.  Furthermore, their annual verification visits can be used to further support 

teachers’ practice in their ICT usage. The findings revealed the disappointment of 

professional ICT users when, in the verification visit, the MOE officials demanded 

manual copies rather than their electronic copies. This situation can be avoided if 

‘talanoa’ with the MOE had been initiated at this stage. 

 

At this stage, extensive ‘talanoa’ with all stakeholders by ‘fofola e fala ka e fai 

e alea’ is crucial to identifying the teachers’ needs, the likely direction of ICT usage, 

the benefits and issues envisaged in adoption of ICT in schools, and its maintenance 

and sustainable usage. Only through ‘toka’i of the ‘vaa’ (relationships) amongst the 

stakeholders, can this innovative change be realised. Additionally, the Tongan notion 
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of ‘kau he lau’ (included) mentioned earlier resulted in mafana when they are included 

in any decision-makings concerning communal events and ceremonies. When you are 

not included, relationships can be severed and may take time to rekindle. Thus, 

inclusiveness is critical in building strong collaborative and professional learning 

communities (Fullan, 2007). 

 

Most importantly in this section is the ‘purposeful talanoa’. Talanoa that 

encompasses aims of ICT, benefits, problems, future in relation to students learning. 

Talanoa that emphasizes fanongo from all stakeholders and crucial to arrive at ‘felotoi’ 

(mutual consensus) on toli required for the Kakala. Crucial are technological cost like 

affordability, maintenance cost, training cost, ICT personnel cost since most of the 

Church secondary schools depended very much on their communities.  
 

6.3     Implementation of ICT Tui 

 

Whole process of ‘tui’result from the purposeful selection of the ‘kakala’ 

required for the ‘tui kakala’. Participants have clear understanding of what to do, what 

to take and what to discard, of willing to learn the skills and knowledge involved in 

the stringing of the Kakala. If teachers do not know the purpose of the ‘tui’ they will 

not appreciate the outcome envisaged. In addition, in the tui kakala, there are always 

the expert in knowledge and skills of tui who work alongside amateurs to pass on the 

knowledge and skills in working collaboratively and cooperatively. Talanoa and nofo 

are key tools in capturing this learning. 

 

The study revealed the significant ICT infrastructure installed at AFC, and 

which coincided with their 125th anniversary celebration. Initially, teachers were 

excited about the laptops, the Maths laboratory, the wireless intercom, the 

photocopiers, overhead projectors, printers and scanners and their potential 

contributions to their teaching practices, but after less than a month, teachers who 

lacked ICT knowledge and skills were daunted and overwhelmed by the ICT usage 

due to a lack of ICT training, damage to ICT tools, a lack of ICT technical support, 

and the resulting segregation amongst teachers. Findings revealed that teachers 

increasingly spent time on social websites rather than teaching their students. The only 
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group that used ICT for teaching and improving students’ learning were the recent 

graduates from USP and diplomats who taught Computer Studies and Science, as 

indicated in Chapters 4 & 5.  
 

The key to this stage is teachers’ ICT usage and how they progress. ICT support 

and training are vital at this stage to ensure that teachers do access the ICT and that 

ICT tools are available for use, and that attention is paid to how teachers can utilise 

them effectively through ongoing in-service training. Close monitoring of ICT 

infrastructures at this stage is necessary to ensure that they are appropriately used, 

maintained and that issues teachers face are immediately resolved.  Findings revealed 

that the ICT coordinator has a full-time teaching load plus the managing of daily data 

input and that the overload results in teachers’ ICT issues not being resolved. Literature 

has revealed that schools need (i) a technical support person who oversees the 

technicality issues teachers face (Pelgrum, 2001; Vanderlinde, 2007) as well as (ii) an 

ICT curriculum manager to assist teachers in utilizing ICT tools in their pedagogy.  

 

In order for teachers to be convinced of the usefulness of ICT to their practices, 

they must be given time to practice and build their confidence on how to use ICT. 

Studies have revealed (Vanderlinde & van Braak, 2008) that teacher ICT competence 

is crucial in the uptake of ICT, and is valued as fundamental to teachers’ beliefs about 

ICT usage. ICT training is critical, and this study has revealed that teachers prefer in-

service training. This could be implemented by support from MOE, or other locally 

available ICT services, in a systematic way. Teachers must be constantly monitored 

and given support at this level. Encouragement, demonstration and motivation enhance 

teachers’ ICT practice.  

 

In the Tongan notion of ‘action-learning’ the task is concrete not abstract, 

where Tongan experts inculcate and transmitted specific knowledge and skills, while 

the amateur learn by trial and error, encouraged and motivated by observation of the 

skilful hands of the experts and gentle words of affirmation, corrections and 

demonstration of how to skilfully do the tasks through several repetitions until the task 

is improved and learnt. These are vital at this stage in the process of ‘tui kakala’ 

mentioned earlier. Learning is integral during this stage of implementation. This is 
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similar to Fullan (2007) concept of ‘purposeful interaction’ that emphasized its place 

in the implementation stage of educational reform, “Teachers need to participate in 

skill-training workshops and not only that but have one-to-one and group opportunities 

to receive and give help and more simply to converse about the meaning of change” 

(p.139).  

 

Fullan also cited from Werner (1980), who made this observation when explaining the 

failure of social studies curriculum in Alberta: 

 
Ideally, implementation as a minimum includes shared understanding among participants 

concerning the implied presuppositions, values and assumptions which underlie a program, for 

if participants understand these, then they have a basis for rejecting, accepting or modifying a 

program in terms of their own school, community and class situations. To state the aim another 

way, implementation is an ongoing construction of a shared reality among group members 

through their interaction with one another within the program (pp.62-63). 

 

Teachers at AFC need to have ongoing dialogue about the meaning of change 

and its implications to teachers’ beliefs, their teaching styles, their teaching resources, 

in order to have shared meaning and understanding. Under these circumstances, 

‘purposeful interaction’ meant that teachers learn how to use ICT as well as making 

judgements on their suitability, their appropriate use in the classrooms, their 

sustainability and in that positions can accept or reject ICT usage. Fullan (2007) also 

referred to ‘professional learning community’ citing from (Fullan & Hargreaves, 1992) 

on ‘collaborative work cultures’ where collegiality is practice amongst stakeholders in 

their purposeful interaction.  

 

6.4  The Outcome of the ICT implementation Luva 

 

The process of Luva involves two parties, the teachers ICT knowledge and 

skills and AFC ICT usage and students learning.  

 

The study has revealed the three groups and how they varied in their 

understanding of AMMIS and its functions. The means of introduction of ICT to a 

traditional teaching environment and practices signalled the direction of ICT usage at 
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AFC, and served as ‘tools’ to reinforce existing teacher-centred teaching practices, and 

was thus translated into the nuanced ICT practices at AFC. Teachers were trained in 

how to input data to meet administrative functions only, and this has correlated to 

findings on issues faced by teachers in ICT usage. Overall, teachers used laptops 

basically to meet the school administrative needs and to submit data to the school 

administration; to type administrative teaching requirements; and downloading 

teaching resources from internet.  

 

For the full potential to be realised, the following expected outcomes are:  

teachers fully integrating ICT administratively and pedagogically; teachers possess a 

common understanding about how ICT is being used; and, ICT being managed and 

monitored carefully.  However, these are clearly not yet realised or forthcoming, and 

require the resolving of existing challenges teachers face in their ICT practices, so as 

to enable progress in teachers’ ICT usage and achieved a ‘luva’ that enhance the 

relationships among teachers, build their ICT knowledge and skills and improve their 

teaching and administrative practices. 

 

6.5  Evaluation Malie 

 

The findings of this study provide AFC with outcomes that can be used to 

further their ICT usage. The participants revealed the benefits and challenges faced by 

teachers in their ICT usage. They reflected on their ICT usage and some found it 

relevant to their teaching and administrative functions. On the other hand, teachers 

also revealed the urgent need for ICT training, ICT policies to secure ICT usage 

(especially internet access for teachers and students); and importantly an inclusive ICT 

development.  

 

Hence the following questions are asked at this stage: Was the ICT relevant or 

useful to teachers’ practice? Was the AMMIS malie? Did it make sense to the cultural 

sharing group? Did it serve the needs of our AFC culture-sharing group and 

communities? Was the process shared and meaningful? (Johansson-Fua, 2011). These 

questions require further ‘talanoa’ by teachers and school’s stakeholders. Through 
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this, issues can be identified and solutions sought to address these inhibitions and 

enable further progress forward, and the identification of new needs in ICT usage.  

 

The Tongan notion of continuous evaluation, supervision, encouragement and 

concrete learning is critical to AFC teachers learning to use ICT. In the stringing of 

Kakala, novice women learn the knowledge and skills under the tutelage of the expert 

women, through negotiations of meanings, words of encouraging, observation and 

learning by trial and error until the cultural information of skills and values are passed 

on. For AFC members to equip themselves in ICT competence, working 

collaboratively with colleagues is crucial to enhancing teachers’ ICT knowledge and 

skills. 

 

6.6  Improve ICT Practices Mafana 

 

At AFC, AMMIS has had a significant impact on administrative school 

management of students’ data. For instance, students’ attendance and academic 

performance is available in accessible forms and enables immediate action from the 

management team. Furthermore, when teachers own their laptops, those who had ICT 

knowledge and skills showed confidence and keenness to exploit ICT to benefit 

student learning. Such an outcome requires further study in the future in this area to 

evaluate the effectiveness of ICT usage on students’ attendance and also learning. 

However, as the findings revealed, the lack of ICT training, ICT support and timely 

maintenance of teachers’ laptops resulted in mixed results for the management of data 

and teachers’ confidence in using ICT in their teaching practices.  

 

In order for teachers to be comfortable, confident, it is crucial that teachers 

believe in ICT usage and its usefulness to their practice and students’ learning, and it 

is essential that they receive the necessary support. When teachers own the ICT 

development and assist in the implementation process, teachers are transformed and 

empowered to use ICT innovatively in the classroom to enhance students’ learning. 

Subsequently, students’ attendance, performance and learning improve and teachers’ 

teaching resources also improve. For developing countries like Tonga, the 

sustainability of ICT innovation is challenging, due to the cost of electricity, the 
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replacement of damaged ICT tools, the cost of the internet, and further ICT 

development for classroom usage is crucial in the long run.  However, when the school 

identifies itself with stakeholders or communities, nothing is impossible, and no 

challenges are insurmountable. There is a proverb in the Tongan language: ‘Tonga 

mo’unga ki he loto’ (the only mountain is found in the very heart of the Tongans). This 

Tongan notion portrays the heart of the Tongans. Once you have convinced the 

stakeholders about the usefulness of this innovative development for students’ 

learning, stakeholders are lototoo (willing)  to assist the school in ICT development 

because of their vale ‘ia tama’ (love for their children). Simultaneously they are ‘kau 

he lau’ since they are included in the ‘fofola e fala ka e fai e alea’ and thus ‘toka’i’ 

(respected) and empowered to support the school in their needs. 
 

6.7 ‘Makatu’unga ‘o e Ngaue ’ - ICT Development Underpinnings 

 

6.7.1   Introduction 
 

Interwoven in all these processes and connecting all the different stages of ICT 

development is the crucial inclusiveness and participation of teachers. The teachers are 

the key element in the ICT development, and their attributes and their ICT knowledge 

and skills are fundamental to ICT usage. Below I elaborate on the crucial elements that 

ground teachers’ ICT usage.  The core argument is that teachers are the connections in 

ICT Development, and the context or platform of Tongan Christian values that 

underpin these teachers’ practices at AFC, as illustrated in the findings.  

 
6.7.2   Teachers are the connections/link in ICT Development: 
 

6.7.2.1          Connections/ Link – Fau 

 

Teachers are the connecting link to all the processes above, and are comparable 

to the ‘fau’ (string) that holds the Kakala together when they are strung. Fau string is 

made up of the inner bark of the ‘fau’ (Hibiscus tiliaceus L.) and it is durable and 

resilient for the stringing of fragrant flowers in the Kakala. There is a Tongan proverb 

that symbolizes the strong ties or connections when ‘fau’ is used, ‘hoko e fau mo e fau’ 
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(meaning very strong connection when ‘fau’ is connected to another ‘fau’).  On the 

other hand, when only a weak connection is established, it is illustrated by this proverb: 

‘hoko e fau mo e polata’ when strong ‘fau’ is joined to a weaker ‘polata’ (bark of the 

banana plant), the result is weak and easily disintegrates. Accordingly, in this study, 

teachers’ perceptions and roles were not included, and this resulted in the nuanced 

themes discussed in Chapter 4 & 5. Teachers must be included in order to enforce 

strong and durable ICT development. If teachers are not valued and included in all the 

processes mentioned above, the innovative development will collapse/fail. Not only to 

include them but ensure that teachers understand that their roles are vital to 

strengthening the linkage between the teachers and teachers relationships; the teachers 

to administration relationships as well as all the stakeholders involved. 
 

(i) Inclusiveness & Active Participation 

 

It has been a popular assumption that making ICT available at schools will 

compel teachers to use it. However, this study proved otherwise. Crucial to any 

innovative change is the participation of those who will own and implement the 

change. They are the ‘agents of change’ and their involvement is critical to the success 

or failure of any innovative educational development (Fullan, 2001; Taufeulungaki, 

Thaman, 1988; Fua, 2001).  

 

The lack of understanding from the AFC culture-sharing group about ICT 

policy plan revealed the top-down nature of AMMIS and the ICT implementation. In 

planning the integration of ICT into schools, teachers have to be involved in the 

process, and most importantly, their views must be taken into account especially with 

regard to the potential impact on their teaching role. As noted by Van Direl et al. 

(1992), ICT has integration has been unsuccessful because of a ‘top-down approach’, 

and a failure to take teachers’ existing knowledge, beliefs and attitudes into account.  

 

This issue is particularly important in the Tongan context with regard to the 

perceived role of Tongan teachers (Thaman, 1988), for unless the teachers are 

comfortable and in control, they will not use any innovative development in the 

classroom, especially ICT. Thus, teachers still remain central to the learning process, 
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and one of the determining factors in the successful implementation of ICT (Mumtaz, 

2004). However, this study revealed the real possibility of teachers becoming more 

and more impersonal with increased use of ICT. It is important therefore, that ICT 

must not replace the personal touch and the relationships between teachers and 

students and teachers and teachers. Furthermore, ICT cannot replace the essential 

function of the teacher, to teach students holistically. Trucano (2005) reported that: 
 
A shift in the role of a teacher utilising ICTs to that of a facilitator does not obviate the need for 

teachers to serve as leaders in the classroom: traditional teacher leadership skills and practices 

are still important (especially those related to lesson planning, preparation and follow-up). 

Lesson planning is crucial when using ICTs – teacher lesson planning is vital when using ICTs; 

where little planning has occurred; research shows that student work is often unfocussed and 

can result in lower attainment. (p.35)  

 

Furthermore, teachers’ perceptions must be incorporated in any innovation in 

order for it to be successfully implemented (Fullan, 2011, Vanderlinde, 2011, p.11; 

Hermans et al. 2008; Thaman, 1988). Studies mentioned earlier revealed that teachers’ 

beliefs and attitudes are strong indicators of their planning, instructional decisions and 

practices (Bandura, 1986; Pajares, 1992). At AFC, teachers’ perceptions were not 

embraced, and that subsequently hindered the success of the implementation of 

AMMIS. It is fundamental to AFC to delve deeper into the direction of this innovative 

project. This is not a simple cure for school improvement in management, and teaching 

and learning, as envisaged at the outset of the project. It also requires a more 

democratic, participatory approach that involves teachers at every stage of the project, 

so as to ensure the sustainability and appropriate use of ICT for management, teaching, 

and students’ learning.  

 

For the future direction of AMMIS, teachers must be included in all the six stages 

of ICT development. They are consulted on their perceptions of ICT; their beliefs are 

valued; they are empowered and motivated to practice ICT in their teaching practices; 

they are allowed to progress in their level of ICT understanding through ongoing 

support and training, and are given support in learning how to adapt to this innovative 

change, in tandem with owning the innovative change themselves. 
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(i)   Context of Catholic or Christian values 

 

The fundamental values that underpinned and grounded AFC practices were out-

lined at the outset as integral to their mission and services. Embedded within the con-

text of Catholic schools are conceptual frameworks that shape teachers work, namely 

‘vocation’ and ‘service’. This is part of AFC teachers’ key values, teachers choose to 

work at ‘Api Fo’ou College not for any other reason but to answer their call from God 

(Thaman 1988, p.217) and do service for others. 

 

Firstly, the notion that teaching in a Catholic school is a vocation, connotes a 

calling that has distinctive functions and roles. The functions of Tongan Catholic 

teachers are to impart a ministry of holistic education for the integral formation of 

human capacities for the good of societies and the Church overall: spiritual, physical, 

social, emotional and intellectual as mentioned earlier in the Catholic Missions and 

Objectives and AFC Mission Statements and Objectives (Tonga Catholic Education 

Policies and Guidelines, p.5). Tongan Catholic teachers are called to live out those 

missions by showing good role model of their faith in their teaching. In theological 

sense, vocation is regarded as an inner call from God that arises from faith experience. 

Thus, teachers are expected to be committed; be professional; show love of God; show 

preparedness; show respect; be humble; and these are all highly valued. These are key 

legacies that identify and root Christian teachers to their practice. 

 

Secondly, when teachers’ response to their inner call, they take up the functions 

and obligations of teaching and all the responsibilities inherent as ‘service’ to students 

and others. The focus of service is very much in keeping with the reality of their calling 

in AFC culture- learning group. The greatest dignity of that calling lies in serving not 

themselves but God. A service that embodies many forms of self-sacrifice, of love, 

commitment imitating the school’s patron: Mary Mother of God and St Pierre Chanel. 

This is integral to AFC teachers’ vocation, a call from God (Thaman 1988, p.217). 

 

The long service teachers, professional ICT users and some diplomats showed 

good role modelling by their commitments and attendances to their classes. Their 

perceptions of ICT were shaped by their emphasis on students’ learning. The emics of 
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long service teachers were influenced by beliefs based on students’ performances in 

the national examination, subsequently, their teaching subject curriculum, content of 

their subject matter and their own pedagogical and educational beliefs have strong 

influence on their decision making process regarding. The influence of an exam-driven 

national curriculum obliged teachers to work according to strict time-frames in order 

to cover the required prescriptions and prepare students well for examinations. The 

professional users showed their resilience to change and perceived ICT as useful to 

enhancing students’ learning. They purposefully live out their faith in their 

commitment to improve students’ learning using ICT in their processes of teaching. 

Hence, both groups demonstrated good role modelling emanated in their commitment 

to their vocations as teachers focusing their service on students’ learning (Loveless, 

2005). 

 

In consideration of the above notions, the study findings revealed that some 

diplomats did not embody the ethics expected from Catholic teachers and showed 

disservice to students, the school and the Church by their poor role-modelling. They 

were labelled as ‘ngaue ki he pa’anga’ (work for money) where teaching processes 

have financial remuneration attached and lack in commitments to their responsibilities 

to students’ learning. Moreover these teachers showed lack of understanding of the 

whole missions and objectives of what Catholic education embodied as mentioned 

earlier on.  

 

These Catholic values must be inculcated in pre-service or in-service training and 

prerequisite to recruiting teachers to work at AFC. The Australian Catholic University 

(ACU) used to fill this gap in the early 2000s by running a two-year course in teaching 

religious education, but discontinued due to lack of funding.  The Catholic Education 

office should explore ways to address this urgent need. Teachers must be nurtured in 

these Christian values in order to make sense of their practice and identify ways to 

improve their students’ learning. Without them, the introduction of innovation and any 

other developments will not be successful, and may in fact be harmful. 
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(ii) Context of Tongan Social and Cultural Values 

 

The long service teachers emphasized Tongan traditional values. Firstly, their 

social relationships were underpinned by group interaction rather than individual 

(Thaman, 1988). The introduction of laptops resulted in teachers spending more time 

with their laptops than their colleagues. Subsequently, their shared morning tea was 

terminated. Fortunately, the long service teachers convinced the administration of the 

importance of good relationships amongst teachers and reinstated the shared morning 

tea.  

 

Secondly, Tonga is a hierarchical society and certain authority, respect and social 

etiquette are attributed to various groups in the hierarchy, and similarly carried out in 

the organisational structure of AFC. The rift between long service teachers and 

professional teachers resulted from lack of ICT competencies. The status of long-

service teachers as HODs, their authority, expertise in their teaching subjects somehow 

were eroded due to lack of ICT knowledge and skills. However the MOE annual 

verification visit report (2011) approved of the long serving teachers manual records 

of students’ performances while professional teachers were asked to submit manual 

version of their electronic copies.  The verification report was from higher authority 

(MOE) and subsequently, resulted in securing the long-serving teachers authority over 

teaching and learning, whereas the professional ICT users were disappointed in having 

to submit manual copies of their electronic versions.   

 

Thirdly, the emics’ responses showed that many teachers work individually and 

adversely resulted in breakdown of many machines. The Tongan notion of learning by 

imitation and practice by trial and error (Thaman, 1988), and mentioned in the 

stringing of the Kakala are crucial in teachers ICT training. This practice was practiced 

by Science diplomats and Science professional ICT users. Under the assistance of the 

professional ICT users, the novice ICT users improved in their ICT competencies. In 

the ‘tui kakala’ (stringed of fragrant flowers), the novice observes and imitates the 

expert knowledge and skills, through trial and error until the knowledge and skills are 

perfected and learned. This notion of learning should be integral to AFC teachers ICT 

professional development. The professional ICT users are crucial to transmitting the 
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ICT competence to the rest of the group by being fietokoni (supportive), and ngaue 

fakataha (working together) with the rest of the culture-sharing group.  

 

      Fourthly, tauhi vaa is one of the essential values that binds social relationships 

together (Thaman, 1988), and as evident from respondents’ perceptions, has not been 

observed in the relationships between the management team and teachers and between 

teachers and other teachers.  The key to building an AFC family or community lies in 

the fundamental Tongan Christian values, where interpersonal relationships are 

positive and actively built, where ‘faitotonu’ (honesty) prevails, ‘feveitokai’aki 

(respectful) and faka’apa’apa’ (respect) is practiced, thus creating better working 

conditions and an atmosphere resulting in ‘fekoekoe’i’ (collaboration) and 

‘malavalava e ngaue’ (success) and ‘ngaue malohi’ (commitment) referred to by 

Thaman (1988) as ‘effectiveness of practice’ (p.218).  

 

    So, despite the excitement of ICT, owning a laptop, and ‘poto he ngaue ‘aki e 

komipiuta’ (being skilful in ICT usage), if ‘ofa’ (love), ‘mamahi’i me’a’ 

(commitment), ‘ulungaanga faka’apa’apa’ (respectful behaviour), and ‘ngaue 

malohi’ (hard-working) are absent, then ‘potopoto ‘a niu mui’ (being inept and 

inexperienced) results. These are the values that cement the teaching practices at AFC 

and guide their behaviours in their social interactions and interpersonal relationships. 

These are key legacies that identify and root Tongan Christian teachers to their practice 

must be integrated in their pre-service and in-service training. The MOE and Catholic 

Education office must considered these in professional development of teachers. 

 

     The ‘teacher’ and the ‘Tongan Catholic values’ are two integral components 

that are critical in the Tongan educational environment. In the ‘tui kakala’, they are 

comparable to the Tongan concepts of ‘sisi fungani ua’. Where ‘fungani’ is to put on 

the ‘sisi’ (band of ‘si’ (Cordyline terminalis) leaves worn around the waist), but to 

enhance it, a ‘fungani’ made of fragrant flowers are sewn and decorate the ‘sisi’. 

Usually one ‘fungani’ or one level of ‘kakala’ at the top of the ‘sisi’ is used but the 

best ‘sisi ‘is the one where two ‘fungani’ is used, one at the top and the other at the 

lower level. This involved more work and more fragrant ‘kakala’, but the outcome is 

that of fragrance, colourful and valued. Thus, teachers who embody the Tongan 
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Christian values are the ‘sisi fungani ua’ where their vocation and service emanate 

fragrance of ‘kakala’ when they are committed to their work. 
 

For teachers to appreciate and use ICT in their teaching practices, they must be 

grounded in the Tongan Christian/Catholic values. Thaman (1988) referred to such 

values and beliefs as, “valued context thinking”, which is “a form of ideological 

framework where Tongan teachers judge their actions and those of others” (p.235).  

‘Ofa ‘Otua’ is one of the values that participants mentioned as important to their work 

at AFC. They emphasized that teaching is a ‘call’ or ‘vocation’ from God. When that 

value is not evident in their practice, then ‘ngaue pe ki he pa’anga’ (working only for 

the money); not being committed to teaching; neglecting students’ learning; having 

poor relationships and communication all resulted, and were discussed in Chapters 4 

& 5. In carrying out this study, many of AFC’s long-serving teachers faced conflicts 

in trying to match this innovation to their notions of teaching and learning (Thaman, 

1988) as outlined in their subject syllabus and their valued context thinking regarding 

what is perceived as worthwhile learning.  

 

As AFC identified itself as a ‘family’ and ‘community’, they have to struggle 

to address the challenges faced in a cooperative, participatory and collaborative way. 

To achieve the desired ‘poto’ (competence) in ICT, the family concept of ‘fekumi’ is 

necessary to achieve the desired ICT knowledge and skills that are worthwhile for the 

school, the Catholic education system, and the country as a whole. It is true that the 

teachers of today require the knowledge and skills of ICT to improve their capacities 

as teachers in human resource development, but these must be grounded in the Tongan 

Christian values to achieve the  ‘poto’ (ICT competence of educated persons) desired 

by Tongans (Thaman, 1988, p.257).  

 

This desired ‘poto’ is inclusive, respect the contribution of teachers and 

stakeholders; is aware of the scarce resources of AFC and  is achieved in wisdom that 

sustains by the grace of God in order for all the stakeholders to discern the kind of 

educational development that are appropriate, affordable and sustainable to the 

community of AFC.  
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In the address by the Honourable Minister of Education to a first ever practice 

Parliament for women commented:  

 
Ethics is essential to our work and the purposes for which we work. Unless we are ethical beings 

in every way, we cannot make the difference that we purport to work towards. Transparency, 

accountability, honest, integrity, truthfulness, are important but so are the values that underpin 

all our relationship – ‘ofa, faka’apa’apa, lototoo, mamahi’i me’a, feveitokai’aki and tauhi 
vaha’a. With such values we cannot go wrong (2014). 

 

This wisdom resonates more strongly than ever today in ICT education in 

Tonga. It has been necessary to take an insightful look at the present AFC teachers’ 

ICT practice in order to more fully respect and value teachers’ roles and to navigate 

our canoe to the future whilst being firmly grounded in the Tongan Christian values 

mentioned above.  All this is necessary in order to successfully integrate ICT 

development appropriately and sustainably in this context. Only then, will the impact 

of this innovative development be able to fully enhance students’ learning as well as 

preparing them well for the future. 

 

This chapter had provided a Sisi Fungani Ua ICT Model that incorporates the 

essential outcomes and proposed way to move forward in this innovative endeavour. 

The first part outlined the six stages of ‘fekumi’ collaboratively amongst AFC 

stakeholders in ICT development. Secondly, the crucial components of this ICT model 

are the ‘teacher’ and the ‘Tongan Catholic/Christian values’. Hence, teachers operated 

within a context that is laden with Tongan Christian values that are pivotal to their 

adoption or rejection of any innovative development in the future.   
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 CONCLUSION 
 

Figure 7.1: Kakala 

 

As the sun rose, my mother, Siulolovao Ngatuvai e Kakala o Loto Mu’a and my aunt 

‘Eikihoto’api, had completed the Kakala and were ready for Luva, further 

consolidating the vaa in the Mafana and the Malie. 
 

Charles Taylor (1989) writes: 

 
To know who I am is a species of knowing where I stand. My identity is defined by the 

commitments and identifications which provide the frame or horizon within which I can try to 

determine from case to case what is good, or valuable, or what ought to be done, or what 

endorse or oppose. In other words, it is the horizon within which I am capable of taking a stand 

(p.27).  
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The words by Taylor above as cited Lovlie (1990, p.212) reflect my own stand as a 

Tongan Christian researcher in this study. As a Tongan, I have experienced first-hand 

the Tongan notions of teaching and learning, how values, knowledge and skills are 

passed from generation to generation. These were inculcated and embedded in my 

upbringing and grounded my understanding of what is worthwhile to pass on to the 

next. And thus, this study further consolidate my own beliefs and stand in what define 

a good Tongan Christian teachers at AFC and the fundamental values that grounded 

their practices as mentioned earlier. Now, I ‘luva’ this ‘Kakala’ as a portrait of AFC 

culture-learning group and for use in any way that may enhance Tonga secondary 

schools ICT development. 

   

  The purpose of this ethnographic study was to identify, describe, analyse and 

interpret AFC teachers’ perceptions of ICT usage in a culture-sharing group. These 

included analyses of perceptions, beliefs, attitudes, and use of ICT and the constraints 

experienced within the context of operation.  

 

Chapter One introduced the study with a brief history of overview of ICT 

development globally as well as in Tonga, in order to get a sense of the study’s content 

base. ICT development has been a topic of global interest concern and research for 

over three decades now and has reached Pacific shores. At the national level, ICT is 

being emphasized as an essential tool to enhance and build human resource capacities. 

For instance, in the capacity building of teachers, the literature on ‘how’ to build 

teachers revealed that teachers’ ICT knowledge and skills were frequently neglected 

in the process of educational ICT development. Only recently has this been attributed 

as a cause for failure, in most ICT development cases, for teachers to take on board 

ICT. Studies, reviews and academic studies have largely focused on the ‘why’ of the 

failure and ‘how’ to get teachers’ on board. Subsequently, in the last two decades we 

have seen studies on teachers’ attitudes to ICT development and the importance of 

their inclusion in any innovative development in education. This study aimed at 

studying AFC teachers’ perceptions of ICT usage, underpinned by the belief that their 

practices are shaped by the very context of their operation.   

 



 

169 
 

 

Chapter Two discussed various representative studies from around the world 

concerning the issues studied.  These studies were carried out internationally, however 

the development and issues faced have provided valuable information about specific 

areas to address in the development of teachers’ ICT usage. Various models were used 

to explain the findings of these pieces of research, and will assist in the future 

development of ICT and its integration into schools. Those that were relevant to the 

study were studies that captured teachers’ perceptions, beliefs and attitudes towards 

ICT usage in teaching. However, the research methodologies, designs and participants 

varied from study to study and from the gaps identified in these studies, this study was 

located.  

 

The various literatures discussed a range of results, largely from schools in 

developed countries where ICT has been integrated into teachers’ practices for over 

three decades, and the benefits and challenges these schools faced. The findings 

however revealed that only a few successful schools in the USA had completely 

transformed teachers’ practices and students’ learning, whereas most of the schools in 

the other developed countries were still struggling to integrate ICT successfully into 

teaching and learning.  

 

Interestingly, the findings of this study, although different from ICT ventures 

and ICT infrastructure in schools from the developing countries, experienced the same 

barriers commonly faced by those in the developed countries. The need for ICT 

training; teachers lack of inclusion in ICT development; the accessibility and 

availability to ICT infrastructure; ICT school policies; and the lack of sufficient ICT 

technical and ICT curriculum support.  

These studies highlighted the importance and usefulness of studying teachers’ 

perceptions of ICT usage in Tonga, not only to contribute to literature in this field, but 

also to compare and contrast local findings with similar studies carried out elsewhere. 

Thus, the nature of the study was identified as best suiting a qualitative and 

ethnographic research design.  

 

Chapter Three described the qualitative and ethnographic nature and design of 

the study, based on the research questions posed at the outset of the study. Various 
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designs were used to solicit the data in a representative way and to minimise my own 

biases. For instance, both qualitative and quantitative means were used for data 

collection. Included also are the theoretical underpinnings of the study, using 

established and local cultural theories relevant to the context of study, namely the 

‘Kakala Research Framework’, Talanoa and Nofo Methodologies. A detailed 

overview of the context study area and a snapshot of my observation on my very first 

day were provided in order to understand the situation where AFC teachers operated.  

 

The Kakala Research Framework and Talanoa and Nofo methodologies were 

was used to solicit the data from AFC culture-sharing group. This framework and 

designs were   was appropriate since it is laden with Tongan Christian values that are 

crucial in the field and the social interaction of participant data. The identification of 

key people or gate-keepers at the Catholic School systems and how to appropriately 

seek permission was key, as was the ‘nofo’ required during the time carried out in the 

field, to relate well and respect all the participants and their voices.  

 

This section also revealed the wealth of resources AFC has in its teachers. It 

shows very stable staffs that are experienced and professional in their teaching 

practices, including experience from over 30 years of service in some cases. However, 

the majority of teachers were young and locally trained, and lacked ICT training. It 

also provided a detailed account of AFC’s historical development as a Catholic 

mission school, its vision, mission and objectives. Also, importantly, the curriculum 

followed for the building of students, and current practices of ICT, as well as a timeline 

of its historical development.  

 

Chapter Four identified the findings that related to the focusing questions that 

guided the study. The data projected the variety and complexity within AFC teachers’ 

ICT usage and their perceptions, beliefs, attitudes and the constraints faced. It revealed 

nuanced outcomes of teachers’ perceptions of ICT usage, which interestingly revealed 

that the majority of AFC teachers believed in the benefits of ICT for students but not 

necessarily for their own teaching. Their perceptions, beliefs, and attitudes were 

shaped by: the context of their training (whether pre-service, in-service and post-

graduate training); their theoretical educational beliefs about teaching; their subject 
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content, their ICT training and support; and the accessibility and availability of ICT to 

their use. From the findings, it was evident that teachers’ perceptions of ICT usage 

were influenced by their beliefs, their attitudes and experiences of ICT. These inherent 

attributes are translated into their acceptance or rejection of ICT usage.  

 

Chapter Five discussed, analysed and filtered the findings, in order to highlight 

and present the nuanced outcomes from the study.  It examined and analysed 

perceptions, beliefs, attitudes and constraints faced by teachers and the factors that 

contributed to their perceptions, for instance, the roles of key participants and their 

organisational relationships. Three distinct groups were identified within the AFC 

culture-sharing group: (i) Long service teachers who rejected the use of the laptops 

due to pre-service training, their pedagogic beliefs about teaching and the role of 

Tongan teachers and their values, compounded by their computer illiteracy and the 

lack of support (ii) the professional ICT users who made up the most recent degree 

holders and diplomats who had computer training. Their acceptance of ICT was 

attributed to the pre-service exposure to ICT, their roles, teaching subjects and their 

ICT usage at school, (iii) the last group was made up of the majority of the diplomats 

teachers who had knowledge of basic use of ICT, and were influenced by their lack of 

prior ICT learning, their one-off training at school, and their ICT practices.  

 

These groupings reflect the premised contention that teachers’ ICT practices 

are influenced by the context of their operation and are very much part of teachers’ 

unique cultures. Their beliefs about ICT usage had been shaped by their teaching 

experiences, the eventful happenings in their culture, their pre-service training and 

exposure to ICT usage, and their inherent Tongan Christian values within their context 

of operation. In addition, various external factors identified from participants’ 

responses indicated what that contributed to shaping their perceptions, beliefs, 

attitudes and ICT usage. This included: ICT development planning; ICT infrastructure 

(availability, accessibility); school policies on ICT usage and security and 

management; ICT training (pre-service, in-service and graduate studies); and cost and 

maintenance.  
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Chapter Six presented my interpretation of the study and its findings. It delved 

into the complex issues of planning and coping with ICT usage and educational change 

in this culture-sharing group, and their perceptions of all this. It embodied the 

interpretation within the Tongan context of the Kakala Research Framework, and 

adapted it to the Sisi Fungani Ua ICT Model. Intertwined in this model were the values 

that grounded Tongan teachers’ practices and guided how they related within this 

platform of values in their teaching milieu. The Sisi Fungani Ua ICT Model 

encompassed the present ICT usage and the way forward for ICT usage in the 

secondary schools in Tonga. There are 6 steps considered to be important in ICT 

innovative development: (1) Researching into ICT; (2) Talanoa with Stakeholders; (3) 

Implementation Process; (4) The Outcomes; (5) Evaluation and (6) Improvement of 

ICT practices. These processes were interconnected by the crucial role of teachers and 

were grounded in the Tongan Christian values and processes for building, 

strengthening and maintaining good relationships.  

 

  Significant to this chapter was what the findings revealed and how this merged 

with the literature and projected the fundamental key roles played by the players within 

the organisation. It highlighted the importance of ‘fekumi’ - re-searching together the 

AFC stakeholders, in order to identify the kind of ICT development that is appropriate, 

affordable, sustainable and contextual to AFC and Tonga as a whole. This researching 

involved communal work where all stakeholders in ICT development processes 

participate in planning, implementation, evaluation and improved practices, working 

collaboratively and cooperatively to attain the kind of ICT development that match 

AFC teachers’ identified needs. Fullan (2007) referred to this group as ‘professional 

learning communities (PLCs) (p.148).  

 

The chapters above summarize the key ideas and how they were linked and 

contributed to bringing the study to a conclusion. Teachers are the ‘key’ to educational 

innovative development and their practices are influenced by the very context of their 

operation. Their perceptions, beliefs and attitudes to ICT usage reflected the 

contextual, complex and inter-related conditions, laden with cultural values of – ‘ofa, 

faka’apa’apa, lototoo, mamahi’i me’a, feveitokai’aki and tauhi vaha’a, that shaped 

their ICT usage and relationships.  
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In summary, this study has identified teachers’ perceptions of ICT usage at 

‘Api Fo’ou College and the ICT-related factors that are likely to assist in developing 

and improving their ICT usage further in the future. Further comparative study is 

required in other secondary schools of Tonga to identify teachers’ perceptions of ICT 

usage, since the findings of this study reflected AFC teachers’ perceptions, beliefs and 

attitudes and constraints faced only, but the issue of how to successfully integrate ICT 

into education will soon be a nationwide issue, and worthy of appropriate research 

attention.    
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APPENDICES 
 

Appendix I : ‘Api Fo’ou ICT  Survey  Questionnaire 

 

A.  TEACHER PROFILE 
 

Q1.  Which of the following best describe your role? [YOU may tick more 
than one Box] 

 

(a). Administrator 

  Principal      

  Deputy      

  Head of Department     

  

(b). Teacher 

Junior Level Teacher (Form 1-3)   

Senior Level Teacher (Form 4-6)  

Post Secondary Teacher (Form 7)  

Trainee 

(C). As an Administrator do you have a teaching Role?  Yes      No  

 

Q2.  Which learning areas do you cover in your teaching programs?  
        [TICK as many as may apply] 
English          

Mathematics         

Science          

Society and Environment       

Physical Education        

Tongan Studies         

Religion         

Home Economics        

Design and Technology        

Biology          

Chemistry         

Science          

Music          
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Industrial Arts         

Others Specify:         

 

 

 

Q3. How many years have you been teaching at Apifo’ou College? 
0 - 1 year  

2-  3 years  

4 - 5 years  

6 - 9 years  

10-15 years  

More than 15 year  

 

Q 4.  Gender and conjugal status 
Male  

Female  

  

Married  

Never Married  

  

Laity  

Religious  

 

Q5. In which age group do you belong to? 
Less than 20 years  

21  -  29 years  

30  -  39 years  

40  -  49 years  

50  -  64 years  

65+  

 

Q 6 What is your highest educational achievement? 
TSC Certificate  

PSSC  

Diploma  

Bachelors  

Masters  
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PhD  

 
 
B. ICT USAGE 

(This survey is presented here without directions and “other please specify” items 

appearing under each heading as the last item) 

 

Q1. Do you have your own computer at home?  Yes   No   
 

Q2. Do you have computer at school?   Yes   No   
 

Q3. Do you have Internet connection at home? Yes    No   
 

Q3. Do you have Internet connection at school? Yes   No   
 

Q4. What is your daily computer usage?   
 

Less than one hour  

1-3 hours  

3-5 hours  

More than 5 hours  

  

 

C. ICT RESOURCES (CAPACITY) 
 

Q1. Please indicate which of the ICT resources listed below are available for use 

at ‘Apifo’ou and whether you have used them. 

Q2.     If you have used a resource, please also indicate whether you found it to be 

easily accessible. 

 
 
ICT Resource 

 
Is it available? 
 
 
Yes       No 

 
If so have 
you use it? 
 
Yes       No 

 
Was it easily 
accessible? 
 
Yes       No 

Desktop/Laptop for personal use                                  

Notebook for teachers Programme                                  
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SMMIS (System Use here at school)                                  

Personal Email Account                                  

School Intranet (around school site)                                  

Internet                                  

Printer                                  

Digital Cameras                                  

Specialist software applications (CAD 

HTML etc.) 

                                 

Technical Support                                    

Digital Projectors/interactive 

whiteboard 

                                   

Desktop computers for student use in 

your classroom 

                                    

Desktop computers  for student use 

elsewhere at school (computer lab) 

                                    

Laptop computers for student use                                       

    

 
Q3. If the Instructional Tools are available please tick the box that best 

reflect your level of usage. 
 

Usage of Instructional Tools and Materials  
 

Frequently Sometimes Never Remarks 

Board     

Overhead Projector     

Opaque Projector and/or Document Camera     

Multimedia Computer     

Computer – Projector System     

Internet/Web Environment     

Television/Video     

Radio Cassette Recorder     

Video Camera     

 
D.  ICT KNOWLEDGE AND SKILL 

 
Q1. Please complete the table below indicating which best represent your 
skill  
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 level 
 

Software Usage  
 

Good Average None Remarks 

Word Processors (Word etc.) 

 

    

Spreadsheets (Excel etc.) 

 

    

Presentation Software (PowerPoint etc.) 

 

    

Databases (Access etc.) 

 

    

Computer Aided Instruction Software 

 

    

Web Page Development Tools (FrontPage, 

dream weaver etc.) 

 

    

Web Browsers (Firefox, Explorer etc.) 

 

    

Search Engines (Google, yahoo etc.) 

 

    

Electronic Mail (e-mail) 

 

    

Discussion Lists and Newsgroups 

 

    

Chat and/or Forum 

 

    

Electronic Encyclopedia and/or Atlas 

 

    

Instructional Films (video, CD, VCD etc.)     

     

Slide Projector 

 

    

Printed Materials (journals, books, worksheets 

etc.) 
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Q2. Listed in this section are various ICT skills relating to software application. 

The skills range from basic to advance ICT skills. You are not expected to 

have the full range of skills listed 

 

For each type of software, please indicate which skills you have, or if 

applicable, tick the “I have never used” box on the right hand side. 
 

Q2.1   with Computer File Navigation (e.g. Windows Explorer) I can: 
 

Save files in a selected folder     

Create and name new folders     

Navigate between existing folders    

Copy deletes and renames files     

Select and navigate between drives and directories  

Navigate into a network                OR    I have never 
used 

Use appropriate help files     

Install software       

Recognize different file types     

Zip and unzip files      

Do complex searches for files     

 

Q 2.2  With Email I can: 
 

Access emails       

Create and send emails      

Access and use address book     

Locate sent and deleted messages    

Store messages in folders          OR    I have never 
used 

Add attachments to emails     

Add signatures to emails     

Create a mailing list      

Set up a discussion list      

 

Q 2.3. With the World Wide Web/Internet I can:  
 

Navigate to known websites     

Create favourites and bookmarks    
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Do basic searches      

Use advanced search tools     

Organize favourites and bookmarks         OR    I have never 
used 

Alter browser preferences     

Save images and texts      

Conduct complex searches     

Download and install software and plug-in   

Use different browsers      

 

Q 2.4. With SIS Curriculum Manager I can  
 

Log on         

Record lesson attendance     

Locate student records      

Add “Dd” to monitor student progress    

Mark as achieved to record levels    

Add notes            OR    I have never 
used 

Save evidence/proofs      

Create a plan       

Create a checklist      

Generate student report      

Analyse student data      

 
E. ACCESS TO PROFESSIONAL DEVELOPMENT 
 

Q1. Please indicate whether you have undertaken professional development in 

any of the ICT areas listed below?  
 

Q2. If so please indicate whether the professional development was arranged 

through/by ‘Api Fo’ou and if you found it to be effective/useful? 
 

 
Professional Development 

Have you 
undertaken it? 
 
 
YES       NO 

If so was it 
arranged by 
the school? 
 
YES         NO 

Was it 
effective? 
 
 
YES       NO 
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Training in the use of computers/basic 

computer 

                                 

SIS Curriculum Manager                                  

Word processing (e.g. MS Word)                                  

Spreadsheets (e.g. Excel)                                  

Presentation software(e.g. PowerPoint)                                  

Databases (e.g. Access)                                  

Digital Cameras                                  

Training on how to integrate ICT within 

the curriculum 

                                  

 

 
 
Q3. Listed below are ICT Professional developments, please indicate your  
 preference. 
 

Professional Development about ICT 

 

    

Information Resources I Prefer Neutral I don’t 
prefer 
 

Remarks 

Internet     

Printed Materials (manual or journal etc.)     

Self experiment     

Participating in seminars or taking courses     

In-service Education     

 
 
Q4. What kind of support services do you prefer? 
 

Support Resources I Prefer Neutral I don’t 
prefer 

 

Remarks 

Experienced teachers on ICT     

Colleagues     

Other colleagues in other  schools     

Technical support unit at Apifo’ou     
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Others Please Specify 

 

 

 

    

 
 
 
 
 
 
 
 
 
F. FACTORS TO ENCOURAGE ICT USAGE 

 
Q1. What factors do you think will encourage ICT usage at Apifo’ou? 
 

Factors Encourage ICT Usage Important Neutral Not 
Important 

Remarks 

Rewarding the ICT usage efforts of teachers in 

instructional activities 
    

 

Investments on infrastructure of instructional 

technologies toward courses 

    

Investments on in-service education programs 

for instructional technologies 

    

Investments on the support services of 

instructional technologies 

    

Developing the policies and plans for diffusion 

of the instructional technologies 

    

Providing support for the projects towards the 

expansion of instructional 

materials 

    

Carrying out the studies for integration of 

technology into curriculum 

    

Reducing work load to provide opportunities to 

teachers for developing instructional materials 
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Others 

 

 

    

 
 
Q2. What is your perception on the use of ICT 
 

Perceptions about use of ICT Agree Neutral 
 

Disagree Remarks 

I don’t use computers as much as other 

resources (books, overhead projectors 

Etc.) for instructional purposes 

    

I know what to do for using computers in 

instructional environments 

    

I am aware of the opportunities that computers 

offer 

    

I can answer any question my students ask 

about computers 

    

I am not sure that I am computer-literate for use 

computers in my classes. 

    

I don’t want to use computers     

I think that I can use instructional technologies 

in class activities more effectively day by day. 

 

    

I believe that tools like e-mail, forum and chat 

will make communication with my colleagues 

and students easier. 

    

I think that technology supported teaching 

makes learning more effective. 

    

I think the use of instructional technologies 

increases the interest of students 

 

    

I think the use of instructional technologies 

increases the quality of courses. 

    

I think that usage of instructional technologies 

makes it easier to prepare 
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I think that usage of instructional technologies 

makes it easier to prepare 

Course materials (assignments, handouts etc.). 

    

It is hard for me to explain the use of computer 

applications to my students 

    

I can handle different learning preferences of 

my students having different 

learning styles by using instructional 

technologies 

    

I think technology makes effective use of class 

time. 

    

I think using instructional technologies makes 

me more productive as a 

teacher. 

    

I think that using technology makes it easier to 

reach instructional resources 

    

I don’t prefer to be assessed about my 

instructional technology based 

applications by any other professionals. 

    

 
Q3. What in your view are the main barriers to ICT use at Apifo’ou? Please 

tick whether you agree or disagree with the statements listed in the 
table below.  

 
If you have other factors which are not included in the table please list them at 
the end 
 

Barriers to Technology Usage Agree Neutral Disagree  

Inefficient time to prepare materials based on 

technology 

    

Inefficiency of teachers’ technical knowledge to 

prepare materials based on 

technology 

    

Problems about accessibility to existing 

hardware (computer, overhead 

projector etc.) 

    

Inefficiency of School computer laboratory     
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Inefficiency of School technical infrastructure 

about instructional technology 

    

Inefficient number of media (printer, scanner 

etc.) for effective use of computers 

    

Shortage of computers used by teachers     

Absence of reward systems for encouraging 

technology usage 

    

Poor technical and physical infrastructure of 

learning environments 

    

Inadequacy of computers used by learners     

Inefficiency of guidance and support by 

administration 

    

Insufficiency of financial resources for 

technology integration 

    

Inefficiency of instructional software/electronic 

resources 

    

Scarcity in resources on technology for attaining 

information 

    

Deficiency in professional development 

opportunities for gaining knowledge 

and skill 

    

Deficiency in support services in material 

development/technology usage 

    

Lack of interest of teachers in technology usage     

Difficulties of improper teaching methods for 

technology usage 

    

Inadequacy of the courses of technology offered 

to students 

    

Others not included above     

     

     

 
 

G.  SCHOOL PLANNING AND LEADERSHIP 
 

Q1. Please indicate the extent to which you agree or disagree 
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Use of ICT at Apifo’ou College 

 
Strongly 
Agree 
 

 
Agree 
 

 
Disagree 

Strongly 
Disagree 

The school has a clear sense of 

direction in how to use ICT to enhance 

the learning of students 

    

The school encourages the use of ICT 

by all teachers and puts support 

strategies in place for everyone 

    

The use of ICT is encouraged in the 

teaching and learning of students and 

appropriate access and support is 

provided. 

    

Teachers are encouraged and 

supported in participating in 

professional learning opportunities 

    

ICT is used to monitor, evaluate and 

report on student achievement 

    

Sufficient ICT resources are available 

to meet the ICT requirements of 

teachers and students 

    

 

 

 

H. ATTITUDES TO ICT 
 

Q1. Please indicate the extent to which you agree or disagree with each 

statement about ICT 
 

Statement about ICT Strongly 

Agree 

Agree Disagree Strongly 

Disagree 

Teacher use of ICT has the capacity to 

strongly support student centered, inquiry 

based learning 

    

ICT provides valuable resources and tools to 

support student learning 
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ICT provides teachers with efficient 

presentation and communication tools 

    

ICT has limited capacity to provide benefits in 

the class room 

    

I like the challenge of exploring technology 

and new softwares and its possibilities 

    

 

Application of ICT in the classroom 
 

Q2,  Below is a list of statements about the extent to which you apply ICT within 

your teaching practice. Please choose the one that best describes your 

situations. 

In my current teaching, ICT is 
 

 Having an extensive impact on what students learn and how they learn 

 A useful resource impacting on some areas of the curriculum 

 Improving Teacher skills in the use of ICT 

 Having little impact on Student learning 

 Not applicable to my role 

 others 

 

 

Q3. Please indicate how frequently factors outside your control restrict your use 

of ICT. Factors include things like condition of equipment, access to 

equipment technical support etc. 

 Daily 

 weekly 

 At least once a term 

 never 

 Not applicable to my role 

 

Personal/Professional use of ICT 
 

Q4. Please estimate how often you use ICT to achieve the listed 

personal/professional objectives 
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Personal/Professional Objective daily Weekly At least 
once per 
term 

Never 

Create materials for Student Use (e.g. 

handouts test) 

    

Access research and best practices for 

teaching(e.g. planning, monitoring) 

    

Communicate with colleagues/other 

professionals 

    

Communicate with students/parents     

Post information to a website to assist your 

students learning 

    

Online professionals learning     

     

 

COMMENTS 
 

Please describe any factors that would increase your use of ICT in the classroom 
……………………………………………………………………………………………………………

……………………………………………………………………………………………………………

……………………………………………………………………………………………………………

…… 

 

 

 
Thank you very much for completing this survey. 
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Appendix II: Interview Guiding Questions 

 

1. What are AFC teachers’ perceptions of ICT? (Ko e ha ho’o fakakaukau ki he 

tekinolosia ‘i ‘apiako ni?) 

2. What are AFC teachers’ beliefs about ICT training? (Ko e ha ho’o tui ki he 

faka’aonga’i ‘o e tekinolosia ‘i ‘apiako ni?) 

3. What are AFC teachers’ attitudes to ICT usage? (Ko e ha ho’o lau ki he 

faka’aonga’i ‘o e tekinolosia ‘i ‘api ako ni? 

4. What are AFC teachers’ uses of ICT? (Ko e ha ‘a e ngaue ‘oku fakahoko ‘aki 

‘e he kau faiako ‘a e tekinolosia?) 

5. What are the barriers to AFC teachers’ ICT use? (Ko e ha ‘a e ngaahi me’a 

‘oku ne fakafe’atungia’i ‘a e faka’aonga’i ‘o e tekinolosia?) 
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Appendix III: Letter to the Principal of ‘Api Fo’ou College 

 

 Avenue Crokaert 148, 

Brussels 1150,  

Belgium 

 

8th June, 2012 

 

 

                         

Fr Seluini ‘Akau’ola sm 

Principal ‘Api Fo’ou College 

Ma’ufanga 
 

 

Dear Sir, 

 

Subject: Seeking Approval to Conduct ICT Research at Apifo’ou College 

 

I wish to seek your approval to conduct a research on   Teachers’ perceptions and usage 

of ICT at ‘Apifo’ou College. I am pursuing a Master Degree at the University of the 

South Pacific and I have decided to focus my research thesis on the Teachers 

perception and usage of ICT due to the potential opportunities presented by ICT to 

enhance learning outcomes. I selected ‘Apifo’ou College due to my familiarity with 

the school. 

 

Information and Communication Technology (ICT) has become increasingly 

influential in teaching and learning in recent years. Teachers are expected to have some 

understanding of ICT and to use it consistently in their practices. However, little is 

known about teachers’ perception and usage of ICT. This ethnographic study will 

attempt to identify, describe and interpret ‘Apifo’ou College (AFC) teachers’ 

perceptions and usage of ICT in their practices. This includes factors such as teachers’ 

beliefs in ICT training in Tonga,  the importance and relevance of ICT training to their 
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needs,  their attitude toward ICT use, whether they are confident and competent in 

their usage, and their current use in terms of infrastructure availability, accessibility 

and constraints .  

 

The study’s findings will be important in a Tongan school context, to further inform 

and shape teachers’ ICT Professional Development (TPD) in secondary schools in 

Tonga. A qualitative ethnographic approach will be used to collect multiple sources of 

data relevant to the subject investigated.  

 

My research requires me to spend time at ‘Apifo’ou College to record, interview and 

observe teachers perception and usage of ICT in the school environment. I would also 

like to access and sight school records, policy documents and databases. 

 

I sincerely hope that my request will be favourable considered. 

 

 

Yours Faithfully, 

 

 

 

Makalita Falasima Tu’ifua-Kautoke 
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Appendix IV: Consent Form 

 

The University of the South Pacific 
 

Researcher: Makalita Falasima Tu’ifua-Kautoke 

                                                                                                     Avenue Crokaert 148, 

Brussels 1150, Belgium 

                                                  31 July, 2012 

 

A Supervised Research Project on: Secondary School Teachers’ Perception of ICT 

Usage in Tonga: An Ethnographic Study of ‘Api Fo’ou College. 

I have read and understood the Information Sheet describing the above-named project. 

I agree to take part as a participant in the project. I consent to publication of the results 

of the project and the information given to me on the understanding that my anonymity 

is preserved.  

I understand that at any time I may withdraw from the project, as well as any 

information that I have provided. 

I note that this project has been reviewed and approved by the University Research 

Ethics Committee at the University of the South Pacific. 

 

 

Name: (Please Pint) 

 

 

 

Signature: 

Date: 
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Appendix V:  Participants’ Invitation Letter 
 

University of the South Pacific 

 

 

8th July, 2012 

Dear Participant 

 

I wish to thank you for agreeing to participate in this study. I would like to inform 

you that all your responses will be treated with utmost confidentiality and will not be 

disclosed to third parties without your prior consent and approval.  

 

The purpose of the study is to identify the level of ICT usage at ‘Api Fo’ou College, 

the constraints to greater ICT usage and support required by teachers to enhance their 

effectiveness and ICT can assist them in their tasks 

 

Information and Communication Technology (ICT) has increasingly become 

influential in teaching and learning in recent years. Teachers are expected to have 

some understanding of ICT and to consistently use them in their practices. However, 

little is known about teachers’ perception and usage of ICT. The study findings will 

help to shed some light on how teachers perceive ICT and its use in a local school 

context, to further inform and shape teachers ICT Professional Development (TPD) 

in Secondary schools in Tonga.  

I would be grateful if you kindly review and complete the attached questionnaire. 

 

Yours Sincerely 

 

Makalita Falasima Tu’ifua-Kautoke 

Avenue Crokaert 148, 

Brussels 1150 

Belgium 

+32 2 7704082 
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Appendix VI: Accompany Letter for Interview Transcripts 

 

Re: Interview Transcript  

 

Dear ____________________ 

 

Thank you so much for your precious time during the interview. Please find attached 

the transcription of the interview. You can check the ideas you had presented and 

you can add or delete any information that you think it is appropriate.  You can 

return in the sealed envelope to me.  

 

 

I thank you and truly appreciate your feedback and look forward to reading it. 

 

Yours Sincerely 

 

 

 

Makalita Falasima Tu’ifua-Kautoke 
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Appendix VII: Letter to the Ministry of Lands and Survey 


