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CHAPTER 1

INTRODUCTION

Aims, Scope and Significance of Research

Focus of Study

My concern is with the teaching of geography in the secondary

schools of Fiji. \n my study I attempt to analyse two particular aspects

of school geography: (1) the rationale for the introduction and continued

development of geography in the school curriculum; and (2) the situation

of geography as a subject in the schools during the mid-1980s. It is my

hope that such an analysis will not only indicate the trend that school

geography should take in the near future but will also give direction as

to how curriculum developers could invigorate geography in the schools.

The study of any particular school subject necessitates scrutiny of

the school curriculum and educational system as a whole. The present

study attempts to analyse the development of education in Fiji from an

historical perspective, discuss the status of school geography, and to

identify and suggest solutions to the major problems now facing

geography.

At the time of undertaking the study geography was not taught in a

significant number of secondary schools and the proportion of students

enrolling for it was noted to have steadily declined in the last ten years

(1975-85). Moreover, the 'brighter' secondary school students show an

inclination to the natural science options. In terms of employment

opportunities, there is a greater demand for young people with a natural

science background than for those with social science. Hence, the value
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geography has in the school curriculum is a question which needs to be

examined carefully. Tn relation to the image of geography in the

curriculum, Kirby (1980:86) asks "... what is the ability of a subject like

geography to survive in the coming decade?" He highlights the ill-

disposition of geography in schools. Yet geography is a subject of

enormous educational value. It assists in developing pupils' abilities in

observation, memory, imagination, reasoning and judgement,

Above all, geography helps in the "inculcation of a geographical

outlook" (UNESCO, 1965:9). To summarise, then, my concern is

particularly with; firstly, how the teaching of school geography could be

improved to arouse the interest of the "better" students, and secondly,

how the geography curriculum might be made more relevant to the needs

and cultures of the people of Fiji.

Geography In Schools

This study traces the introduction and teaching of geography in

schools from the mid-nineteenth century when schools were first

established in Fiji until the present time. As in the other parts of the

world, the primary aim for introducing geography in schools was to

provide pupils with factual information about various localities.

Geography attempts to satisfy man's natural curiosity about the world he

lives in. A suitable definition of the discipline is the statement, "the

questions about location, spatial structure and spatial process which we

ask and answer distinguish geography from the other sciences" (Abler,

Adam and Gould, 1971:61). It shows that geography's concern is with the

science of location, structure and process of spatial phenomena.
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The characteristics of the discipline can also be defined by three

related themes. According to Chisholm (1975:14), these are (1) the

recording and description of phenomena at or near the surface of the

earth, (2) the study of interrelationships of phenomena in specified

localities and (3) the examination of problems which have a spatial

dimension, especially to identify the significance of space as a variable.

It is also argued that by providing knowledge and by assisting in concept

formation about physical and cultural phenomena, geography helps pupils

to see connections and ultimately do "critical judgement or justification

of the validity of an argued case" (Boden, 1976:31). The discipline's

educational value is further confirmed by the statement that geography

has become a complex academic discipline embodying "a distinct view of

the human environment, employing sophisticated techniques of description

and analysis, and capable of many applications to social and technological

problems" (Brewer, 1978:12). Undoubtedly geography is very much

concerned with global issues associated with rights and responsibilities in

multi-cultural societies and the teaching of geography should assist in

developing pupils' cognitive powers. Some of the tasks or goals of

teaching geography arc to work towards equity in the sharing of

resources, to give peace education so that conflicts are resolved amicably

without people resorting to violence, and to ensure that the ecological

balance is maintained and not made unbalanced towards the non-human

species (Hicks, 1986:6).

Unfortunately geography's popularity is dwindling in schools in Fiji

and abroad. It is claimed that "there are already growing signs of the

subject's declining popularity amongst pupils and of school geography's

increasing irrelevance to pressing social problems" (Hucklc 1983:iv). Both

these issues; the subject's declining popularity, perhaps due to attraction
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from science options; and its increasing irrelevance, due to the use of a

foreign-based curriculum in schools in Fiji, have been examined in this

study. Another possible reason for its lack of popularity is explained by

the statement "geography teachers often feel frustrated and constrained

by the persistent lay perception of the subject as the provision of

locations! and descriptive information about places, a perception shared

by parents and colleagues" (Storm, 1983:33). A major portion of this

thesis focuses on people's views of geography, its meaning, objectives of

teaching, and ways of invigorating the curriculum,

The Study Area

This study was undertaken in Fiji, my home country, because of my

strong conviction that geography is capable of playing a unique role in

educating pupils. Fiji comprises over three hundred islands of which

about 100 are inhabited. It is situated in the South Pacific and the 18O0

meridian of longitude passes through Taveuni, the third largest island in

the group (Figures 1.1 and 1.2). Of the total population of 714,548, the

majority lives on the two major islands, Viti Levu and Vanua Levu. The

population is multi-ethnic comprising 48.6 per cent Indians,'46.3 per cent

Fijians (including Rotumans) and 5.1 per cent 'Others' which is composed

of Europeans, Part-Europeans, Chinese and the other Pacific Islanders

(Fiji Bureau of Statistics, 1986).

"Fiji" as a polity did not exist before the Deed of Cession which

was signed on 10th October 1874. "Viti", not Fiji, was the proper name

of this group of islands before the coming of first missionaries from

Tonga where this group was called "Fiji". The missionaries adopted this

Tongan name and it has been used ever since {Wood, 1978:3). According

to Fijian traditions, their forefathers voyaged in great canoes and landed

at Vuda, on the western coast of Viti Levu,







Most Fijians are part of the Melanesian race, the darker-skinned

people of the Pacific. But the Fiji archipelago was the meeting place of

Melanesians and Polynesians, the lighter-skinned people, and the people of

Lau Group have strong semblance to Tongnns (Polynesians). Fijians had

very strong allegiance to chiefs who stood for authority and order in

numerous tribal communities. Under powerful chiefs, each little

community developed into a kingdom which was self-contained. Tribal

rivalry and warfare occurred frequently, aggravated by the introduction of

firearms in Fiji, by the early European settlers. There did not exist any

chief who could claim to be the overlord of the whole of Fiji, An

attempt was made to appoint Ram Seru Apenisa Cakobau, the Vunivalu of

Bau as the "King" of Fiji in the early 1870s, But his "cabinet" was

unable to establish law and order because it did not command general

support either from the Europeans or the Fijians (Gitlion, 1962:1). In

1874, the British Government finally decided to accept the offer of

cession to end the anarchy which had resulted from the presence of

British subjects in Fiji (Scarr, 1984:70-76).

Ninety-six years later, Fiji gained its independence. To date, the

education system in Fiji reflects a legacy of the British influence. There

is an extensive system of primary and secondary schools together with

tertiary institutions such as the Fiji School of Medicine, Fiji School of

Nursing, Fiji College of Agriculture, Fiji Institute of Technology,

teachers' training colleges and a regional University of the South Pacific

which is situated in Fiji, In 1985, some 25.4 per cent of the total

population of Fiji attended classes in these educational institutions (Fiji

Ministry of Education, 1986a:l). Two years before Fiji's independence,

84.8 per cent of all children aged 6-13 years were in school (Fiji



Education Department, 1969:4) but by 1985 the figure for 6-13 year olds

increased to 96.0 per cent (Fiji Ministry of Education, I986a:l).

However, that a high proportion of children arc in schools does not

necessarily ensure appropriate education. In the final analysis, it is the

combination of both quantity and quality that indicates educational

development. It is not only how much education to how many that is

important but how relevant that which is taught is to the needs of the

society, The relevance debate in education is not the only aim of this

study. It may be significant to mention that, as in the developed

countries, curriculum revisionist movements began in the newly

independent nations in the 1960s and the 1970s in order to adapt the

content o'f what was being taught to the needs of these countries. A

distinguished educationalist, Beeby (1970:39-40) outlined three main

reasons for the curriculum development movements. The first, was that

during the 1960s, the newly independent countries, after their frantic

struggle to give more education of the usual academic type to more

children in the schools, had turned to the more difficult job of adapting

the content of the curriculum to their own needs, This trend was the

same in Fiji and most of the other countries of the South Pacific region

soon after their independence in the 1970s.

Secondly, Becby (1970) stated that for the first time, education was

seen by people outside the system as a form of national investment. In

other words, the planners and the economists were interested in bringing

about national progress through investment in education. Thus the content

of the school curriculum was coming under close scrutiny not only by the

specialists but also by the citizens themselves. His third reason was that

the traditional curricula had been dramatically challenged by the speed at
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which man was acquiring knowledge - to the extent that some people

were claiming that knowledge was doubling every ten years (Beeby, 1970:

39-40). Thus, new ways of teaching, learning and understanding had to be

found if the new generation was to cope with the sudden increase in the

quantity of knowledge.

In Fiji the primary school curriculum, that is, the teaching

programme for the first eight years of schooling, was fully revised during

the 1970s. Geography as a school subject was eliminated from the primary

curriculum (Classes J-VI) but some of its themes were incorporated in the

Social Sciences (Forms I-II) programme. Only part of the secondary

school curriculum, namely, up to Form IV, was revised in the late 1970s

and the early 1980s. Geography and history were excluded from the new

Forms I-IV curriculum and in their place the Social Sciences programme

was introduced. It was thought that Social Science was more relevant

and desirable than the two separate subjects (Bishop, 1975:19).

Fiji established a curriculum development unit (CDU) within its

Department of Education in 1968 (Fiji Ministry of Education, 1979:1),

This unit produced new teaching materials in most subjects for the first

ten years of pupils' schooling. Pupils in their ninth and the tenth years

use these revised curriculum materials and appear for the Fiji Junior

Certificate Examination in Form IV. In other words, Fiji has educational

machinery which evaluates and monitors the curricula for primary and

Form I to IV secondary schools. When social science was nationally

implemented, not all secondary schools opted for it. Geography survived

in Forms III and IV in n number of secondary schools in spite of

attempts, as discussed in Chapter 3, to have it replaced by social science.



10

Geography remained as a subject in Forms V and VI, and in the

mid-1980s students from secondary schools in Fiji continued to appear for

New Zealand School Certificate Examination (NZSC) in their eleventh year

and New Zealand University Entrance Examination (NZUE) in the

subsequent year. That is, the curriculum for Forms V and VI was drawn

up by the New Zealand authorities. The NZUE examination, as the name

suggests, is primarily designed to select New Zealand secondary school

pupils for university education. Hence, the choice of NZUE examination

for students in Fiji, raises the question of relevance of foreign-based

curriculum. Although the fifth-form pupils in Fiji appear for a NZSC

South Pacific Option Geography Paper, there is no such option for sixth-

form pupils. How relevant and effective then is the NZUE geography

syllabus for Fiji's sixth-form students? To test this, and examine and

analyse other issues related to geography teaching in schools, the

following hypotheses have been formulated.

Hypotheses

The main hypotheses formulated for this study arc :

(a) That geography curriculum based on a foreign syllabus is not

geared to the needs and interests of secondary school students

in Fiji.

(b) That both teachers and students in Fiji are not fully motivated

in the teaching and learning of geography because the

curriculum is not relevant to local society.

(c) That poor geography results in the external examinations

(particularly NZUE) discourage potential geography students.

(d) That most students are attracted to alternative subjects in

which they 'succeed' in examinations.
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(e) That students with a geography background are considered less

'employable' than those with a natural science background.

(f) That a locally-based geography curriculum is more desirable

than a foreign-based one.

(g) That teachers, parents and pupils prefer locally-based external

examinations to foreign-based ones.

(h) That there is a strong preference for the inclusion of

agricultural geography in schools.

(i) That consultation with teachers, parents, geographers and

government planners in the drawing up of a geography

curriculum helps to formulate a more relevant curriculum than

one merely imposed from above.

Methodology

In a study of this nature it is not feasible to gauge the full

magnitude of the problems of geography teaching in schools in Fiji, using

one exclusive measuring instrument. For that reason, the study combined

a number of methods in what may be termed a methodological integration

model in order to acquire the data (Warwick, 1983: 275-97).

The methodology used in collecting data and testing the hypotheses

included: (1) a literature survey, (2) archival research, (3) research on

education and curriculum development carried out in the Fiji Education

Ministry, (4) a brief scrutiny of educational development with particular

emphasis on the development of geography in schools, (5) the

administration of questionnaires to pupils, teachers and parents, (6)

personal interviews, and (7) correspondence with University of Cambridge

Local Examination Syndicate, London; Universities Entrance Board and
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New Zealand Department of Education, Wellington, regarding secondary

school geography curricula used in Fiji since the 1940s,

Literature Survey

The literature survey was carried gut at the University of the South

Pacific Library and the National Archives of Fiji, Regrettably, literature

is scarce on both curriculum development and the teaching of geography

in Fiji. Most of the literature available deals with either education in

general or other aspects of education, These could be classified into

three categories: educational reports, unpublished theses and published

books.

Various reports on education in Fiji explain the government's

policies and practices in education at those times, and recommended

modifications when necessary. The most recent one was compiled in 1969

which could take the credit for the many changes that took place in

Fiji's education system after independence. Deakin (1971) compiled a

detailed report on school examinations. He strongly recommended

localising examinations at fifth and sixth forms but the suggestions have

yet to be implemented. Major changes were brought about in the

education system following the recommendations of each of the education

commission reports for the years 1909, 1926 and 1969, Lewis-Jones (1955)

emphasised post-primary education, Mayhcw (1936) stressed schooling in

multi-cultural setting, and Stephens (1944) presented a critical analysis of

almost all aspects of education in Fiji,

A number of unpublished theses trace the development of education.

Of these, Baba's (1979) Ph.D dissertation is most relevant to this study as

it deals with curriculum development process. It evaluates the UNDP
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social science curriculum in Forms I and It, and has some reference to

history and geography in schools. Bhagirithi (1970) traces events leading

to the Education Commission of 1916 and discusses subsequent

developments in education, Cato (1951) explains the development of

education among the indigenous peoples of Fiji, Tonga and Western

Samoa. Hindson (1985) presents the educational debate in the South

Pacific whereas Hopkin's (1975) study deals with the policy development

in Fiji's education system. The development of Davuilevu school in a

colonial setting is discussed by James (1976), and Kao (1960) examines the

development of Catholic education in Fiji. Maclean (1982) explores

secondary school alternatives in the South Pacific and McKinney (1950)

traces the postwar education of Fijians. Singh (1972) examines the

administration of education in Fiji whereas Thornley's (1979) work has

reference to contributions made by the Methodists in Fiji's education.

Mann (1935) compiled a report on education in Fiji based on his

personal observations. Whitehead's (1981a) monograph presents a detailed

analysis of government's policy on education in Fiji since 1939. His book

traces the rising demand for education and the actions taken to effect an

increase. -It illustrates the imbalance between quantity and quality in

education. Wood (1978) presents a detailed account of the contributions

made by the Methodist mission in improving people's lives in their social,

moral and educational spheres.

The bulk of the data for this thesis was collected by questionnaire

surVey. The questionnaires, which were prepared in consultation with

thesis supervisors, were pre-tested and, after the necessary amendments,

the survey was conducted.
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Pupil Survey

A stratified sampling was done to choose the survey schools. It was

decided to survey pupils from schools which have been consistently

offering sixth-form geography for over the past ten years (1975-85).

These survey schools are shown in Figure 1.3. In 1975, twenty out of the

twenty-eight schools with sixth form, offered geography. Of these twenty,

two later discontinued geography teaching and despite attempts, data

could not be obtained from two more of them. Thus a total of sixteen

schools were surveyed in October 1985. Visits were made to schools in

Viti Levu and informal discussions were held with the pupils in their

classes, After that, the pupils themselves completed the questionnaires.

The principals and the geography teachers of the schools in Vanua Levu

and Ovalau assisted in administering the pupil questionnaires in their

schools. Two sets of questionnaires were administered to pupils: one to

sixth-form students who studied geography and the other to those who

did not do so (Appendices A and B),. A total of 540 completed

questionnaires was received (Table 1.1).

Teacher Survey

Over 100 teacher questionnaires, with covering letters, were posted

to all senior secondary schools (i.e., schools with Forms V and above)

except those which did not offer geography (Appendix C), A self-

addressed return envelope with a postage stamp affixed was attached to

each questionnaire. A total of 61 completed questionnaires was returned.
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Analysis of Data

All data acquired by means of the questionnaires were analysed by

computer programme, SPSSx, (Statistical Package for the Social Sciences).

Conclusion

This research is undertaken on the assumption that although

geography has much to offer in terms of educating pupils about their

physical and human environments, such an aim is currently no( being

achieved in geography lessons in Fiji's secondary schools. As the image

of the discipline is declining in schools, immediate remedial measures have

to be taken to avert its total demise from the curriculum.

The second chapter of this thesis is composed of a brief description

of the development of education in Fiji, It reveals the commitment and

dedication of voluntary organisations, such as church groups and local

village committees, in erecting school premises, staffing schools and

organizing teaching programmes from the mid-ninetecnth century. The

"3R's" - reading, writing and arithmetic - and religious instruction in the

mission schools, formed the core teaching programme. Notably, lessons in

geography and health also featured prominently in the curriculum,

especially after 1916 when government began exercising some control in

education. Almost always the geography lessons presented descriptive

information about 'places' on the earth's surface. Pupils were

indoctrinated to accept the then existing social order and critical

thinking was not encouraged, Such a pedagogical approach was in

adherence to the colonial regime's liberal ideology in education.
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The third chapter examines the status of school geography in Fiji in

the mid-1980s. The encroaching social science programme in the

curriculum has given a rebuff to geography particularly in the primary

and the lower forms of the secondary schools. Moreover, the relevance of

New Zealand school-based curriculum in Fiji's secondary schools is

debatable particularly for a subject such as geography. The geography

results of Fiji's pupils in the New Zealand schools external examinations

show a trend of declining marks. Subsequently, the number of pupils who

enroll for geography in Forms V and VI show a similar trend.

In chapter four, the analyses of the alternative perception of

geography by pupils, parents and teachers show that a utilitarian

geographical-education is preferred. Chapter five presents the research

findings and discussions regarding the major constraints on geography,

which culminate in tarnishing its image in the curriculum. It furthers the

idea of a utilitarian-based geography and illustrates the relevance of

teaching an agricultural-biased geography in Fiji,

The final chapter re-examines the hypotheses and synthesizes the

main issues raised in the study. It strongly recommends innovations in the

geography curriculum. The other important recommendations are for the

establishment of a geographic association and the strengthening of the

geography curriculum development section of the Ministry of Education

in Fiji.
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CHAPTER 2

EDUCATION IN FIJI IN RETROSPECT

Before singling out school geography for special treatment, it is

necessary to understand the development of education in Fiji with

particular reference to the development of curriculum in schools. I have

adopted an historical approach in discussing Fiji's educational

development, which can be classified into four periods: (1) the period

prior to 1916; (2) the period between 1916 and 1940; (3) the period from

1940 to Fiji's independence in 1970; and (4) the post-independence period.

Each of these periods marks a very significant stage in the

development of formal education in Fiji. Before 1916, the colonial

government exercised no control over education in Fiji, After the

implementation of the Education Ordinance of 1916, the government began

to exercise partial control over education (Bhagirathi, 1970:20). After

1940, the British colonial government took some steps to prepare the

colony for self government, and Fiji attained its independence in 1970.

Since 1970, the policy and administration of education have been in the

hands of the government of Fiji.

Throughout this chapter, discussions are focussed around three main

themes: (1) the policy and development of formal education; (2) the school

curriculum used during these periods; and (3) geography in the school

curriculum.
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Education in Fiji Before 1916

Fiji remained a British Colony from 1874 to 1970. During this period,

educational development in Fiji followed a laissez-faire policy of British

colonial development. Consequently, educational development in Fiji

followed a system of schooling organised by voluntary agencies,

particularly the Christian missions (Whitchead, 1981a: 10). Although there

were no formal schools in Fiji before the arrival of the European

missionaries in the 1830s, education was carried out in a non-formal way

in villages by the elder members of the society (Baba, 1985:128). Formal

schooling, consisting of group instruction by teachers and preachers, was

introduced into Fiji by Christian missionaries. Of the various Christian

denominations which came to Fiji, the Methodist Mission and the Roman

Catholic Mission have contributed the most to the development of

education. The common aim of the missions was to convert the

indigenous people of Fiji by spreading the teachings of the gospel. In

this respect, education was not for its secular benefits but was primarily

promoted so that the converts to Christianity should be able to read the

Bible. It was for this purpose that the schools were first established

(Wood, 1978:28).

The Methodist Mission Schools

The first European missionaries who arrived in Fiji were William

Cross and David Cargill in October 1835 (Derrick, 1957:48). Both Cross

and Cargill were of the Wesleyan Mission, later called the Methodist

Mission. Cross and Cargill came to Fiji from Tonga, accompanied by a

small band of Tongan Christians (Mann, 1935:23). After landing at Lakeba

in the Lau Group, which is the eastern group of islands in Fiji, the
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missionaries started their work. The Fijian language had not been

written down, so Cross and Cargill adopted the Roman alphabet for this

purpose. Cargill, a linguist, first printed some reading primers in Fijian,

The missionaries could speak Tongan fluently and they also learnt Fijian

rapidly, which enabled them to preach in Fijian. The first school was

established by the missionaries, within weeks of their landing, at Lakeba

in Lau. This school met in the open air for a few hours in the morning

for the males and for a similar duration in the afternoon for the females

(Wood, 1978:35). Mrs Margaret Cargill, who had accompanied her

husband, conducted classes for the females. By the late 1930s, the

Methodist Mission spread its activities to two more centres: Rewa in Viti

Levu and Somosomo in Taveuni. In 1839, more Methodist missionaries

arrived from London and, in the same year, a printing press at Lakeba

began to produce written materials in the Fijian language.
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The Methodist Mission divided Fiji Islands into eleven 'circuits' or

educational districts (Figure 2.1) and established a system of 'circuit'

schools (Thornlcy, 1979:12-13). Their mission stations at Lakeba and

Lcvuka each had a 'Vuli-ni-Lotu' (Church School) in which instruction

was given to locals, Upon completion of their training, the local people

went out into the villages to teach the children reading and writing in

Fijian and also some numeracy- skills, In 1852, the first professionally

trained teachers, William Collins and John Binner, arrived in Fiji. Collins

took charge of Lakeba school and Binner was posted to Levuka school,

Both these Englishmen were trained under the Glasgow school system and,

although their input was valuable, the standard of teacher training at the

Vuli-ni-Lotu remained mediocre (Thornley, 1979:228), By 1847 the New

Testament was translated into Fijian and later it was printed (Fiji

Ministry of Education, 1977:1). The printing of the Bible in Fijian was

followed in 1S51 by the compilation of a Fijian Dictionary and Grammar

by Hazelwood (Wood, 1978:91), Using the Bible and the reading primers

in Fijian, the inadequately qualified local teachers attempted to teach

literacy to the Fijian children in the village schools. Thus began the

slow start of formal schooling in Fiji,

In 1857, a central training institution, called the 'Vuli-Levu' (the Rig

School), was established at Mataisuva on the Rewa Delta to cater for the

training of theological students and pastor-teachers. Later, this training

institution was relocated at a number of places. In 1860, it was relocated

at Kadavu because it was thought that the students would make more

satisfactory progress at a more isolated site away from the tribal

disturbances that occurred on Viti Levu. In 1873, it was moved to

Navuloa, Rewa, near the mouth of the Wainibokasi River because it was

difficult for the institution to grow food for the pupils on the poor soil
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at Kadavu. In 1908, it was finally moved to Davuilevu, Reaw, to

accommodate a high school facility. This Methodist High School was

established to compete with government-backed Queen Victoria School.

From 1908 to 1947, the Davuilevu Training Institution played a vital role

in the training of teachers in Fiji, After 1947, all primary teacher

training was centralised at Nasinu Teachers' College.

Another area of social importance that was attended to by the

Methodist Mission was education for girls. In 1899, the Methodist

Mission established its first school for Fijian girls at Matnvelo in Ba.

The mission later established four more girls schools; at Richmond in

Kadavu, Levuka in Ovalnu, Lakeba in Lau, and Cuvu in Nadroga. The

problem of a shortage of teachers was felt even more in the girls'

schools because the female teachers were in short supply. These four

girls' schools later became co-educational but the Dallantine Memorial

School, which was established in 1934, has remained a girls' school

amongst the chain of other Methodist schools in Fiji.

By the turn of the century, the Methodist Mission had made a

substantial impact on education in Fiji. The Education Commission of

1909 acknowledged that the bulk of the education of the indigenous

people of Fiji was in the hands of the Methodist and, to a lesser extent,

the Catholic Missions. In 1908, the Methodist Mission had altogether

1,041 schools with 912 teachers, 1,177 pupil-teachers and 17,695 pupils.

(Fiji Education Commission, 1909:111).

The Catholic Mission Schools

The first Catholic missionaries to arrive in Fiji at Lakcba, Lau, in

1844, were Fr, Roulleaux and Fr. Breherct (Kao, 1960). As there were n
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number of Methodist converts at Lnkeba, the Catholic missionaries were

not well received there, which led them to Namuka, an island in the Lnu

Group. Although the Catholic missionaries were later granted permission

by the local paramount chief, Tui Nayau, for a temporary stay at Lnkeba,

sectoral rivalry between the Catholic priests and the Methodist

missionaries hindered progress in the educational development of the

Catholics (Wood, 1978:125-132). Twenty years later, the first two

Catholic schools were opened at Naililili in Rcwa and Solcvu in Bun (The

Archdiocese of Fiji, 1982). In addition, a school for Catcchist training

was started at Rewa but it was later moved to Ovalau in 1870. The

Catholic Catechist training centre remained in Cawaci, Ovalau, until 1947

(Kao, 1960:23). It was in 1947 that a government teachers' training

college was opened at Nasinu, Suva, Unlike the Methodist Mission, which

spread out extensively throughout the whole of Fiji Islands, the Catholic

Mission carried out the bulk of its educational activities at fewer

locations and under the guidance of trained overseas teachers.

In 1882, three Catholic sisters of the Society of Mary arrived in

Fiji. The presence of the Catholic sisters helped in the education of

girls. These sisters started the girls' schools at Lorcto in Levuka, and

Wairiki in Taveuni. On 1886, a Catholic boys' school was established nt

Loreto. Two years later, the first Vicar Apostolic of Fiji, Bishop Julian

Vidal, arrived with three Marist Brothers. They started a school for the

Europeans in Suva. In 1888, four Sisters of St Joseph dc Cluny arrived

in Fiji, and started what is now St Joseph's Secondary School in Suva.

The Catholic Mission also established a school for the Indian boys in

Suva. This school later did excellent work for the Indian community nt a

time when there were only a few good schools for educating the Indian

children. The Catholic Mission concentrated its educational activities on
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selected students under the guidance of relatively better trained teachers.

Reporting on the educational work done by the Catholics in Fiji, Bishop

Julian Vidal (1909) explained to the education commission of 1909 that

"the mission recruited teachers from overseas and supported an efficient

staff of teachers in the Catholic schools". He said that the stuff

members in the Catholic schools in Fiji were not made up of casual

teachers chosen from anywhere to fill vacant positions but "were those

who had teaching as their only aim and study of their life" (Vidal,

1909:112). This statement may appear as an exaggeration about the

quality of teachers in the Catholic schools but it reflects the mission's

philosophy regarding the selection of their teachers. Viclal also argued

that a large number of the former pupils from their schools in Fiji were

doing well in life and many of the former pupils had entered the civil

service in the Customs Department, the Post Office and the Clerical

Service. According to the government report at the turn of the last

century, the Catholic Mission controlled 159 schools with 218 teachers

and 1,695 scholars.

Government's Involvement in Education Before 1916

The colonial administration, established after Fiji's cession to Great

Britain, took very little interest in what was taught and how it was

taught in schools (Im Thurn, 1908:4). The missions continued in their

struggle to build schools, train teachers and work out the programme of

study in order to educate the indigenous Fijian children.

The provision for the first public schools, with some financial

assistance was made by the Ordinance No 1O of 1879 (Fiji Ministry of

Education, 1977:2). In the same year, the Levuka Public School was

established in Ovalau, at Levuka, which was the capital of Fiji at that
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time. In 1883, when the capital was moved to Suva, the Suva Common

School (now known as the Suva Grammar School) was established. These

schools were for European children and education in these schools was

free for pupils between the ages of six and fourteen. Teachers were

recruited mainly from Australia to staff these two schools.

A particular regulation was passed by the government's Native

Regulation Board to enforce compulsory education to the indigenous Fijian

children. It read:

By Native Regulation No.1 of 1891, education is made
compulsory for Fijian children between the ages of six and
fourteen years. Parents failing to comply with the Regulation
may be reprimanded for the first offence, and for a subsequent
offence punished by a fine of one shilling or, in default, three
days' imprisonment with hard labour ... (Legislative Council of
Fiji, 1910:4).

It is worthy to note that although such a regulation was enacted,

the government itself made no provision for the education of the

indigenous Fijians until 1916 except for some assistance given for the

establishment of Queen Victoria School. The colonial government of Fiji

could be credited for being instrumental in the establishment of this

school at Nasinu, as indicated above. The impetus for this 'higher'

primary school was given by the Governor of Fiji in 1904 when he

decided to re-direct a sum of £1,768 Os 4d, which the Fijians themselves

had subscribed for erecting a concrete monument to be called the

Victoria Memorial Hall. However, the Governor, Sir H. Jackson, proposed

that cither part of that sum collected or the whole of it ought to be

converted towards building a school for Fijians (Jackson, 1904). This

school was to cater for the education of selected Fijian boys, particularly

the sons of chiefs. The Queen Victoria School opened in 1907 with a

roll of thirty boys comprising at least one pupil from each of the
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seventeen provinces of Fiji and one from Rotuma, which was also

administered by the British colonial government.

Education of Indians

Prior to 1916, almost negligible progress was made in the direction

of education of the children of Indians in Fiji. The Indians were brought

to Fiji as indentured agricultural labourers. When Fiji became a British

Crown Colony in 1874, the European planters in Fiji faced a critical

shortage of labourers because the indigenous Fijinns depended on

subsistence agriculture, fishing, hunting and gathering; the idea of

labouring for long hours in the fields did not appeal to them. The

colonial administrators did not wish to alter the Fijian social structure

but instead attempted to preserve the Fijian lifestyle through legislature

such as the Native Regulations Act. The planters recruited other Pacific

islanders, mainly from the New Hebrides and Solomons (Parnaby,

1972:126), but this also did not solve their farm labour problems, Then

the Indians were brought to Fiji under the indenture system.

The indenture system between Fiji and India began in 1879. Under

the indenture contract or 'girmit', as it is known in Fiji, labourers were

recruited from India to work on plantations in Fiji. A five-year

indenture contract followed by a further sojourn of five years earned the

right to repatriation at government expense (Ali, 1976:4), There was an

undertaking given that those who wished to remain permanently in Fiji

would be permitted to do so. Nearly 60,533 Indians were introduced to

Fiji between 1879 and 1916. Although the indenture system ended in

1919, by 1929 only 50 per cent of those eligible exercised their option to

be repatriated (Ali, 1976:4). Unlike the mission effort in educating Fijian

children and the government-backed School Boards' efforts in educating
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European children, only sporadic effort was made at educating Indian

children. The first Indian school, Wairuku Indian School, was established

in 1899 in Rakiraki by Badri Maharaj through local community efforts

(Fiji Education Department, 1939). Before 1916 examples of such local

Indian community efforts to establish schools for Indian children were

rare. Life under indenture was very harsh and took up most of the

labourers' energy leaving little time for them to plan for educational

facilities for their children, Other factors such as problems of a common

vernacular for the Indians, lack of Indian village organisation, the need

for labouring hands on the farm and negative attitudes towards the

education of Indian girls (Mayhew, 1936:21), contributed to the delays in

the education of Indian children. Moreover, the sugar milling companies

discouraged the provision for education of Indian children. The sugar

millers feared that education would push the Indian children away from

the farms and pull them towards paid employment in the growing urban

centres. The government itself did not see much merit in providing

education to the 'floating population' before the end of the indenture

system.

School Curriculum

As discussed earlier, three main education agencies (the Methodist

Mission, the Catholic Mission and the government-assisted School Boards)

contributed to education in Fiji before 1916. The curricula followed in

the schools that were controlled by each of these agencies showed some

similarities and a number of differences. The two main similarities were

that all the school programmes stressed basic literacy and numericnl

skills, and all these schools faced difficulty in securing a reliable source

of supply of teachers, The differences lay in curriculum content and

approach.
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(a) Curriculum in the Methodist Schools, In the early days of

schooling in Fiji, the curriculum in the Methodist schools was quite

simple as it revolved around the teaching of gospels and scripture-

reading and writing. As can be seen from Table 2.1, the scope of the

curriculum broadened from the narrow range of subjects offered in the

numerous village primary schools to a much wider range of subjects being

offered in the only district training institution at Davuilevu. The village

primary schools were widespread throughout Fiji. Although scripture was

not specifically spelt out as a subject in village primary and central

primary schools (Table 2.1), it was the scripture that was exclusively read

and written by the children.

Curriculum in Methodist schools reflected the Glasgow educational

system, devised by David Stow, in which much stress was placed on the

Bible and moral training (Thomley, 1979). As mentioned earlier, Collins

and Dinner introduced the Glasgow system into the Fijian mission schools.

Thus the primary emphasis in the village schools was on spiritual

instruction and recital of the gospel (Thornley, 1979:228).

In most Methodist schools, the medium of instruction was the Fijian

language. Although there was merit in teaching in Fijian vernacular, the

failure of village schools to introduce English deprived (he students of

access to a much wider range of reading materials than the narrow range

available in the Fijian language. In his address to the Legislative Council

of Fiji, the Governor, Everard Im Thurn pointed out the need to educate

the Fijians, especially in English. However, the unavailability of

sufficient English teachers remained a critical problem.



31

TABLE 2,1 CURRICULUM IN THE METHODIST EDUCATIONAL
INSTITUTIONS BEFORE 1916

Type of Institution Subject Taken

Village Primary Schools

Central Primary Schools

Mission Provincial
Schools for Boys

Mission Provincial
Schools for Girls

Arithmetic, Rending, Writing, Elementary Geography, Drills
and Kindergarten

Arithmetic, Reading, Writing, Elementary Geography, Drills,
Kindergarten, Manual work and Object lessons.

English, Arithmetic,Geography, History, Scripture, Reading,
Writing, Drawing, Drills

English, Arithmetic, Geography, English history, Scripture,
Reading, Writing, Sewing, Hygiene, Laundry,

District High Schools for
Boys

Sectional Training
Institution

Circuit Training
Institution

District Training
Institution
|Davuilevu]

Theological College
[Davuilevu]

English, Mathematics, Geography (Political and Physical),
English history. Scripture, Elementary Science, Reading,
Writing, Drawing Elementary Physiology, Moral and Manners,
Technical Work, Typewriting, Agriculture.

Rending, Writing, Arithmetic, Geography, English history.
Scripture.

Reading, Writing, Arithmetic, Geography, English history,
Scripture, Homiletics, Drills, Art of Teaching, Technical
Work, Pastoral Work

Mathematics, Geography, English history, Drills, Physiology
& First Aid, Art of Teaching, Elementary Theology,
Homiletics, Methodist Laws & Policy, Elementary
Bookkeeping, Pastoral Work, Technical Work.

Circuit Management, Theology, Biblical Criticism, Homiletics,
Scripture, History, Methodist Law & Policy, Elementary
Science.

(Legislative Council of FIJI, 1910:111),

The early Methodist schools attempted to enter for agro-technical

education as well. At the circuit (district) schools, the idea of school
+

gardening was an integral part of the total educational programme. At

Davuilevu, academic classes were held in the morning but in the
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afternoon the boys worked in their gardens to produce their own food

(James 1976:40), In the district high schools, apart from the academic

subjects, the boys were taught some woodwork, concrete-mixing, book-

binding and boat-enginccring whereas the girls concentrated on traditional

arts such as mat making, basket-weaving, sewing, cooking and home

management. The curriculum in the Methodist schools in Fiji was linked

to and influenced by the Australian Methodist schools (Cato, 1951:103).

(b) Curriculum in the Catholic Schools. Although the Catholic schools

were not as widespread in Fiji as the Methodist schools, the education

they offered was of a better quality. The early Catholic schools were

inspected every second year by Inspectors from the Australian Marist

Brothers Society. One of the Inspectors who was also the head of the

Marist Brothers Society in Australia testified in his report that the

Catholic schools in Fiji "were not inferior to any of the kind under his

control in the other colonies" (Vidal, 1909: 112). The following subjects

were taught:

English (reading, spelling, dictation, grammar, composition,
writing), Arithmetic and Mental [arithmetic], Algebra,
Geometry, Geography, History, Drawing, French, Stenography,
Singing, Moral Training, Physiology, Domestic Economy, Nature
Study, Map Drawing, Needle Work, Health, Religion, Drills and
Physical Exercises. (Vidal, 1909)

Most of the Catholic schools were staffed by overseas teachers. But

the few small schools, staffed by Fijian teachers, were under the

supervision of resident missionaries and European Sisters because, as

mentioned earlier, Catholic missionaries believed in providing quality

education at fewer centres, English was either used as the medium of

instruction or taught as a second language.
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(c) Curriculum In Suva and Levuka Public Schools. Prior to 1916,

these two schools also followed the Victorian school system and Victorian

School curriculum. The Suva and Lcvuka schools were inspected annually

by an Inspector of Schools from Victoria, Australia (Legislative Council of

Fiji, 1893:4), The Victorian courses of instruction were designed for

schools in the temperate conditions and were, in subjects such as

geography, not suitable for schools in Fiji, which lies in the tropical

region. An extract from the report of an Inspector of Schools reads:

... It seems at first somewhat incongruous to find a Victorian
school in so tropical a setting, to see in this land of banana,
the coconut, the sugar cane and the rubber tree, the same
educational processes employed as those in industrial and wheat
growing Victoria ... It seems inevitable that such a state of
affairs cannot long be continued for of necessity, the
environment determines the nature of the organism, and a
school if it is a live school, is an organism and must be
influenced by its surroundings... (Burgess, 1913:1)

The curriculum in the two public schools included English Language

(reading, spelling, writing, dictation, grammar)) Arithmetic, History,

Geography, Drawing, Singing, Drills and Needlework. The detailed

breakdown of subjects for each class is shown in Appendix E. This

curriculum catered for primary education of the European children in Fiji,

who could, if their parents desired, later go overseas for secondary

education.

Geography in Schools Bcforc 1916

It is said that the curriculum in the early schools was restricted to

the teaching of the "three R's - reading, writing and arithmetic"

(Legislative Council of Fiji, 1910). Although this statement is. generally

true, nevertheless, before 1916, the school curriculum included aspects of

geography, as mentioned earlier. Geography was taught in Mission

Schools, Suva Common School and Levuka Public School. Apart from
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possessing literacy and numeracy skills, a learned person was expected to

possess knowledge about 'places' on the surface of the earth. That could

have been the reason for teaching geography in schools. But what was

the nature of school geography in those days? Hayes (1966: 22-24) traced

three broad phases that the teaching of geography has undergone over

the years: the capes and bays approach; the physiographic approach; and

the humanistic approach. In the capes and bays approach concentration

was on rote learning of factual information. Geography teaching in

schools in Fiji before 1916 appears to have followed the capes and bays

approach. That the teachers in village schools were merely attempting to

teach factual information about 'places' is further confimed by the

method of imparting geographical knowledge through games such as 'na-

tono-mape', meaning pointing to places on the map (Cato, 1951:88). This

was simply rote learning. In the Suva and Levuka public schools the

children were expected to memorise geographical information and the

Inspector of Schools asked pupils such questions as:

... How far is the Tropic of Cancer from Equator?
(Class V)

Johannesburg, Khartoum - what, where and why noted?
(Class VI)

For what arc the following remarkable: Sheffield, Canton?
(Class VII)...

(Legislative Council of Fiji, 1899)

These types of questions indicate that the children were expected to

memorise geographic information and recall these facts in evaluative

exercises. It is generally accepted that there are six levels of cognition:

knowledge, comprehension, application, analysis, synthesis and evaluation

(Bloom, 1956:18). Geography was taught merely at the 'knowledge' level in

the early schools in Fiji,
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Interwar Years 1916-1940

Government effort in education in Fiji begun with the publication of

the Education Ordinance of 1916. Up to that time, government's part in

education was merely to assist selected schools.

Policy and Practice

Although the first Education Commission of 1909 had recommended

that government should take responsibility of providing basic primary

education to children in Fiji (Fiji Education Commission, 1909), the

implementation of the report was delayed for six years. The Government

finally responded by setting up the Education Ordinance of 1916 in which

most of the recommendations of the Education Commission of 1909 were

incorporated, Among other things, the Education Commission of J916

made provision for the establishment of a Board of Education with a

Superintendent of Schools and other officials necessary for the

administration of the Board (Fiji Education Department, 1932). This

Ordinance provided the government with a lot of powers to direct and

control schools.

The Education Ordinance of 1916 made provision for financial

assistance to private schools through a system of grants-in-aid. The 1916

Education Ordinance stipulated that grants-in-aid were only payable in

respect of teachers who could use English as a medium of instruction.

The Methodist Mission objected to this clause because in most of its

schools, pupils were given instruction in the Fijian vernacular. In 1917

as a result of this objection, the language requirement was revoked and

schools providing instruction in vernacular received government financial

assistance (Fiji Education Department, 1918). In 1918 only seventeen

schools received government financial assistance (Fiji Education
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Department, 1920), but by 1928 this figure rose to one hundred and seven

(Fiji Education Department, 1929). Apart from administering government

financial assistance to more schools, the Board of Education failed to do

any serious educational planning. There was no government teachers'

college and no provision was made for the supervision of schools and

teachers.

A second Education Commission was appointed in 1926 comprising

the Director of Education of the Australian State of Victoria, an

Inspector of Schools from New Zealand and representatives from the

Church Missions, the Fijian community and Indian migrants. The

Commission's main recommendations were:

(i) appointment of a Director of Education and an Assistant

Director as heads of the Department of Education;

(ii) establishment of a government training institution to cater for

the training of primary school teachers;

(iii) payment of grants to the Davuilevu Training Institute in

respect of teachers trained there;

(iv) establishment of primary schools for all sections of the

community, particularly for the education of Indian children;

(v) appointment of a team of organising teachers to visit, assist

and inspect teachers in all schools; and

(vi) renewal of the primary school syllabus.

(Adopted from the Fiji Education Commission Report of 1926)

These recommendations were incorporated in t lie Education

Ordinance of 1929 which replaced the 1916 Ordinance (Whitehead,

1981a;23). Under a new Board, the Department of Education was



37

reconstituted with a Director of Education 'as its head, The new

administration began to supervise the three main school systems-

English, Fijian and Hindi - that were based on the three main languages

of Fiji. The government exercised control in the staffing of schools, the

building standards, and the curriculum through payment of grants-in-aid

to the non-government schools,

The supervision of government assisted schools by government

appointed Supervising Teachers began in 1931 (Whitehead, I981a:23; Fiji

Ministry of Education, 1977:2). The Supervising Teachers, whose title

changed to Organising Teachers and then to Visiting Teachers, were

responsible for inspecting schools and teachers, and writing reports on

them.

The new Board of Education also was unable to meet the rising

demand for education in the country.' In the Legislative Council, there

was persistent demand by the Indian politicians for educational facilities

for Indian children. The development of schools For Indians had not kept

pace with the growth of, Indian population in Fiji. Perhaps it was the

seriousness of the problem of education for Indians that brought Ar thur

Mayhew, in 1936, to investigate the educational question in Fiji. In his

report, Mayhew stressed that it was the government's responsibility to

provide facilities for an effective eight-year primary education for all

ethnic groups in the country (Mayhew, 1936). The government applied its

usual delaying tactics and shelved the report on the grounds that it

neither had sufficient finance nor the necessary manpower resources to

provide primary education to all children. The Government also stated

that it feared that the Fijians, who had contributed financially towards

the education of their children, would be offended if government begun
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providing educational facilities to all communities (Whitehead, 1981a:27).

The emphasis on educational development in the 1930s continued to be nt

the primary school level, Although there were some secondary schools in

existence at that time, Mr Mayhew noted in his report that instead of

plans for extending these secondary schools, the emphasis in education

was to remain with the primary schools (Mayhew, 1936:7).

The Three School Systems

Schools in Fiji continued to be classified as European, Fijian and

Indian schools based on the three main languages used (as discussed

earlier). Even in the Stephens Report of 1944, which was quite critical of

government's failure in education, it was stated that inter-racial

secondary education was not feasible at that time (Stephens, 1944:65).

Racial segregation of schools resulted from language and cultural

differences.

(a) Education of Eurpeans. In response to the Education Ordinance of

1916 which provided for the establishment of government schools, both

Suva and Levuka public schools, were taken over by government. The

Suva Grammar School was reorganised as Boys' Grammar and Girls'

Grammar schools and they continued to admit only children of European

parentage (Fiji Education Department, 1940). After the government took

over these schools in 1916, it continued to employ overseas teachers and

the schools continued using Victorian School Syllabus until the early

1920s, In 1923, a special committee of the Grammar Schools recommended

to the government to consider a scheme of cooperation with the

Education Department of New Zealand for selection of teachers for the

government schools (Fiji Education Department, 1923). In 1924, the

Scheme of Cooperation with the New Zealand government was approved
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(Fiji Education Department, 1924), and it helped to secure the services of

New Zealand trained teachers. Inherent in the scheme was the approval

for schools to use the New Zealand curriculum. inspectors of schools

from New Zealand were also to visit the three European schools in Fiji.

(b) Education of Fijians. The Missions continued educating the bulk of

the-Fijian children in their numerous schools throughout the country until

the Methodist Mission decided to hand over most of its schools to the

district education councils in 1931 because the government had failed to

honour fully its grants-in-aid policy of 1917, and thereby created

financial problems for the Church (Wood, 1978:272).

In 1916, the government took over full control of Queen Victoria

School which, for a decade, was mainly maintained by the Fijians. In the

mid-l930s, Queen Victoria School had still remained an 'upper' primary

school for selected Fijian boys but, in 1936, Mayhew (1936:13) noted that

"it was developing in the direction of a secondary school with a strong

agricultural and industrial bias". Pupils from Queen Victoria School who

joined the teacher-training schools and medical college usually did well in

their academic work, Most of the other Queen Victoria School pupils,

who were absorbed into public service, attained positions of greater

responsibility.

In addition to Queen Victoria School, government controlled six

other schools for Fijian pupils. These were the Provincial Schools which

were established as 'upper' primary schools. Apart from the academic

subjects, these schools provided agro-technical education for pupils so

that they could fit into village life (Fiji Education Department, 1939).

In 1909, the people of Lau had built a school there and the Government
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took control of it in 1919. Thus it became the first Provincial School

In 1921, Provincial School Northern was established at Taveuni whereas

Provincial School Eastern at Lodoni, and Kadavu Provincial School at

Kadavu, were established in 1923. Three years later, Provincial School

Western at Nadi and Provincial School Southern at Sawani were

established (Fiji Education Department, 1931). There was provision for

one pupil from each provincial school to be transferred every year to

Queen Victoria School. This provided some competition for academic

excellence in addition to vocational type of education given in the

Provincial Schools,

(c) Education of Indians, After 1916, two factors obliged the

government to take some steps to provide education for Indians. The

first factor was that the majority of the Indian labourers did not return

to India at the expiry of their contracts. The other was the strong

recommendation by two education commissions for establishing facilities to

educate Indian children. Consequently, the first government school for

Indians was established at Natabua, Lautoka in 1919 (Fiji Education

Department, 1931), By the early 1930s, government was instrumental in

establishing and strengthening six more schools for Indian children.

Samabula School was taken over by government from n local committee in

1929. In 1930, government took over the control of Andrew's Primary

School and Votualevu Primary School and it established Vatuwaqa Girls'

School, Government built a primary school at ICaravi in Ba and another

one at Wainikoro in Labasa in 1931. It built a secondary section

alongside Natabua Primary School in i930 (Fiji Education Department ,

1939), which became the first government secondary school for Indians.
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Since 1916, government assistance to schools in the I'orm.of grants-

in-aid encouraged local village communities to establish schools. Of the

total of thirty-four Indian schools receiving grants in 1928, seventeen

were established by the Indian committees while the other half was under

mission control (Fiji Education Department, 1929). The establishment of

schools for Indians could not keep pace with the Indian people's rising

demand for education; this problem was aggravated by the rapid rise of

the Indian population, In 1929, of the total of 18,000 Indian children in

Fiji, only about 3,000 (17%) were attending school (Whitehead, 1981b:80~

81). Indians continued to demand more education, particularly an

academic biased one, but the government was not able to fulfil their

demands. Although most Indians were engaged in agriculture, they did

not own land. Consequently, they perceived that the security of their

children lay in an academic education (All, 1976:32). Initially, Indian

schools arose out of local community effort. Later, the Indian religious

organisations, such as the Arya Samaj, the Snnatan Dharam, the Then

India Sanmaga Ika Sangam and the Muslim League, also established a

number of schools and named them after their respective religious

organisations,

As more and more schools were established there was a subsequent

rise in demand for teachers. The following section explains what

attempts were made to solve the staffing problems.

Teacher Training

Prior to 1916, local teachers were trained by the Methodist Mission

at Davuilevu and expatriate teachers were employed in Suva Public,

Levuka Public, and the Catholic Schools. When government began to take

control of education in Fiji, one of the most critical problems it faced
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was the acute shortage of teachers. On the recommendation of the

Education Commission of 1926, government established its first teachers'

training college at Natabua. During the 1930s and the 1940s both

Natabun Teachers' College and Davuilevu Training Institution trained the

majority of primary teachers for the government-assisted primary schools.

The earliest government step in teacher training can be linked to a

system of granting certificates to 'pupil-teachers' that it introduced in

1917 (Fiji Royal Gazette, 1917:266-267). A regulation enabled the schools

to employ their selected former students as 'pupil-teachers', after the

pupils had successfully completed sixth standard (eight years schooling).

To be eligible for employment, the pupils had to have good reports from

their headmasters, for the previous two years. 'Pupil-teachers' were

required to sit for and pass a series of examinations at yearly intervals

after the successful completion of which they were fully certified to

teach.

Under the Scheme of Cooperation, the New Zealand school teachers

were appointed to Suva and Levuka government schools, Queen Victoria

School and the six provincial schools. The Government also registered

new teachers by issuing certificates to teacher graduates from Davuilevu

and Natabua teachers' training schools. Since 1918 government grants

were provided to Davuilevu (Fiji Education Department, 1918) for training

local teachers. This arrangement continued even after government

established Natabua Teachers' Training College in 1929. In 1940, when

Natabua Teachers' College was occupied by military authorities, for

defence purposes during World War II, government transferred all its

student teachers from Natabua to Davuilevu (Wood, 1978:298). Davuilevu

Teachers' Institution continued receiving grants until 1947 when
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government opened a large teachers' training college, at Nasinu, near

Suva.

Curriculum in Schools

Before 1916 there was no centralised curriculum for alt schools in

Fiji. It was the Fiji Education Gazette of 1917 (pp. 268-271) that first

stipulated the official curriculum, in two parts, for government and

government-assisted schools (Appendix F). The emphasis in the first part

of the curriculum was on reading, speaking, writing, arithmetic and nature

observation lessons. The second part of the curriculum consisted of

geography, hygiene and practical lessons such as woodwork for boys and

sewing for girls. This curriculum did not include religious education and

moral instructions which were the main reasons why the early mission

schools were established.

In 1922, Mackay, the Secretary to the Board of Education,

introduced a more detailed curriculum for the government schools (Fiji

Education Department, 1922). Apart from the primary school syllabus, it

also included a two-year secondary school syllabus (Appendix G).

Subjects such as reading, writing, arithmetic, nature study, geography,

history, hygiene, singing, some manual work and physical instructions

were prescribed for the primary section, whereas the Cambridge syllabuses

were prescribed for the secondary section. The introduction of the

Secondary School Cambridge curriculum saw the beginning of English

influence in Fiji's secondary schools. However, when the Scheme of Co-

operation started in 1924, the government schools, for some time,

prepared pupils for both Cambridge and New Zealand examinations before

relinquishing the former in favour of the latter. The mission secondary

schools prepared pupils for Cambridge examinations.
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Debate on the relevance of school curriculum is not a new one, In

1935, Mann, who did a report on Education in Fiji, pointed out that there

was a need for "a curriculum which will minister to the present and

future needs of the population, a curriculum made in the colony... [based

on].., the racial, social, political and economic conditions of the colony"

(Mann, 1935:138). In 1936, Mayhew's Report on Education in Fiji did not

elaborate on the school curriculum except for some suggestions about

revision of teacher training courses, Mayhcw stated that (he curriculum

as a whole was "not open to serious criticism except for some revision of

the courses for the two top classes in which pupils are prepared for

admission to training schools" (Mayhcw, 1936:10); What really was

required, but failed to get implemented, was the need for changes to

both, teacher-training practices and school curriculum. Unfortunately,

there did not exist any curriculum development section in the Department

of Education but, instead, school examinations played, and continue to

play, a very significant role in determining what was taught in school.

The examination prescriptions for the various subjects were regarded as

the school curricula.

Examinations

The first local external examination, known as the Primary School

Leaving Certificate, commenced in 1934. This examination was taken by

the non-European pupils in class seven (Director of Education to K.B.

Singh - Communication, 1934). Only a year later, the Leaving Certificate

Examination was replaced by the Qualifying Examination. A pass in the

Qualifying Examination became the minimum qualification for entry into

the teacher-training, government service and the Central Medical School

(Examination Notices from the Director of Education, 1935), Class seven

pupils sat for the Qualifying Examinations in the usual subjects: English,
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Arithmetic, General Knowledge (which included History and Geography)

and Vernacular (either Fijian or Hindi). In 1935m, only 93 pupils, that is,

60 Fijians and 33 Indians passed the Qualifying Examination (Mayhcw,

1936:7), In comparison with the number of pupils attending school, this

represented a fairly low proportion. Certain entry requirement, regarding

pupil's age, contributed to the low number of passes. The Qualifying

Examination candidates had to be between the ages of 16 and 19 years on

31st December in the year of examination (Fiji Education Department,

1937). On the other hand, schools received government grunts in respect

of only those children who were between the ages of six and fourteen.

In other words, there was no financial incentive for schools to retain

pupils, between the ages of 15 and 16 years. Many pupils left school

before becoming eligible to sit for the Qualifying Examination through no

fault of theirs. That is, if a pupil started school at the age of seven and

progressed evenly, he would only be 13 years of age when he reached

class 7. For such a pupil, there was little incentive to stay back in

school for further two years just to become eligible to sit the Qualifying

Examination. It appears that the age limit was set to select mature

pupils for medical school, teacher training college and government

services.

On the secondary school scene, candidates from government schools

appeared for the New Zealand Examinations for the first time in 1924.

As discussed earlier, in the late 1920's government schools prepared

candidates for both New Zealand and Cambridge overseas examinations.

However, by the 1930s government schools prepared their candidates for

the New Zealand examinations only and the mission secondary schools

prepared their candidates for Cambridge examinations (Fiji Education

Department, 1934).
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Thus the system of examination, which stealthily crept into the Fiji

secondary schools in the 1920s and the 1930s, ossified in successive years.

Even in the mission schools, the purpose of schooling changed from

evangelism to preparation of pupils for passing external examinations,

Geography, among the other academic subjects in the school curriculum,

was seen as one of the examinable subjects.

School Geography During the Tnterwar Period

Apart from reading, writing and arithmetic, geography formed a

principal component in the Fiji primary school curriculum that was

designed in 1917 (Appendix F, Part II). Simple geography lessons, such as

observation and modelling of physical features and mapping skills in scale

drawings, were introduced to pupils from, as early as, their fourth year

of schooling.

The primary school physical geography syllabuses consisted of

distribution of land and water, earth's shape and its movement, and

landforms, with local case studies from Fiji. To some extent, politics and

economics also featured in geography lessons. Pupils studied Australasia,

the British Isles, Europe and one other continent. It is not easy to

deduce accurately the exact type of theoretical framework that formed

the basis of teaching geography, but, considering the calibre of teachers

in most primary schools in the 1920s and 1930s, it must have remained

rote memorisation of geographical facts, as discussed earlier.

However, a crucial point, that emerges from the analysis of the

primary school curriculum, is that the architects of the curriculum saw

some value in giving geography a considerable weight in the school

programme, According to Taylor (1985:99), traditionally, geography was
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taught with history. Although history was missing from the 1917 primary

school curriculum of Fiji, geography formed an integral part of it.

Geography lessons in government primary schools placed emphasis on

the geography of Fiji. Such themes as location and importance of Suva,

the physical features of Viti Levu, and the physical and cultural features

of Fiji Islands were included in the school syllabuses. The secondary

schools generally used the Preliminary, Junior and Senior Cambridge Local

Examination Syllabuses. Thus, geography was an important component of

the curriculum in government schools.

In 1933, according to school certificate regulations, lessons in

geography focussed on inter-relations between the life of man and his

physical environment. Hence the approach was similar to the commonly

accepted definition of geography; that the discipline provides "knowledge

about the earth as the home of mankind" (Johnston, 1985;6). In

Cambridge examinations, physical geography dealt with themes such as

size, shape and movement of earth; latitude, longitude, seasons and time;

distribution of land, water, atmospheric pressure, wind systems,

temperature and rainfall, and vegetation and natural regions of the world.

Activities in these themes included map-work and analysis of statistical

data. In the 1930s, a regional approach was taken in teaching Cambridge

geography. Emphasis in both Junior and Senior Cambridge geography was

placed on the British Isles, the important areas of Europe and North

America. The geography syllabus included major parts of the British

Empire, China, Japan and South American states. Furthermore, there is

evidence that geography was a popular subject in schools, In 1933, of

the 7480 Cambridge Overseas School Certificate candidates throughout the

world, a total of 6034, that is 80.6 per cent, took geography (Cambridge
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Local Examinations Syndicate, 1934 - Correspondence File), This confirms

Johnston's (1985:6) findings that in British education system, geography

had a strong presence in the secondary school curriculum, Strong British

influence remained in Fiji secondary schools until 1967, when majority of

the secondary schools changed over to New Zealand examinations (Baba,

1979:22).

Post World War II to Fiji's Independence

It was after 1940 that the British government made some efforts to

prepare her colonies for self-government. For the first time, imperial

funds were being set aside for development projects in the British crown

colonies, which hitherto, were expected to be self-supporting. In early

1940, the British government spelled out this change in their policy by

publishing an act known as the 'Statement of Policy on Colonial

Development and Welfare' (Whitehead, 1981a:16-l7). Although development

was still seen primarily in its narrow economic terms, social projects,

such as health and education, began to receive increasing attention.

Under the Colonial Development and Welfare Act, the British government

allocated a sum of £1,000,000 annually as part of its Empire Training

Scheme (Fiji Education Department, 1949). Under the scheme,

scholarships were provided to local people for higher education abroad so

that they would qualify for higher posts in government service (Fiji

Education Department, 1949). Evidently, by the mid-1940s education in

Fiji began to be better planned as deduced from education reports and

education plans that are discussed below,
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The Stephens Rep

In orde to draw up a long-term policy for developing Fiji's

educational sector, there was a need to analyse education, as it was

practised at that time, and consider suggestions for future changes. An

economist and administrator, F.B. Stephens was asked to do this in 1944.

The Stephens Report presented a critical analysis of almost all aspects of

the educational system that existed in Fiji. It stated that there were

"chaotic conditions" (Stephens, 1944:93) in education in Fiji because of

the absence of any definite plan for educational development. Backed by

statistical data, the report highlighted a number of problem areas that

needed to be corrected. These were:

(i) critical shortage of schools,

(ii) low quality education in most of the existing schools,

(iii) acute shortage of trained teachers, and

(iv) inadequate education for girls.

In short, Stephens was critical of almost all aspects of educational

machinery operating in Fiji, in the 1940s, and gave suggestions for

changes. The overall reaction to the Stephens Report was a mixed one-

the government and the missions were unhappy with Stcphens's criticisms

whereas the Indian politicians and teacher unions welcomed his frank

reporting, However, the government did respond to the report by

publishing, for the first time, a ten-year plan for developing education in

Fiji.

The Ten-Year Plan of Development, 1946-1955

The principal influence behind the 1946 Plan of Development was

F.R.J, Davis who was the acting Director of Education at that time
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(Whitehend, 1981a:46). The main objectives of the 1946 Ten-Year Plan of

Development were:

(i) more adequate administration of education;

(ii) the appointment of all teachers as civil servants;

(iii) the establishment of a government school in every well

populated area as soon as money became available;

(iv) the creation of three education districts;

(iv) the consolidation of thc Provincial schools for boys into one

large intermediate school;

(vi) the establishment of Fijian girls' intermediate school;

(vii) the development of the Queen Victoria School;

(viii) the reorganisation and rebuilding of Suva Grammar School;

(ix) the establishment of a large teachers' training college; and

(x) gradual development of agricultural and technical education and

the teaching of domestic science.

(Adopted from: Fiji Ministry of Education, 1977:3).

The Ten-Year Plan covering the 1946-1955 period saw the fulfilment

of a number of its objectives, Three district education officers were

appointed to facilitate better administration of education at the district

level. From January 1948, all teachers became civil servants with the

exception of those who wished to remain as 'reserved' teachers and serve

their particular missions which employed them. As regards to objective

(v) above, the Fijian provincial schools were consolidated at the Ram

Kadavulevu Intermediate School, Apart from the primary school

programme, agricultural, technical and post-primary courses were added to

the school timetable at Ratu Kadavulevu School, In 1948, the government

established an intermediate secondary school for Fijian girls at Sawani, at
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the former provincial school southern site. After the addition of new

classroom blocks, this school became Adi Cakobau School in 1956. In

1953, Queen Victoria School was rebuilt at Matavatucou in Lodoni,

Tailevu. As planned, a large government teachers' training college was

opened at Nasinu in 1947.

Although the majority of the objectives of the Ten-Year Plan were

achieved during the plan period, government was not able to establish

schools in all populated areas (objective, (iii). Instead, the voluntary

organisations played a major role in building new schools, Of the 439

registered schools in 1954, 408 were provided for by the voluntary bodies

which, not only maintained these schools but also contributed 25 per cent

of the salary of teachers in their schools (Fiji Education Department,

1955:2). As regards objective (x) above, the policy of gradual

development of agricultural and technical education was not well received

by the parents. The general attitude of parents, especially Indians, was

that they wished their children to learn to read, write and calculate, and

"not to work with their hands which can be done with advantage at

home" (Phillips, 1955: folio 38). That is, agricultural education in schools

was not well received by all communities in Fiji at that time.

The Late 1950s and Lewis-Jones Report

By the end of the Ten-Year Plan period, there was significant

quantitative improvement in education in Fiji. The architect of the next

five-year development plan in education was the new Director of

Education, W.W, Lewis-Jones. Although the basic problems in education

such as insufficient finance, lack of trained teachers and poor quality

education in schools still persisted, Lewis-Jones was primarily concerned

with creating opportunities for secondary school education during the
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1956-60 plan period. He argued that development of secondary school

education was of priority, bearing in mind the increase in roll in the

primary schools, and the need to prepare young people with secondary

education to enter the professions, government services, commerce,

industry and agriculture (Fiji Ministry of Education, 1977:3).

During the 1956-60 Education Development Plan period, a lot of

money was provided, for the first time, to voluntary and mission schools

to develop their secondary school education facilities. Unfortunately,

there was no provision made to train secondary school teachers, Most

non-government secondary schools in Fiji were staffed by untrained

teachers. There was provision in Lewis-Jones Report for a balanced

school programme, with emphasis on practical and technical subjects, but

most of the schools could only manage to teach academic subjects.

Teachers for practical subjects were harder to obtain than teachers for

academic subjects and facilities for practical subjects were costly. It was

cheaper to teach academic subjects (Singh, 1972).

The 1960s and Educational Develonment

In the sixties, the need to integrate educational planning with

planning for economic growth was recognised (Beeby, 1968:18-28). Money

spent on education was seen as 'investment'. During the 1960s, Fiji was

represented at a number of international and regional conferences which

focused on various aspects of educational planning in developing

countries. (Report of the Second Regional Education Seminar for the

South Pacific, 1964; Report of the Third Commonwealth Education

Conference, 1964; Report of the Fourth Commonwealth Conference, 1968).
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of facilities for secondary school education in Fiji. There were only 15

secondary schools in 1954 (Fiji Education Department, 1955:2), but by

1969, the number increased to 55 (Fiji Ministry of Education, 1974:5). In

addition to the increase in the number of secondary schools, the

government introduced a system of 'free and partly-free' places in

secondary schools in 1965. This policy enabled pupils of parents with low

incomes to receive financial assistance from the government in the form

of remission of school fees.

With an increase in the number of students completing secondary

education, there was a growing need for more facilities for higher

education in addition to those that existed such as the Fiji Institute of

Technology (then called the Derrick Technical Institute), Fiji School of

Medicine, Fiji School of Nursing, Nasinu Teachers' College, and the Fiji

College of Agriculture, A Higher Education Mission to South Pacific,

headed by Sir Charles Morris, was commissioned to do a feasibility report

on the provision of further education in Fiji and other island nations of

the South Pacific (Morris, 1966). The Mission's report, which was

published in 1966, recommended the establishment of a University of the

South Pacific at Laucala Bay, Suva. Under the auspices of the South

'Pacific Commission, the countries of the South Pacific region supported

the Mission's recommendation. Thus the University of the South Pacific

was established in 1968 and since then, in addition to providing higher

education, has played a vital role in training teachers for secondary

schools in the South Pacific region.
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School Curriculum. 1940-1970

Curriculum development was not considered a high priority during

the 1940-1970 period because there were many more other pressing

problems to solve in education. This was evident from the various

education reports, Stephens (1944) had clearly indicated that he was

refraining from commenting upon curriculum as he was more concerned

with other pressing problems regarding policy, reorganisation and

administration of education. Even the 1946 Development Plan was

primarily designed to make provision for opportunities for education and

improve efficiency in administration of schools. 'Davis, the architect of

the 1946 Plan, did mention that "a major problem in schools was the

unsatisfactory curriculum and its lack of relevance to local conditions"

(Davis in Fiji Education Department, 1944).

The primary school curriculum for the first four years of schooling

was revised in the late 1940s and issued to schools in 1950. Following

that the entire primary school curriculum was fully revised in 1954 (Fiji

Education Department, 1970). An Educational Research Institute was

established under the Department of Education in 1952 to look into the

production and choice of suitable textbooks and classroom materials,

based on local conditions and needs. After three years, this institute was

disbanded in 1955 due to financial reasons but during its short life, the

Educational Research Institute was responsible for the standardization of

tests in Arithmetic and English Reading and Comprehension. These

standardised tests were later widely used in the schools.

In 1955 the Qualifying Examination, which had been introduced in

1935, was held for the last time. In its place, the Secondary Schools

Entrance Examination was introduced. In successive years, the Secondary
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Schools Entrance Examination became the new criterion for selecting

pupils for post-primary education. Those pupils who wcnt to secondary

schools, appeared for the Fiji Junior Certificate Examination at the end

of the second year of secondary schooling, The Fiji Junior Certificate

Examination was designed on the patterns of the Junior Cambridge

Examination which it replaced (Fiji Education Department, 1956:3),

At the senior secondary school level, government schools continued

preparing the majority of their pupils for New Zealand examinations

whereas the mission and committee schools prepared their pupils for

Senior Cambridge School Certificate Examinations.

In October 1950, Haydcn, who was the Director of Education in Fiji

at that time, wrote to the Headmaster of the Boys' Grammar School,

stating that as more and more candidates were being entered for New

Zealand Examinations, there was too much over-lapping in the public

examinations taken by Fiji secondary school pupils. Therefore, Hayclcn

(1950) proposed that the preparation for Cambridge Examinations was to

be discontinued in government schools (Hayden, 1950). However, a year

later, the General Secretary of the University of Cambridge Local

Syndicate Examination wrote to Hayden offering to withdraw the

Cambridge examinations from government schools, adding that he assumed

the non-government schools were to follow the example of the

government schools (Brereton, 1951). The Director of Education sent a

prompt reply stating that he did not have authority to speak for the non-

government schools. He said:

... the suggestion that you should withdraw your examinations
to grant unification in the educational system here is a mosr
generous one, but from my department's point of view, I should
not wish to impose any particular examination system on
schools controlled by voluntary bodies... (Hayden, 1951).
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This shows that the non-government secondary schools were under

no obligation to follow any particular set of school curricula. Hence, the

voluntary bodies continued to prepare their students far Cambridge

Examinations in years to come and, as stated earlier, it was in 1967 that

the majority of the secondary schools in Fiji decided to switch over to

the New Zealand Examinations (Fiji Education Commission, 1969:105). The

timing of the New Zealand Examination was suited to Fiji because the

results were obtained in January before the beginning of the new school

year. On the other hand, the Cambridge results were obtained months

after the schools opened for the new year. This shows that the choice

of examinations for school pupils was based on factors other than the

appropriateness of the courses to local conditions. Furthermore, the

courses were not selected on a philosophical basis but were based on

utilitarian necessities (Wood, 1964:232). This was reflected in Lewis-Jones

recommendations which encouraged a series of examinations each

heralding a minimum requirement for proceeding to secondary schools, or

for entry into the teachers' college, clerical grade of government service

or the medical school (Lewis-Jones, 1955). According to the then

Director of Education, it was the cheapness, the timing of the results,

the range of subjects and other considerations that led the Department of

Education in the 1960s to encourage schools to enter candidates for the

New Zealand examinations (Rodger, 1964).

The idea of curriculum renewal gained momentum in the 1960s,

Following the Third Education Commonwealth Conference at Ottawa in

1964, an institution known as the Curriculum Renewal and Educational

Development Overseas (CREDO) was set up in the United Kingdom. The

Chairman of CREDO, Robert Morris, visited Fiji in 1968 and advised on

the setting up of the Curriculum Development Unit (CDU) in Fiji. (Fiji
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Education Department, 1970:25). In response to Morris's advice in 1968,

the Fiji government appointed Lamin as an Education Officer with special

responsibility for curriculum development and research (Fiji Education

Department, 1970:25), The activities of the Fiji Curriculum Development

Unit are further discussed later in this chapter,

Geography in Secondary Schools. 1940 to 1970

Three sets of geography curricula were used in secondary schools in

Fiji during the 1940-70 period: (1) the Overseas School Certificate and

Graduate Certificate in Education, commonly known us the Senior

Cambridge geography curriculum, was used in all except government

secondary schools; (2) the New Zealand School Certificate geography

curriculum was used in the fifth form in the government secondary

schools and; (3) the New Zealand University Entrance geography

curriculum was used in the sixth forms in the government secondary

schools. The topical and regional approaches were used in teaching

geography. The emphasis was on the knowledge and understanding of

geographical phenomena in specified locations, However, the geography

teachers' primary role was to ensure that the pupils 'learnt' the context

of the syllabus and little emphasis was given towards critical evaluation

of the geographical information. In other words, the policies and

ideologies of those in power, were promoted by the geography curricula.

The three sets of geography curricula or syllabuses are analysed in the

following paragraphs,

(a) Overseas School Certificate/Senior Cambridge Geography. The

Senior Cambridge geography comprised two papers: Paper I was titled

General Geography and Paper II was titled Regional Geography (University

of Cambridge Local Examination Syndicate, 1940). The General Geography
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consisted of three sections; (A) Mnpwork; (B) General Physcinl Geography,

and (C) World Topics which comprised topics of human activities. The

emphasis in teaching geography was upon distribution of geographical

phenomena, without much explanation about the changes occurring or

desired changes in the sharing of resources. That is, the status quo of

the ruling class was not only left unquestioned but also the concept of

capital accummulation and imperial dominance was indirectly promoted

through the teaching of geography in secondnry schools.

In the mapwork section, pupils were taught valuable mapping skills

like interpreting contour maps and calculating distances using scales. The

physical geography section formed an integral part of the overall

geography curriculum. It included topics such as latitudes and energy

budget, land form features, features of climate and weather, biogeography

dealing with plant and animal life, and the location of resources. But the

human geography section was extremely value laden. It is not claimed

here that it is possible to teach value-free geography but that the

promotion of one particular ideology should be avoided, To illustrate, the

areas of World Topic section of the Senior Cambridge Geography that

presented biased views were "...artificial restrictions and stimuli to trade

and commence; exploitation of tropical areas; mandates and treatment of

backward peoples" (University of Cambridge Local Examination Syndicate,

1940). Hence in a subtle way, the pupils were 'forced' to internalise

information biased towards the bourgeois ideology, and then rewarded if

they succeeded in reproducing these 'facts' in their examinations. The

traditional 'centre-periphery' relationship in capital accummulation that

was promoted in the past is also reflected in the present world economic

structure which laudably allows the capitalists to maintain an unequal

exchange of commodities in the present times.
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The Senior Cambridge Geography Paper II, titled Regional

Geography, was heavily inclined to the British Isles, the British Empire

and the continent of Europe. Basically, the stress in Paper II was placed

on man's economic activities in these regions. In the 1940s, little

attempt was made to cater for the needs of pupils who appeared for the

Senior Cambridge Examination from areas such as Fiji. It was in the

1950s that greater attempt was made in this syllabus to eater for pupils

in centres outside Great Britain. Consequently, the Senior Cambridge

geography syllabus was broadened to include areas such as Monsoon Asia,

Africa, Australia and New Zealand. .,

After 1958, the Senior Cambridge Geography syllabus, was further

broadened to cater for schools in Fiji (University of Cambridge Local

Examination Syndicate, 1958). For centres in Fiji, the Regional

Geography paper comprised three' sections, The first section was

compulsory, and schools could choose the content area from Australia,

New Zealand and the British Islands of the South Pacific. The second

section dealt with the Monsoon lands of Asia-India, China, Japan, Malaya

and Indonesia. And in the third section of the paper, pupils could study

either the British Isles on broad lines or Canada and the United States of

America.

(b) New Zealand School Certificate Geography, The fifth form pupils

from the government schools studied the NZSC geography paper. In the

1950s, the content areas of the first section of the NZSC Geography

syllabus comprised Australia, New Zealand and the Pacific Islands

administered by these two countries, As Fiji was not administered by

either of these two countries, it did not form an alternative content area

of this section of the NZSC geography. Teachers were to stress the
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economic, social and political relationships within the Pacific region in

geography lessons. In the second section of the NZSC geography, schools

could study two of the following four regions: the British Isles, North

America, Europe, or Asia, Apart from geographical knowledge of the

regions studied, the pupils were also tested in their ability to interpret

topographical maps, geographical photographs, statistical charts, graphs

and diagrams related to the syllabus (New Zealand Department of

Education, 1954).

Obviously the NZSC geography syllabus was not suitable for the

average fifth-form pupils in Fiji's secondary school, Consequently, the

fifth-form geography syllabus was modified in the late 1970s to cater for

the fifth-form pupils in the South Pacific. This modified version was still

in use in the 1980s.

(c) New Zealand University Entrance Geography. Before 1969, the

NZUE geography was studied in Fiji by pupils in the government

secondary schools. It comprised two sections: Section A, titled World

Geography, dealt with physical and cultural geography; and Section 13,

titled Regional Geography, was composed of the geography of British

Isles, Anglo America, Africa and Latin America (University Grants

Committee Handbook, 1969:134), Unfortunately, the NZUE geography

syllabus did not spell out the specific objectives of teaching the sixth-

form geography, but the teachers could select the broad areas from the

geography prescription as it was then termed. The examination questions

exposed more clearly the geographical knowledge, concepts and skills that

pupils were required to possess for passing the examinations. Thus, the

geography teachers were guided more by the geography examination

questions of the previous years than by the NZUE geography syllabus
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itself. In other words, the geography teachers were not primarily

concerned with providing education through geography but concentrated

in 'coaching' the pupils to pass the NZUE geography exnmination.

This review of the three sets of geography curricula used in Fiji's

secondary schools during the 1940-70 period illustrates a number of

issues. Firstly, it shows that there was only a sporadic attempt made to

cater for the educational needs of the pupils of Fiji. School syllabuses

were chosen on the assumption that what was relevant in geography for

pupils in Great Britain and New Zealand was also appropriate for the

secondary school pupils in Fiji. Secondly, although schools were in

possession of various geography 'prescriptions1, there is little evidence of

in-service courses to enable teachers to implement the curricula.

Thirdly, the geography curricula seemed to have been based on liberal

ideologies. It is evident that a form of centre-periphery thinking was

promoted through the geography programmes in secondary schools.

The final section of this chapter focuses on the educational

development after Fiji's independence.

The Post-Independence Period,.1970-1985

After ninety-seven years of British colonial rule, Fiji attained

independence on 10th October 1970. Ratu Sir Kamisese Mara, the leader

of the Alliance Party, became Fiji's first Prime Minister. The Alliance

Party had successively been voted back to power and Ratu Mara was the

Prime Minister of Fiji in 1985 during which period, the National
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Federation Party remained the Opposition,* After independence to the

end of 1985, government saw through three Development Plans (DPs): DP6

(1971-75), DP7 (1976-80) and DP8 (1981-85), In fact, one of the major

characteristics of the post-independent period has been the rapid and

substantial change in the society as a whole find the Quantitative

development of education in Fiji.

Development Plan 6: 1971-1975

Independence brought a number of changes as well as "a great leap

forward in the Education sphere" (Fiji Ministry of Education, 1977:4),

Soon after independence in October 1970, the Parliament of Fiji approved

Development Plan Six (1971-75) at its budget session in December 1970,

The education section of DP6 was formulated along the lines recommended

by the Fiji Education Commission of 1969, At that time, eight long-term

aims were identified, which were to be achieved by the middle of the

1980s. These were:

(i) provision to enable every child to have at least 10 years of

education up to Form Four, with a further two years of

education for those whose Form Four performance indicated

that they were able to cope at the higher level;

(ii) a marked improvement in the quality of the intake into

teachers' college and in the quality of the teacher-education

programme;

(iii) the staffing of all primary schools wholly by trained teachers

* The NFP-Labour Coalition won the 1987 general Elections and
Dr Timoci Bavadra became the new Prime Minister of Fiji in
April 1987 but a military coup usurped Dr Bavadra's
Government from power in May 1987.
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and the achievement of an acceptable pupil: teacher ratio in all

primary and secondary schools;

(iv) a marked improvement in the quality of primary and secondary

education... partly by nn increase in the supply to schools of

books, teaching aid and equipment, for the teaching of science

and craft, and partly by a continuing reform of curricula and

examinations;

(v) the institution of fee-free education, first for Classes 1-6 and

then for Forms I-IV, and a marked reduction in fees at Fifth

and Sixth Form level, to redress the present imbalance between

the educational attainment of Fijians and that of other races;

(vi) the further orientation of technical and vocational education

towards the manpower requirements of the economy; and

(vii) the eventual assumption by government of full financial

responsibility for all schools which are willing to hand over

these responsibilities.

(Adopted from Fiji Central Planning Office, 1970.)

In the DP5 period, prior to independence, the primary school roll

had increased by 22.0 per cent from 99,138 in 1966 to 121,000 in 1970,

whereas the secondary school roll had increased by 90.0 per cent from

8,417 in 1966 to 16,000 in 1970 (DP6, 1970). This trend continued during

the DP6 period. The primary school roll increased by 11.2 per cent,

giving a total of 134,971 in 1975, whereas the secondary school roll

increased by 75.4 per cent and reached 28,072 in 1975 (Fiji Ministry of

Education, 1977:26). The idea of middle secondary schools was first

mooted in the DPS plan, In 1970, nine such Junior Secondary schools

were operating, During DP6 period the number of Junior Secondary
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schools increased by over 300 per cent to reach 38 in 1975, The

government introduced fee-free education in primary system in 1973 and,

to look into the special needs of educating the indigenous Fijians, it

established a Fijian Education section at the Education headquarters.

For administrative purposes, Fiji was divided into four Education

Divisions which, in turn, were made up of Education Districts. In 1975,

there were nine Education Districts. The post of the Director of

Education was retitled Permanent Secretary, and the post of Deputy

Director was replaced by two posts of Deputy Secretaries in 1972. The

Education Advisory Council, that used to advise on matters of education

policy, was also dissolved and the Minister for Education has since been

responsible for all matters of educational policy. In April 1975, another

advisory body, known as the Education Forum (consisting of

representatives of the Education Ministry, teachers' organisations and

controlling authorities of schools) was formed.

In its Annual Report of 1975, the Ministry of Education highlighted

two major problems, the shortage of trained teachers in secondary

schools, and the pupil wastage in primary and secondary schools. It was

anticipated then that by the 1980s, the shortage of primary school

teachers would be solved particularly with the establishment of the

Lautoka Teachers' College, In 1975, of the 1,184 secondary school

teachers employed, 479 (40.4 per cent) were untrained. Of the 580 Fiji

students attending full-time degree or diploma courses at the University

of the South Pacific in the same year, 393 were expected to be absorbed

as 'secondary' trained teachers after their graduation. The wastage rate

at primary school level (Classes 1-8) was 35.4 per cent in 1965, but by

1975, it declined to 17.8 per cent. However, at secondary level, (Forms 3.
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to Form 6) the wastage rate increased from 78.2 per cent in 1972 to 83,1

per cent in 1975 (Fiji Ministry of Education, 1977). In 1975 the total

Form 3 to Form 6 school rolls were as follows:

FORM III FORM IV FORM V FORM VI

9,873 10,206 6,631 1,362

In 1975, the Form V roll was 35 per cent less than Form IV roll.

Of those who fail their Fiji Junior Certificate Examination at the end of

Form IV, they either repeat or drop out of school in the following year,

The Form VI roll in 1975 was 74.4 per cent less than the Form V roll

that is, the biggest pupil wastage happened after Form V.

Development Plan 7: 1976-1980

Development Plan Seven, which was approved by the Parliament in

1975, retained seven of the eight long-term aims already spelt out in the

education sector of DP6. Government withdrew the eighth aim, the

taking over of financial responsibility of non-government schools,

A new problem that DP7 highlighted was the unemployment of

secondary school leavers. DP7 stated:

whereas in the old system only a few pupils were able to reach the
secondary level and there were enough continuing opportunities for
successful ones in the Civil Service, with the present increased
emphasis on the mass of children in Fiji, the manpower needs of the
economy cannot cope with the large numbers of academic school
leavers. In fact there is no reason to expect that a system designed
for a small number of the academically most competitive students
will also be an appropriate system for the majority of the
population,

(Fiji Central Planning Office, 1975:176)
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The Government planned for a more balanced school programme by

including vocational and technical oriented courses but the parents and

students insisted on academic type of education. On the quantitative

scale, 94,7 per cent of 6-13 year olds were attending school in 1980.

During DP7, the overall primary school roll declined by 7.3 per cent from

125,177 in 1975 to 116,139 in 1980. This was because of the decline in

the annual population growth rate from 3.3 pe r cent in 1966 to 2.1 per

cent in 1976 (Fiji Bureau of Statistics, 1987:1). In the same period, the

secondary school roll increased by 24.4 per cent to 47,119 in 1980. There

were 109 secondary schools in 1975 but. this number increased to 137 (25.6

per cent increase) in 1980.

Development Plan 8; 1981-1985

Having achieved quantitative development in primary and secondary

education during DP6 and DP7 period, the Fiji government aimed to

evaluate the relevance of what was taught in school during 1981-85

period. It was stated in DP8 that attention was being given "to the role

which education and training play in guiding young people towards

productive economic activity" (DP8, 1980:253). The broad aims stated in

DP7 were retained in DPS. These were to:

(i) provide a balanced programme of education for the full

development of children as individuals in a changing society,

taking into account their abilities, interests and aptitudes;

(ii) develop Fiji's human resources in such a way as to guide all

citizens towards productive activity, in accordance with

national needs, thereby accelerating economic development;

(iii) encourage a greater sense of national awareness, self-reliance

and pride in being a citizen of Fiji; and
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(iv) promote the cultural identities of Fiji and its people amidst

increasing contact with the outside world.

(Fiji Central Planning Office, 1980:254).

DP8 stated that there was an urgent need to take a critical look at

the relevance of the educational system in relation to societal changes

and the need for suitable, qualified manpower. In this respect school was

able to play only a partial role as it was just one part of the complete

educational process through which an individual matured, It was the

j intention in DPS to introduce more of the practical courses, namely,

Industrial Arts, Agro-technical Courses, Home Economics and Multicraft.

By 1984 there were 1069 schools staffed by 7,615 teachers, 93,0 per

cent of whom were trained. The proportion of 6-13 year olds in primary

schools remained fairly high (96%) in 1984. In 1984, the primary school

roll was 123,340 which was an increase of 6.2 per cent over 1980 figure.

In 1980, the secondary school roll was 47,119 but it declined by 8.1 per-

cent to 43,277 in 1984 (Table 2.2). One explanation for this decline is

that the number of controlling authorities of primary schools reverted to

retain their classes seven and eight in their own schools instead of

sending them to forms one and two in secondary schools. Hence the

numbers and percentages for Forms I and II, in Table 2.2, are not

depictive of the actual numbers of pupils in their seventh and eighth year

of schooling, However, the 1984 forms III to V rolls fire lower than their

respective form rolls for 1980. The effect of this decline on secondary

school teachers intake for 1985 is discussed in the next paragraph.
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the first was the establishment of the Ministry's Curriculum Development

Unit, with the responsibility of curriculum renewal and its implementation.

Next, the Education Commission of 1969 strongly recommended that there

was an urgent need for curriculum renewal. Thirdly, the establishment of

the United Nations Development Programme (UNDP) Secondary Curriculum

Development Project (1970-75) at the USP, Suva. Finally, the continuous

inclusion of plans for curriculum revision in the education sector of Fiji's

Development Plans. But the Forms V and VI curriculum has remained

foreign-based and this issue is discussed in more detail later in this

thesis.

The Education Ministry's Curriculum Development Unit (CDU) was

established in 1968, initially for revising primary school curriculum

(Classes I to VI), Over the years, this section of the Ministry has

revised and produced an integrated curriculum in which there is

correlation both at linear and vertical levels. The Curriculum Development

Unit later undertook to complete the revision and production of new

curriculum materials for secondary schools (Form I-IV) after the

termination of the UNDP-Project in 1975. Curriculum revision, up to the

fourth form level, was completed, so in 1984 some curriculum officers

were redeployed from the Unit at Suva to Northern and Western

Education Divisions (Fiji Ministry of Education, 1985:41). These officers

now act as advisers in the implementation of the new (Forms I-IV)

curriculum.

The Education Commission of 1969 had laid considerable stress on

curriculum renewal and external examinations, It stated:

,.. that there is an urgent need to revise the curricula in use,
so as to make them more relevant to Fiji and wider in their
range and scope,

(Fiji Education Commission of 1969, PP.87, Rcc 1),
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Curriculum revision and changes in external examinations were

further spelled out in thirteen of the eighty-one recommendations made in

the Commission's Report. Furthermore, after independence the planners

felt that the answer to most ills in the education system in the country

lay in revising the school curriculum. In order to meet the manpower

needs of the independent nation, serious review had to be made of what

was being taught in schools. However, insufficient evaluation and

innovations were made in the Forms V and VI programmes.

It is also significant to point out that the need for revision of

curriculum has been successively emphasised in DP6, DP7 and DP8. The

Education Commission of 1969 had also recommended the setting up of a

Fiji Examinations Board. It was anticipated that the Examinations Board

would re-plan and administer not only the Secondary Schools Entrance

Examination and the Fiji Junior Certificate Examination but also work

towards localising the Fifth and Sixth Form examinations, A feasibility

study to this effect was done. In 1971, the Deakin Report spelled out a

detailed structure and functions of a Fiji Examinations Board. The

Report stated that "until there were locally controlled examinations, the

teaching in the upper forms of the secondary schools would never become

fully relevant to local needs" (Deakin, 1971:12). But in 1985, secondary

schools in Fiji were still preparing their Forms V a n d VI students for the

New Zealand examinations. In April 1985, the New Zealand Examinations

Board announced that it would phase out the New Zealand University

Entrance Examination by 1988. The Ministry of Education responded to

this statement by announcing that from 1989, Fiji was to have its own

Form VI examination called the Fiji School Leaving Certificate (All, 1985).

Fiji's Ninth Development Plan (1986-90) also confirms the above statement

(Fiji Central Planning Office, 1985:138). Perhaps the localisation of
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secondary school examinations is a blessing as curriculum innovations at

the upper secondary school levels are long overdue, Although the new

Forms I-IV curriculum has been already in use in Fiji's schools since the

late 1970s and early 1980s, the Forms V and VI syllabuses arc still

foreign-based.

Geography in Secondary Schools. 1970-1985

The present situation of geography in the secondary school

curriculum is discussed in chapter three and only brief mention is made

here to those aspects of the geography curriculum not covered later.

The move in Fiji to change from the Senior Cambridge syllabus to

the New Zealand syllabus in the upper secondary schools coincided with

political independence. That is, in the late 1960s and the early 1970s,

the New Zealand School Certificate and the New Zealand University

Entrance school curricula, which until the independence were taken by

the Government secondary schools, became the nation wide curricula.

These programmes are to be continued till the end of 1987 after which

schools in Fiji will use their local sixth-form curriculum.

As discussed earlier, the format of the NZSC geography remained

the same as it was in the 1960s. It was in 1977 that Fiji's fifth-form

students sat a slightly modified version of the NZSC geography paper

which included topics on the different types of islands of the South

Pacific territories, That is, teachers could choose to compare and

contrast the geographical phenomena of a large island nation with that of

a small one (Fiji Department of Education 1979:13). A fully modified

NZSC Geography South Pacific Option paper became effective from 1979.

The main aims spelt out in the Geography South Pacific Option, are
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'knowledge' and 'understanding' of (1) simple inter-relationship within the

environment; (2) aspects of physical and cultural elements of the

environment; (3) the process of change and the major forces shaping the

contemporary world; and (4) changing economies in the world, and the

forces shaping these changes. Secondly, the geography syllabus was to

enable pupils to develop their abilities: (1) in practical skills involved in

field enquiry; (2) in the interpretations of maps, photographs, statistics,

diagrams and graphs; (3) in the construction of simple maps, diagrams,

graphs and in the tabulation of data. In short, the NZSC Geography

South Pacific Option paper appears a well-balanced one, contingent to the

ability of teachers to implement this curriculum, This problem will easily

be overcome by conducting a series of in-service courses and producing

relevant teaching materials. It is the NZUE geography that poses the

major problem in the sixth form.

Surprisingly, the NZUE Geography syllabus has remained unchanged

since 1969. The syllabus itself is very broad (Appendices K and L) and

the teachers are expected to select the area of study from the given

guidelines. In Fiji, however, with the lack of resource materials in

geography and in the absence of any unified body of teachers of

geography, the average geography teacher finds it difficult to narrow

down the content and identify the specific geographical concepts,

knowledge, skills and values that are to be taught to pupils. The

difficulties related to sixth-form geography and the possible ways in

which these could be overcome arc discussed in more detail in the later

chapters of this thesis, It may suffice here to mention that in the mid-

1980s, innovations in the secondary school geography curriculum are long

overdue.



75

Conclusion

This chapter presented discussion on the historical development of

formal education in Fiji, in terms of establishment and growth of schools,

the curricula used, and the approach to teaching of geography. The

discussions cover the period from the second half of the nineteenth

century through to 1985.

A number of agencies have contributed towards the development of

education in Fiji. The four main ones in the order of priority are the

Christian missions, village committees, government and the other religious

groups.

The school curriculum in the late nineteenth and the early twentieth

century was quite simple - made up of reading, writing, number work, and

religious instruction. However, as the government became more and more

involved in education, it laid stress on formal examinations as means of

selecting intelligent young men and women for employment. As a result,

over the years education appears to have become equated with passing of

school examinations, Furthermore, the examination prescriptions of the

Fiji Junior Certificate, the New Zealand School Certificate and the New

Zealand University Entrance, dominate the secondary school curricula.

Geography was a major component of the school curriculum in the

past, Even with the increasing emphasis placed on school examinations,

the teaching of geography continued to survive as an examinable subject,

The three broad sub-fields of geography,1 mapwork, physical geography

and cultural geography, constituted to school geography curriculum, But

the teaching of geography has lost its former balanced positions in
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schools. The next chapter deals with the contemporary situation of

geography in the scliool curriculum.
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CHAPTER 3

THE STATUS OF GEOGRAPHY IN SCHOOLS IN THE 1980s

The previous chapter discussed the development of formal education

in Fiji with particular reference to the development of geography in

schools. This chapter is about the contemporary situation of geography

in schools. It is important to examine what is being taught as geography

to pupils in successive years of schooling. This has been done by

analysing the social studies, social science and geography syllabuses.

Another criterion used here in judging the status of school geography is

the examination of the numbers and the proportion of pupils who studied

geography over a ten-year period (1975-1985). As external examinations

play a dominant role in Fiji's education system, the status of a school

subject is generally equated with the proportion of pupils who are

successful in their examination in that subject, Hence the pass rates in

geography papers arc compared with the overall pass rates in the external

examination at sixth-form level.

Social Studies In Primary Schools: Classes I-V)

Geography is no longer taught as a separate subject in primary

schools in Fiji. Instead, it is integrated with social studies which arc

taught to all pupils in classes I to VI. Of the 669 primary schools in Fiji

in 1985 (Fiji Ministry of Education, 1986b), only 422 of them reached as

far as class VIII. The other 247 either had class VI as their top class or j
j

were new schools and had yet to develop their higher classes. All pupils

in classes VII and VIII in the primary schools are taught Forms I and IT
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social science. Some aspects of geography are taught to pupils in their

social studies lessons.

Aims of Social Studies

The general aims of social studies for classes I-VI in Fiji arc to:

(i) help children to understand the physical environment as it

affects the lives of people;

(ii) help the children understand the social environment, so that

they take an intelligent and sympathetic interest in the

diversity and inter-dependence of people, past and present in

the local, national and international community;

(iii) help form attitudes and behaviour that will make for good

citizenship, an understanding of social problems, and an

intelligent attitude towards the consumption of goods, services

and cultural opportunities;

(iv) develop the child's personality so that he accepts changes

which benefit mankind;

(v) motivate children so that they develop desirable attitudes to

learning; and

(vi) develop important skills in using the tools of social studies, for

example language, and map reading.

(Fiji Ministry of Education, 1982;iii)

An analysis of the syllabus shows that the social studies lessons in

primary schools arc normally further integrated with other subjects such

as 'story' and 'dramatisation'. Although pupils in the primary school do

not study geography as a separate subject, their social studies programme

includes some aspects of 'human' geography as the pupils are encouraged

to form positive social attitudes, and some aspects of 'physical' geography
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as they are guided to understand their physical environment (Aims (i) and

(ii)). There are specific annual themes in social studies programme for

each class. In Class I, pupils are encouraged to talk about their homes,

the school and their neighbourhood, The story-telling session provides an

opportunity for teachers to lead class discussions in order to foster good

social behaviour in the young pupils. In the following year, the class I

social studies theme is extended into Class II with the inclusion of stories

of people from other lands. In Class III, the social studies lessons assist

pupils to understand their local environment and the environment of other

communities in Fiji. Awareness of the need for law and order, as a

theme, is fostered in class IV. Pupils in Class IV study aspects of Fiji's

multi-racial society and the people of the other areas of the Pacific

region. This theme is further developed in class V. In Class VI, pupils

study Fiji and its relationship with the other parts of the world,

Resources ,

An important factor that facilitates the implementation of the social

studies syllabus is the availability of teaching resource materials. The

curriculum development section of the Ministry of Education provides

satisfactory resource materials for teaching social studies. Resource

materials, such as social studies handbooks and teachers' guides, have

been compiled, printed and distributed to all primary schools. The

teaching approaches to social studies arc normally class-based and group

activity-based. Teachers in Fiji are not yet ready to provide

individualised instruction of the types that are available in sonic

developed countries in certain subject areas. (Saylor, Alexander and

Lewis, 1981:299)
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Ideology

Judged from the contents of the social studies programme, it appears

that the curriculum takes a liberal approach to education, explained

broadly as the maintenance of order and stability of the existing society.

That is, through social studies, pupils are encouraged to develop a

sympathetic appreciation of the diversity and interdependence of people in

the local, national and international communities. The social studies

programme attempts to prepare pupils to grow up and take their place in

the society. Controversial themes such as inequality, poverty, capitalist

modes of production and the like have not been included in the social

studies programme, In any case, the pupils in primary schools are not

old enough to fully grasp these concepts. But then these themes have

not been included in the secondary school curriulum also because those in

authority are not keen on tampering with the status quo of individual

members and groups within the Fiji society. Thus pupils are expected to

conform to the expected norms of the society, without critically analysing

the processes that operate in maintaining the society.

Social Science: Forms I-IV

All pupils in their seventh and eighth year of schooling study social

science. Some of them continue it up to Form IV in secondary school

while the others take the alternative subjects such ns accounting,

woodwork, and home economics. At the form IV level in 1985,

approximately 40% of the pupils took social science, another 40% took

geography and the rest did not study either of these two subjects (Table

3.1). Before the introduction of the social science subject in Fiji, more

than 60 per cent of the fourth-form pupils studied geography (Table 3.1)..
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The Fiji Social Science Project began in 1970 when a curriculum

seminar was held at the University of the South Pacific with the

assistance of the UNDP/UNESCO Curriculum Development Project. The

UNDP/UNESCO Curriculum Development Project was set up to develop

new curriculum materials for secondary schools in the South Pacific

countries. It was agreed in the 1970 curriculum seminar that instead of

history and geography, an integrated subject called 'social science', be

introduced in Form I and then it was to gradually progress up to form

IV. The UNDP/UNESCO Curriculum Development Project, which operated

on a regional basis from 1970 to 1975, assisted in the research,

development, trial, evaluation and revision of new curriculum materials for

Forms I-IV, After the termination of the UNDP/UNESCO Curriculum

Development Project in December 1975, each regional country became

responsible for its own programme. In Fiji, the Curriculum Development

Unit took up the work from where the regional teams had left. The

Social Science Committee, consisting of representatives from the teachers'

colleges, the teachers' unions, and the Ministry of Education, became

responsible for the development of the Form I to IV social science

courses (Chand, 1986).

The social science programme was introduced nationally in Fiji as

follows:

Form I/Class VII 1976

Form II/CIass VIII 1979

Form III 1980

Form IV 1981

The Social Science curriculum is based on topical approach, That is,

the units of work in it are built around particular 'themes', each of
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which runs throughout a school term (Appendix H). Because each theme

is complete in itself, it neither requires any prerequisite theme, nor acts

as a prerequisite to other themes. Evidently, the social science units

cover a wide area of human geography', but the same is not so for

aspects of 'physical geography'. Hence a number of basic skills required

in geography arc not taught in the Social Science lessons.

Through planned effort by the curriculum policy makers, social

science is gradually replacing geography (and history) in forms III and IV

in schools. To illustrate this, in 1976, pupils from trial schools sat the

social science paper for the first time in their Fiji Junior Certificate

Examination. In 1981, when social science was nationally implemented at

the Form IV level, 39.7 per cent of the Fiji Junior Certificate

Examination (FJC) candidates sat the social science paper (Table 3.1).

There was a significant drop in the number of pupils sitting for the

geography paper. In 1980 during a third form social science curriculum

refresher course, the course conductor, Dubc (1980), emphasised that the

pupils, the parents and the school administrators expect the examination

candidates to score high marks, Consequently, the course conductor

explained that the Forms III and IV social science programme was not

only going to introduce a new subject, but also ensure that it becomes a

'scoring' subject (Dube, 1980). In this way it was expected to influence

pupils towards the social science programme. This supports my hypothesis

that pupils in Fiji opt to do subjects in which they succeed in

examinations. Moreover, the Ministry of Education officials encouraged

school heads to switch to social science and away from history and

geography (Walia, 1985). It then should follow that pupils who wish to

study geography in Form V, should study an introductory course in basic

skills in geography. This, unfortunately, is not being done.
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Geography in Secondary Schools: Forms III and IV

Third and fourth form geography hns survived in a number of

secondary schools in Fiji, despite the effort by the Ministry of Education

to replace it with social science.

Although the proportion of students studying Forms III and IV

geography has declined since the implementation of the social science

programme, approximately 40 per cent of Fiji Junior Certificate

Examination (FJC) candidates still took geography in 1985 (Table 3,1 and

Figure 3,1). But, in a circular distributed by the Permanent Secretary for

Education in October 1985, titled 'Restructuring of the Fiji Junior

Certificate Examination', it is stated that social science will be made a

compulsory subject in the FJC examination (Appendix M). It means that

all third form students will take social science and that there will be no

provision for teaching geography as a separate subject, in forms III and

IV (Guivalu, 1985), Surprisingly the geography teachers have not objected

to the proposed changes,

On the question of the proposed changes to the FJC examination,

the geography teachers should have argued that, for successful

implementation of Forms V and VI geography syllabuses, it is imperative,

for those in authority, to retain geography in Forms III and IV

curriculum, This was so because the social science curriculum does not

sufficiently prepare pupils for studying Forms V and VI geography, One

probable reason why geography teachers fail to respond on such occasions

is that they have yet to form an active association of geography teachers

- a forum which could contribute in various ways to the promotion of

geography teaching,
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Statistics (Table 3.1) show the effects of the introduction of social

science on geography. Table 3.1 gives a breakdown of the number of

candidates in Form IV who took either geography or social science from

1975 to 1985. On the average, about ten thousand pupils appeared

annually for the FJC examination. But the number of pupils who

appeared for FJC geography, declined by almost half, from over six

thousand two hundred in 1975 to three thousand six hundred in 1985.

The decline in geography numbers can be largely attributed to the

increased number of pupils who studied Social Science, Only 1051 pupils

appeared for FJC Social Science in 1976 but this number increased to

3770 in 1985.

TABLE 3.1 FIJI JUNIOR CERTIFICATE EXAMINATION 1975-1985: NUMBER
OF PUPILS WHO STUDIED GEOGRAPHY OR SOCIAL SCIENCE

Years(A)

1975
1376

1977

1978

1979

1980

1981

1982

1983

1984

1985

Total

Candidates(B)

9545

10361

11405

11416

11282

10905

10616

10682

10349

9999

9407

Geography

CancHdfttes(C)

6283

6020

6062

6727

G645

6504

4064

4527

4091

3636

3660

'C as a
%of'B'

65,8

58,1

60.7

58.9

58.9

59,6

38.3

42.4

30.6

36.4

38.9

Social Science

Oandidatea(E)

1051

1303

1303

1453

1422

4194

4242

4202

•1450

3770

'E 1 as n

9S of ' B '

10.1

11.4

11.4

12.0

13.0
39.5
30,7
40.6
44.5
40.1

SOURCE: Data obtained from FJC Examination Result Files 1076-85, Examination Section, Fiji
Ministry of Education, 1986c,

The proportions of pupils who studied geography and social science arc

shown in columns ' C and 'E' respectively in Table 3.1. These trends are

further illustrated in Figure 3.1,
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compulsory section involves activity-based learning, the teacher has to

have sufficient resource materials and pupil activity exercises to capture

students' interest and enhance learning, Unfortunately, no comprehensive

map reading exercise book was designed for the mapping section of the

geography syllabus. In the early 1980s, it was the social science section

of the Curriculum Development Unit which first printed a map reading

exercises booklet for the pupils in Fiji. This booklet was designed for

map-reading exercises in Form IV social science work.

Further, it can be argued that an activity such as local survey gives

the pupils an opportunity to focus on real issues. If the project is

undertaken in the students' local area, it gives them an opportunity to

develop their study skills. Thus project work such as local survey,

"offers students scope for individual initiatives, and it greatly assists

them to learn how to present analytical and synthetical arguments in a

coherent written form" (Beaumont and Wilfinms, 1983:ix). Project work is

an integral part of geography and not a separate activity,

The second section of the Forms III and IV geography syllabus deals

with general geography of Fiji. Themes such as spatial distribution, land-

forms, population and urbanisation, agriculture and industry, and land-use

and communication comprise this section. Fiji's colonial past and themes

of inequality and development have not been included in cither this

section or in the other sections of the syllabus. Teachers face problems

with resource materials as the geography section of the CDU does not

produce geography teaching materials and there is no updated textbook on

the geography of Fiji. This issue is discussed further in Chapter 5.
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In section C of the syllabus, pupils study the geography of either

New Zealand or Australia, Secondary industries associated with

agriculture, heavy industries and power resources of these two countries

are included. The filial section deals with world climatic patterns. Here

pupils study equatorial rain forests, Monsoon Asia and the Mediterranean

lands. It is rather unfortunate that negligible curriculum materials have

been developed for teaching the third and fourth form geography.

It is rather unfortunate that the present geography syllabus will be

phased out of Forms III and IV as it provides a firm foundation upon

which Forms V and VI geography can be built. Consequently, it is

desirable either to incorporate these basics of geography in the social

science syllabus or to begin, fifth form geography work with an

introductory geography course. The introductory geography course should

be designed with the aim that pupils who have little or no background in

geography can broaden their understanding of the world, Thus a

preparatory course in geography should also equip pupils to undertake

advanced work in geography. The next section examines geography

syllabuses for fifth and sixth forms.

Geography In Secondary Schools: Forms V and VI

Both fifth and sixth form geography students study the New Zealand

secondary school syllabuses. The senior secondary schools in Fiji prepare

their fifth-form pupils for the New Zealand School Certificate

Examination and the sixth-form students for the New Zealand University

Entrance Examination. Based on the results of these two examinations,

students are selected for employment or further education.
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Form V Geography Syllabus

The present fifth-form geography syllabus, namely, the NZSC

Geography Prescription: South Pacific Option came into effect as an

alternative geography paper in 1979. The general aim and specific

objectives of fifth-form geography syllabus are almost identical to those

already specified for Forms III and IV geography (Appendices I and J).

However, the difference lies in their content, A wide range of content

area has been identified for study purposes in the NZSC geography

syllabus but the teachers are expected to select those topics which help

to give a holistic picture of the contemporary forces affecting the world.

The fifth-form geography syllabus is divided into four sections (Appendix

J).

The first section deals with South Pacific region, which provides a

rich laboratory of geographical phenomena associated with small island

nations with limited resource bases. Courses of study include general

physical features, resources, trade, economy, population and urbanisation.

The second section, on Monsoon Asia, helps to illustrate the problems

associated with developing countries, Apart from the general population,

distribution and growth in the countries of Monsoon Asia, this section

includes selected studies from India, China and Japan. Such a study

should assist pupils to identify special problems related to developing

nations with very large population base. The third section deals with the

geography of Australia and New Zealand, and it focuses on population,

mining, manufacturing and forestry. The final section deals with North

America. The main areas of study here include physical features,

agriculture, manufacturing industry, population and urbanisation,
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In short, the fifth-form geography syllabus appears to be a balanced

one, capable of meeting the educational needs of students in Fiji.

However, to what extent the aims and objectives of this syllabus are

actually being achieved? This depends upon a number of other variables

like the enthusiasm and ability of the geography teachers in Fiji, (he

amount and appropriateness of resources available; and the readiness and

motivation of the pupils in the geography classes.

Moreover, if geography teaching in Forms III and IV is to be

discontinued then, as discussed earlier, some introductory course in

geography will have to be taught to fifth-form pupils who intend to study

geography. Two important areas which this introductory course should

include, and which are not in the present geography syllabus for fifth

form, are mapwork and project work.

Form VI Geography Syllabus

The present (1985) sixth-form geography syllabus dates back over

fifteen years. Its general format, aims and content have remained

unchanged since it was revised and printed in the University Grants

Committee Handbook (1969:117), as the geography prescription (Appendix

K) for the New Zealand University Entrance Examination (NZUE). The

NZUE, as the name suggests, was primarily designed for selecting New

Zealand's high-school students for further education in universities. Thus

its relevance for students in Fiji is undoubtedly questionable.

The broad aim of form six geography is "to enable pupils to view

the world as dynamic rather than static, and to gain an appreciation of

the relevance of the discipline to an understanding of world

environmental problems" (Appendix L). It is further stated in this
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prescription that "in particular, geography is concerned with the location,

distribution and explanation of the inter-acting features of the earth's

surface and with the changing nature of the patterns they produce"

(Appendix L), In teaching geography, teachers ore expected to enhance

students' appreciation of the interaction of the physical and cultural

features. The aims in themselves are excellent but the question worth

considering is to what extent these aims are being actually achieved.

As can be seen from Appendix L, the syllabus itself is quite brond

and flexible in terms of selection of content, It is expected that the

students are not only to gain an understanding of world environmental

problems, but they should also be able to identify present and potential

resources for development, in the areas they study. A portion of the

syllabus on content selected reads:

studies will be undertaken by selecting one area of continental
size: either Africa, or South America or the Soviet Union,
together with the study of the British Isles in rather more
detail. Each of the continental areas largely represents a
'developing' or recently developed area, while the British Isles
serves particularly to illustrate the character and problems of a
country at an advanced stage of economic development
undergoing economic changes.

(NZ Education Gazette 1974 Vol.53(22).)

A notable omission from the geography syllabus for the sixth form is

the study of the students' immediate environment. There is no mention

in the syllabus of the students' local country, the South Pacific, or Fiji's

neighbouring countries such as Australia and New Zealand.

In the sixth-form syllabus, the study of continental areas includes

four broad aspects of physical geography: (i) climate, (ii) vegetation, (iii)

soils, (iv) landforms and the location of minerals therein, In. terms of

cultural systems, the geography syllabus includes (i) population - its
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distribution and growth; (ii) landuse - agricultural and other economic

activities; (iii) mineral resource utilisation; and (iv) technology and

transport development. Areas of particular interest in the study of the

British Isles include the nature of economy, the flow of trade within

different regions of the same country, technological changes, resource

utilisation and regional problems,

Inherent in the sixth-form geography syllabus is the objective that

students will be able to conceptualise the meaning and process of

development. Moreover, the assumption is that the students will be able

to identify resources that enhance, or constraints that frustrate economic

development. In short, the NZUE geography syllabus appears to be

designed to enable pupils to do higher levels of thinking in geography.

To what extent such an aim is achieved needs to be examined.

The New Zealand University Entrance geography prescription is quite

broad and there arc a number of alternative content areas which could be

selected for class study. Although it must have been evident soon after

independence that the secondary school students from Fiji were going to

continue appearing for New Zealand examinations for some time to come,

no effort was made by the Fiji's Ministry of Education to develop, based

on NZUE geography prescription, a suitable Form VI geography syllabus.

Despite the poor performance of Fiji students in NZUE geography papers

for the last ten years (1975-85), as shown in Table 3.3, and despite the

declining rolls in Fiji for the NZUE geography paper, no planned effort

has been made to identify the problems in teaching sixth-form geography.

By now the secondary school curriculum developers in Fiji should have

been able to develop or adapt relevant curriculum materials to facilitate

the achievement of the aims of teaching geography. Unfortunately, this
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3.3 shows that unlike the total pass rates, the NZUE geography pass rates

fluctuated from year to year. The highest NZUE geography pass rate

(20.3 per cent) was recorded in 1979 whereas the lowest (7.4 per cent)

was recorded in 1976. A number of variables affect pupil performance in

any examination, Two mains ones are the pupils' ability and the standard

of the examination paper itself. Generally the calibre of the pupils

themselves and the effectiveness of teaching combine to ascertain the

ability of pupils. On the other hand, an important variable that goes

towards determining the standard of a test paper is the nature of

questions used in the examination. These could have been some of the

variables that caused the fluctuation in the annual pass rate of NZUE

geography candidates from Fiji.

Thirdly, when the two averages from Figure 3.3 are compared, it

shows that the pass rate in NZUE geography is much lower than the total

pass rate. That is, not only is the geography pass rate far below the

total pass rate, but it is extremely low as well. Hence, if pupils aim to

pass their examinations, no matter how questionable such a goal for

education is, geography does not offer much attraction. This could be a

probable reason why over 60 per cent of schools (Table 3.2) do not offer

geography at the sixth-form level.

Conclusion

This chapter discussed the teaching of geography, though in most

cases not as a separate subject, at all levels of schooling in Fiji. In the

primary schools some aspects of geography are taught to pupils in their

social studies and social science lessons.
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The social science programme, which began in the early 1970s, is to

become a1 compulsory subject in Forms III and IV in all schools. That

means that in Forms III and IV, geography will not be taught as n

separate subject. It then follows that the basic skills needed for fifth

and sixth form geography work have to be introduced in the social

science curriculum, Alternatively, an introductory course in geography

ought to be incorporated in the fifth-form geography curriculum.

Except for the omission of map work and local research study, the

NZSC geography syllabus appears quite satisfactory, However, the NZUE

geography syllabus appears most inappropriate for pupils in Fiji. Perhaps

the sixth-form pupils in Fiji fail to synthesize the geographical

phenomena as most of the contents - South America, Africa and the

British Isles - are far beyond the pupils' experience. A fairly large

number of secondary schools in Fiji do not offer geography to pupils in

upper forms. Of the candidates who sit for geography in their NZUE

examination, a fairly large proportion fail this subject. Hence, pupils are

disinclined towards geography, particularly in sixth form. The status of

geography in the school curriculum is thus worthy of study. The next

chapter discusses the role and perception of geography.
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CHAPTER 4

PERCEPTION OF GEOGRAPHY AND ITS ROLE

The previous chapter discussed the status of geography in schools,

The main issues discussed in this chapter are the nature of geography;

perception of school geography by pupils, parents, and teachers;

arguments given by pupils who study geography and counter-arguments

From pupils who do not do so; and decision-making in pupil enrolment in

school geography,

Views on the Nature of Geography

The definition of exactly what geography constitutes has periodically

changed since it was introduced as an academic discipline. However,

certain unifying themes have remained. This discipline was introduced in

schools to provide logical description and explanation of spatial

phenomena so that young people could understand and correlate the

various aspects of spatial organisations. In terms of its meanings, the

definition of geography as a study of the earth's surface as the home of

man is the most accepted one in America (Bunge, 1973:326-327). The

provision of holistic knowledge about the world continues to be the

central theme of this subject, but of course, there arc many sub-fields

within the broad field of geography,

Fascination for geographical knowledge gained momentum during the

days of exploration and discovery of distant lands. One of the oldest

themes in geography concerns the "recording and description of

phenomena at or near the surface of the earth" (Chisholm, 1975:14).



100

Such a theme generally deals with the physical nature of the earth.

Physical geography itself has proliferated into subjects such as

geomorphology, which deals with the relief and surface structure of the

earth; meteorology and climatology, which deal with the atmosphere; and

biogeography which deals with plants, animals and soils of the world.

Another major theme of the discipline deals with human geography,

that is, how man manipulates, and in turn is dependent upon, his physical

environment, Thus the theme of human geography places man in the

context of earth's physical phenomena. Human geography diversifies into

several sub-fields such as economic geography, political geography,

agricultural geography, population geography and cultural ecology.

The methods employed in explaining geographical phenomena have

also passed through an evolutionary process, Initially, ideological models

or common sense justifications were applied in explaining spatial

phenomena, Later, the idea of 'landschaft' originated in Germany

(Hartshorne, 1967:149) but what it implies is the study of various

landscape or regions of the earth. Thus natural regions such as

'grasslands' or economic regions relating to agricultural practices formed

the basic units of study, The regional approach is still considered

important in studying spatial phenomena,

The quantitative revolution and mathematical models influenced

geographers. It was thought that the scientific method should be

employed to explain spatial phenomena (Harvey, 1969:6-7). In recent

times, there has been a swing towards a more radical approach by some

of geography's practitioners. Such thinking has its roots in the idea of

unequal distribution of world's resources. Radical geographers stress that
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there is a need to alter the socially built-in mechanisms that help to

reproduce and promote inequalities and social injustices in the world

(Huckle, 1986:24; Johnston, 1985:24-25). However, what exactly is taught

as geography to pupils depends upon a number of variables such as the

ability of individual teachers, the school curricula, and resources available

for teaching, Very often what is taught as geography is a collection of

facts with the view of giving a complete picture of a continent, a

political state or a region. At other times, geography is taught as

specialised subjects - geomorphology, environmental science, climatology,

botany, economics or sociology. In such approaches, there are digressions

from the spirit of synthesis, location and correlation which are the

characteristics of geography (UNESCO, 1965:11).

The discussion has so far focussed on the nature of geography. To

find out what the views of people are about the role of geography in

schools, questions were posed to pupils, parents and teachers in the

survey. Pupils were asked to define geography, whereas parents and

teachers were asked what they thought was the main aim of teaching

geography in schools. The results of the findings are discussed in the

sections that follow,

Pupils' Outlook on the Meaning of Geography

To gain an insight into pupils' att i tude on school geography, a total

of 540 sixth-form pupils were administered questionnaires. Of these, 297

studied sixth-form geography and the rest did not (see Chapter 1).

The ethnic breakdown of the pupils surveyed, fairly represented the

major ethnic groups of people in Fiji (Table 4.1), According to the 1986
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geographical thinking despite variations in its philosophy and fashion".

Brewer (1978) stated that the oldest theme in geography concerns the

study of the physical nature of the earth and its resources. According to

him, from an early date, the second traditional feature of geographical

studies is that of man-land relationships. It is interesting to note from

the pupils' responses that their definitions match the broad aims of

studying geography, that arc stated by Brewer (1978).

Differences in pupil responses can arise from a number of variables

such as pupils' gender, their ethnic group, their socio-economic

background, and the location of their houses. Pupils' responses in Table

4.2 were cross-tabulated by two of these variables, sex and ethnicity,

because it was anticipated that these two sets of reliable data may show

significant differences.

The cross-tabulation of pupils' responses by sex (Table 4.3) shows

that although the highest proportion of both males and females ranked

the definition of geography as 'the study of various physical and cultural

features that help shape man's life', as their first choice, there are some

differences in their choices when the two sexes are placed separately

under students who took geography and those who did not take it. Table

4.3 shows that of the four sub-groups thus created, two groups - male

students who studied geography and the female students who did not

study it - gave the highest priority to the response that geography was

concerned with the study of man-land relationships. On the other hand,

the male students who did not study geography and the female students

who studied it stated that geography dealt with the earth's physical and

cultural features, Both these responses are much similar. Besides, the
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students who studied geography, gave the above mentioned response.

This breakdown further confirms that those who do not study geography

believe that this subject is primarily studied to acquire factual

information about places on earth,

Pupil responses were also cross-tabulated by ethnicity but no

significant difference emerged, it shows that ethnicity does not act as n

variable in pupils' perspective of what geography is.

An overview of pupil responses showed that pupils mostly chose one

of the alternatives given on the questionnaire to define geography.

Amongst those who differed, some stated that geography dealt with the

distribution of earth's resources. Not only is the study of the

distribution of resources important but it should also make young people

aware that the resources should be utilised with care avoiding its

depletion. Some pupils stated that geography lessons assist us in

understanding how our environment influences the lives of people. Man

is certainly dependent upon his environment but, more importantly, it

should be realised that through geograpliy people are educated to

manipulate their environment with care.

In short, those students who study geography see it more

favourably, as an educational discipline, than those who do not. The next

section focuses on the views of parents of sixth-form pupils.

Parents' Outlook on the Objectives of School Geography

An attempt was made to find out what the parental outlook is

regarding the teaching of geography in secondary schools. In this survey,

selected sixth-form pupils were asked to administer the questionnaires to
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into something better than the parents perceive it now. This finding is

contrary to the popular belief that parents arc generally conservative and

wish to preserve the 'status quo'. Perhaps the parents agree with the

sociologists' outlook that "change is the normal condition of society

everywhere" (Mitchell, G. 1979:180). Evidently, Fiji has experienced rapid

changes since independence, Pupils in Fiji have had greater access to

education in the 1980s than ever before. Masses of people are no longer

dependent on traditional subsistence agriculture because commercial

agriculture and industrial development are increasing. There are easier

and faster means of transport both within the country and with the

outside world. In other words, people of Fiji are aware that the socio-

economic conditions are much better in the neighbouring developed

countries such as New Zealand, Australia, USA and Canada. As a result

of this knowledge, a number of people are eager to emigrate from Fiji,

This could be one of the reasons why parents stated that there is a need

to change their own society. More people wish to emigrate after the

military coup in 1987.

The analysis in Table 4,4 shows that 30.6 per cent of the parents

surveyed stated that their sons and daughters ought to be educated so

that they can, when they grow up, change the society for the better. A

further 20,4 per cent stated that in addition to changing the society for

the better, they expect the new geography syllabus to prepare children

for employment. This type of parental outlook is understandable; it

shows that many parents still anticipate that their children will get paid

employment at the end of their secondary education. An explanation for

such an outlook is that, as late as the mid-1970s, after completing

secondary education, most students were absorbed, without much

difficulty, into the employment sector. Before the 1970s, university
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education was accessible to a privileged few. In 1968, schools in Fiji did

not have seventh form and only 471 pupils were enrolled in the sixth

form (Fiji Education Department, 1969:18). But in 1985 a total of 4509

pupils were enrolled in Forms VI (Fiji Ministry of Education, 1986b),

showing an increase of 857 per cent in 17 years over 1968 figures.

Moreover, as the University of the South Pacific provides higher

education to a large number of successful sixth and seventh-form pupils,

these USP graduates receive priority over sixth-form school leavers in the

employment sector. That is why the probability of secondary school

pupils getting absorbed into the employment sector is much lower now

than it was in the 1950s and the 1960s.

A total of 40.8 per cent of the responses in Table 4.4 show that

parents perceive that geography teaching should be vocationally oriented,

Perhaps the parents are correct in doing this type of thinking,

Currently, in Fiji, there is a greater demand from the employment sector

for tertiary graduates with majors in the natural sciences and newer

subjects, such as commerce and accounting, than for graduates with

majors in the traditional subjects such as history and geography. Hence

there is a need to educate the employers, parents and pupils about the

possible career opportunities for people with backgrounds in geography.

Possible career openings for geographers are discussed in chapter five.

Teachers' Outlook on the Objectives of School Geography

During the mid-1980s, secondary school geography teachers in Fiji

did not have any say in the designing of the upper secondary school

syllabus, The fifth and sixth-form geography syllabuses are based on New

Zealand secondary school requirements. In 1988, sixth-form pupils will

appear for the NZUE examination for the last time. It is anticipated that
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a similar response as their second priority for teaching geography, but

here, most of the teachers chose it as n first priority. A probable

explanation for such a response is that the teachers are aware that

geography has a low image, both in and out of school, and wish to give

their subject more 'respectability' by showing its applicability in the

employment sector. Secondly, a little over a quarter (26.2 per cent), of

the teachers surveyed stated that geography should prepare pupils for

jobs. That is, responses in Table 4.5 show that over 70 per cent of the

teachers prefer the new geography syllabus to be vocationally inclined.

It appears that the geography teachers in secondary schools, in their

over-excitement to help geography regain its image in schools have

overlooked the fact that they are educators and not job trainers.

Perhaps the implication in the teachers' responses is that the geography

curriculum should be geared to the needs of the pupils and the needs of

Fiji's society, so that the concepts, knowledge and skills which the pupils

acquire will enable them to contribute to the development of their nation.

The full teachers' responses on the question of main aim of school

geography are given in Table 4,5.

Interestingly, the study shows that both parents and geography

teachers wished to see the society changed for the better, In other

words, they resent 'injustices' that exist in the society. Such n finding

is indicative of the preference for a more 'radical approach to geography'

discussed at the beginning of this chapter, Perhaps the teachers and

parents feel that better living conditions can be achieved by changing the

social mechanisms that foster unequal sharing of natural resources, They

also feel that the knowledge and skills learnt by pupils in school

geography should enhance young people's chances of getting employment.
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On the other hand, the present geography curriculum particularly for

Forms Y and VT, provides limited opportunities for pupils to reflect upon

their local society. It lacks local case studies and is dominated by

foreign content. In other words, pupils arc not able to relate what they

learn in geography to their local society and their local environment.

Hence there is considerable discrepancy between what parents and

teachers expect from geographical education in schools and what is

actually taught as geography in schools in Fiji. The next section

presents further discussions on the views of pupils on school geography,

Geography in Schools

As discussed in chapter three, if the official policy of Fiji's

Education Ministry (regarding FJC-subject requirement) remains

unchanged, pupils will not be taught geography as a separate subject until

they reach fifth form. This section examines the questions; Why do

some students study geography while the others do not do so? What is

the position of geography in terms of subject preference?

Reasons for Studying Geography in Schools

Recent figures show that more than four-fifths of sixth-form pupils

in Fiji do not study geography. In 1985 out of a total of 4253 NZUE

candidates from Fiji, only 803 of them (18.9%) sat for the NZUE

geography paper (Table 3.3).

There are many factors affecting the choice of subjects in a school.

Some secondary schools offer a wide range of subject options to their

pupils whereas others offer only limited choices. The issue of inclusion
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country (Table 4.6). This choice indicates that the pupils who study

geography perceive it in economic terms. Geography is seen by pupils

who study it as having a futuristic value. Such a view matches with one

of the 'tasks' of geography mentioned by Ginsburg (1971). He stated that

among other things geography contributes "... to the welfare of the

nations, particularly those that are underprivileged and poor" (Ginsburg,

1971:20). Fiji is a developing nation. For economic development, it has

its share of constraints such as its small land area, its limited resource

base and restrictions on its domestic purchasing power due to limited

demands from the small population base. In this respect, proper

geographical education will assist the young people in identifying the

constraints on economic development of Fiji,

The reasons stated by pupils for studying geography are analaysed in

Table 4.6. This table further shows that a tenth (9.8%) of the pupils

stated that although they were in a class which did geography, they did

not like studying it. Such a response indicates that some pupils are

poorly motivated to school geography. As motivation is conducive to

learning, the poorly motivated pupils will certainly have difficulty in

learning. It warrants examining why some pupils who study geography,

say that they do not like it. A few common reasons given by pupils for

'disliking' geography are: (i) that the sixth-form geography syllabus is too

wide and includes concepts which are beyond pupils' grasp; and (ii) that

local case studies arc not included in geography lessons. An interesting

comment, in pupil's own words, sums up well the kinds of difficulty a

sixth-form geography student faces:

I feel that Form 6 geography is really hard and it is a totally
new thing to learn. Most of us can't grasp the basics of
geography. It is a bit too late to learn all these in Form 6,
It would be better to start learning all those in Form 5 or
lower level so that it would be a lot easier to understand.

(Pupil Questionnaire No,114.)
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Firstly, as discussed in chapter 3, almost half the senior secondary

schools in Fiji do not offer geography as an examination subject at the

sixth form level. In 1985, of the 83 secondary schools with sixth forms,

34 (41.0 per cent) did not offer geography to their sixth-form pupils.

These schools were either unable to secure geography teachers or the

school heads did not see much value in providing geographical education

to pupils.

Secondly, as can be seen from Table 4.7, 36.0 per cent of the sixth-

form students, who were not taking geography, stated that they were

interested in science subjects only. The pupils in this survey consisted of

those who did not study geography from schools which had sixth-form

geography options, that is, they could have studied geography if they had

wanted to. Pupils develop a 'liking' for science subjects because of a

number of reasons. One of them is that there is more demand for science

graduates in the employment sector in Fiji. Further, in the past, not all

secondary schools could afford to teach science subjects due to a

shortage of science teachers and lack of money to buy the expensive

science resource materials. For these reasons, only cheaper subjects were

taught (Singh, 1972:22). Consequently, the proportion of science graduates

was much lower than that of arts students. Hence as there was a short

supply of science graduates, they were more in demand. Although times

have changed and the numbers of science graduates have greatly

increased, the past euphoria for science subjects still lingers on in most

people's minds. According to Singh (1972:60), history and geography have

been pushed out of the school timetable in better and more academically

biased schools.
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Thirdly, in Fiji, geography and other art subjects arc viewed as not

very demanding intellectually. An example of such a view is reflected in

the double standard that the Fiji Ministry of Education applies in

awarding scholarships to the Foundation (Prc-degree) students at the

University of the South Pacific. A careers officer at the Ministry of

Education confirmed that, in 1986, to qualify for Foundation Science

scholarships, students had to have passed their NZUE examinations with

279 or more marks. However, students with 257 marks could qualify for

Foundation Social Science scholarships (Singh Sandhyn, 1987). The

general attitude seems to be that, at university, only the 'brightest'

students can succeed in the natural science subjects whereas the 'average'

ones can also succeed in the social sciences. Hence the natural sciences

are regarded as more prestigious subjects.

Fourthly, as our whole education system is still very much

examination orientated, most pupils themselves find that it is easier to

prepare for examinations in science subjects than in arts. It is so

because the whole foundation of science is based on clarity and

unambiguity but arts subjects involve a lot of readings and they

accommodate a number of viewpoints.

The reasons given by pupils for not studying geography are analysed

in Table 4.7, As discussed, the majority of the pupils (36.0 per cent)

stated that they were interested in science subjects only. Arguments

two, three and four discussed above are applicable in explaining why

pupils made this choice.

Interestingly, the analysis in Table 4.7 shows that 16.1 per cent of

the students surveyed stated that although they were in classes that did
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not do geography, they would have liked to study it. This type of

problem arises where pupils have limited subject choices. As a result,

some pupils have no option but to discontinue certain subjects that they

would have liked to study.

Preference for Geography in Schools

The preference for geography in the schools is looked at from three

dimensions -

(a) Preference for school subjects

(b) Proportion of students who study geography in Forms V and VI

(c) Time allocated to geography on the school timetable. •

(a) Preference of School Subjects. It is normal to expect that pupils

will differ in their preference for different subjects. This research shows

that in terms of subject preference, geography was ranked fairly low by

secondary school pupils in Fiji. The survey students, who did geography,

were asked to rank all the subjects they studied in the order of their

liking. Of the 297 pupils surveyed, 292 stated that they studied Geography

(five geography students did not respond), 109 studied Chemistry, 83

History, 57 Accounting, 46 Physics, 38 Economics, 10 Technical Drawing,

9 Typing and 2 studied French. Table 4.9 shows the rank order of all

these subjects. Column 'D' in the table shows the first choice as a

percentage of the total number of students who studied that subject.

On the basis of the proportion of students who chose a particular

subject as their first choices, geography ranked fairly low in Table 4,8.

It shows that in terms of subject preference order, geography was ranked

11th, that is, it was given the second last position. Geography lessons

will have to be made more lively and the geography teachers should
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The number of students enrolled in geography declines sharply at

the sixth-form level, In Fiji, the proportion of all fifth-form pupils

studying geography is much larger than the proportion of the sixth

formers who study geography. Table 4.10, on teachers' responses, shows

that almost 60 per cent of the geography teachers stated that more than

half of the fifth-form pupils studied geography. But less than 20 percent

of these teachers stated that more than half of the sixth farm pupils

studied geography in their schools. This confirms that the proportion of

pupils who study geography in schools, particularly in sixth form, is fairly

low.

Ideally, the teachers' responses in Table 4,10 should have been

correlated with subject enrolment statistics. This could not be done. As

the individual secondary schools corresponds directly with New Zealand

Education Department (for NZSC examination) and University Entrance

Board (for NZUE examination), these enrolment statistics arc not available

in Fiji. But statistics on examination results in Chapter 3 (Table 3.3)

confirm that only 18.9 per cent of all sixth-form pupils in 1985 appeared

for the NZUE Geography Papers.

Two reasons explain this decline. First, a great majority of those

who do geography fail promotion to sixth form. Since the brighter pupils

are channelled into science classes upon enrolment in fifth-form,

geography, which is an arts subject, is left with the average ones only.

Almost always a greater proportion of science students pass their form

five course to qualify for form six. Second, from amongst those fifth-

form geography students who qualify for entry to sixth form, some of

them decide to discontinue geography, probably because their peers inform

them of the difficulty the sixth-formers face in geography.



122

(c) Time allocated to Geography on the School Timetable. The school

principal allocates, in consultation with the heads of the subject

departments, the duration and number of various subject teaching periods

on the school timetable. A time allocation guide is also provided by the

Ministry of Education. This section looks at the views of pupils and

teachers regarding the time allocated to geography on the school

timetable.-

In the survey, a large number of pupils commented that the

geography syllabus was too long, and that the time allocated to it was

too short. The implication is that the pupils need more time for their

geography lessons. But the majority of geography teachers themselves do

not seem to agree with the students on this issue. Table 4.11 shows that

a majority of the teachers (62.7%) stated thnt the time allocated to

geography on the school timetable is sufficient. This view does not appear

to correlate well with pupils' results in geography examinations, Based on

the knowledge that sixth form pupil pass-rate in geography is low, it

should be reasonable to expect that the teachers will press for more time

to teach their pupils geography. Table 4.11 shows that most of the

geography teachers do not think so, as only a third said that the time

was slightly short.

TABLE 4.11 TEACHERS' RESPONSES; VIEWS ON TIME ALLOCATED
TO GEOGRAPHY ON THE SCHOOL TIME TABLE

RESPONSES

Plenty of time
Just right time
Slightly short time

TOTAL

FREQUENCY

3
37
19

59

%

5.1
62.7
32.2

100

SOURCE; Teachers' Questionnaire Survey, 1985.
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Although this study shows that geography is no longer as popular in

the school curriculum, no immediate corrective measure has been taken or

planned to raise its image. The time has certainly come for thc

geography teachers and lecturers in geography to initiate plans for

improving the image of geography in schools. Steps such as curriculum

innovation in geography, refresher courses for teachers, preparation of

teaching materials, and the creation of public awareness about the value

of geography are being suggested in the later chapters.

Student Enrolment in Geography

Geography is not studied by most sixth-form pupils in secondary

school in Fiji. It is when pupils enrol in fifth form that they make

decisions regarding their subject options.

To a large extent, such decisions are based on the students'

background, that is, the subjects taken by them and the marks gained in

the individual subjects in their previous year of schooling. Most Form IV

pupils study four common subjects: English, Mathematics, Basic Science

and Social Science, and when they enter fifth form most pupils continue

studying' English and Mathematics, Those pupils with high marks in

Mathematics and Basic Science in their Fiji Junior Certificate Examination

are considered, upon entry to fifth form, as 'science' students and the

others as 'arts' students.

For fifth form entry, most students with passes in Fiji Junior

Examination wilt have the following four combinations with respect to

marks gained in Basic Science (BSc) and Social Science (SSc). If letter

'B' denotes 'bright' students with high marks, and 'A' denotes 'average to

weak' students with average to low marks, the four combinations will be;
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Conclusion

It is accepted by teachers, parents and students that geography

provides holistic knowledge about theearth's physical resources available

for the benefit of mankind. This discipline deals with spatial phenomena

and organisations. Thus geography has a distinctive educational value and

it needs to be imparted to pupils so thnt they are able to examine

contemporary issues critically and have a better understanding of man-

land relationships. Unfortunately, this study shows that the image of

geography is declining in Fiji's schools.

Almost half of the total number of upper-secondary schools in Fiji

do not offer geography at the sixth-form level. In schools which offer it,

the majority of pupils there do not study it. This trend is developing

because of the preference for other subject options such as the 'natural

sciences' and the newer arts subjects, over geography.

In the survey, most parents and teachers stated that geography

ought to provide, within its broad framework, much more job-related

knowledge and skills, so that pupils with a geographical background

become more 'marketable' upon graduation from educational institutions.

These parents and teachers further anticipated that 'geography' ought to

prepare children so that they grow up and change the society for the

better, In terms of geography, it means bringing about changes in the

mechanisms of the society so that the social benefits of development are

shared more equitably (Dale, 1983:65-66). Such an approach is also similar

to the socialist approach to geography teaching in schools wherein

education is seen as a means of both "reproducing and challenging
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existing social and human-environment relations" (Muckle, 1983:151).

Presently, there is this notion in schools that geography is not very

demanding intellectually. As a result of this notion, the 'brighter'

students are channelled to the natural sciences. Amongst those pupils who

study geography, in terms of subject preference order, geography ranks

fairly low in secondary schools in Fiji.

Positive steps have to be taken to raise the 'image' of geography in

schools, There is an urgent need to bring about changes to the existing

curriculum. Most teachers need to undergo refresher courses, The public

has to be educated about career opportunities for people with a

geography background. Geography needs to be 'sold'through cooperative

efforts by geography teachers in schools and geographers in tertiary

institutions, The next chapter focuses on some of the major constraints

on secondary school geography, It also explores the possibility of

teaching some of the basic concepts and skills in geography in Forms III

and IV where geography will no longer be taught as a separate subject.
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CHAPTER 5

CONSTRAINTS ON GEOGRAPHY AND

POSSIBILITY OF AGRICULTUUAL EDUCATION

The focus of this chapter is on four areas; three of them deal with

constraints which hinder the implementation of the present geography

curriculum in schools and the fourth explores the feasibility of teaching

basic geographic skills and concepts through agricultural science project

which is being introduced in third and fourth forms in Fiji's schools,

The Question of Relevance

Geography and Schooling

As stated in the earlier chapters, geography was considered a major

subject in Fiji's secondary schools in the first half of this century. Now

it is either non-existent in a number of schools or is a victim of

declining rolls in others. The present situation of geography in Fijian

secondary schools is comparable with that of its situation in other

countries such as the United States of America and Australia.

The consequent stimulation of debates on the role and nature of

geography in school curricula can be summed up under three main'

ideological considerations. Firstly, the liberal ideology is one which

provides non-committal geographical explanations about the earth and its

resources. The focus in the liberal approach is not so much on who gets

what portion of the earth's resources as on how the physical environment
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determines the pattern of resource distribution (Bale, 1985). It is similar

to the philosophy of 'environmental determinism' that is, it was earlier

believed that physical factors such as landscape, soil and climate

determined man's interaction and behaviour with the environment

(Grossman, 1977:126-30), In the liberal approach, there is an absence of

information about the processes which operate within the physical and the

human environment that contribute to the resource distribution pattern.

In short, 'liberals' conserve and reproduce the existing social order.

Secondly, the utilitarian ideology implies that the decision on the

specific nature of education and training programme is made by those

who control the economic and social life - the capitalists in the society.

Huckle (1985:296) explains that geography was strongly represented in the

early schools, mainly in Britain, because the "utilitarian value" of

geography was recognised by the middle and upper classes. Geography

teaching in schools served to counter children's 'magical' conceptions of

the world and instil a view of economy and society supportive to

capitalism (Huckle, 1985: 297). Knowledge and skills acquired in

geography lessons served the vocational needs of future merchants, clerks

and statesmen. In Fiji, schools taught strong moral codes and basic skills

with which the 'successful' ones entered the government's service sector,

medical school and teachers' training schools.

Thirdly, the reconstructionist or radical ideology spells out the need

to include themes of social injustices in the geography curriculum.

Through the reconstructionist approach, there is an urgent need for
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"reclaiming stolen humanity", argues Huckle (1985:303), The

rcconstructionist geographers (I-Iuckle, 1985; Feet, 1977) argue that themes

such as unemployment, environmental deterioration, social injustices,

inequalities and exploitation should be included in the school geography

programmes, At present, the system of schooling, particularly in the

Western Bloc of countries, helps to reproduce inequalities through hidden

indoctrination for the benefit of the capitalists in the society, Such

schooling contradicts education which ought to encourage pupils to do

critical thinking. Hence some geographers argue that there is an urgent

need to reconstruct society by providing "an education free from

indoctrination" (Huckle, 1985: 298).

The debate on the relevance of school geography is not necessarily

confined to the three ideological approaches discussed above but these

provide some insight into political considerations that influence

educational curriculum planning, Discussions below show that in Fiji

geography teaching does not fulfil the needs of the local society,

Constraints caused by Foreign Syllabuses

Unfortunately, the choice of what is taught as geography in Fiji's

secondary schools is not based on the needs and aspirations of the local

community but is tied to the requirements of external examinations.

Foreign geography syllabuses have contributed significantly towards

lowering the image of geography in Fiji's secondary schools.
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Prior to 1968, almost all non-government senior secondary schools in

Fiji followed the Senior Cambridge Overseas School Certificate syllabuses

which were designed for schools in the United Kingdom and her numerous

colonies. Results of the British school examinations helped those in

authority to select pupils for employment and to promote others who

qualified and wished to go for further education. During the late 1960s

and the early 1970s, all senior secondary schools in Fiji changed over to

the the New Zealand education system. In terms of timing for obtaining

examination results, the New Zealand Examinations have advantages over

the British Examinations. However, in terms of relevance, there has been

no evaluative study to show that New Zealand examinations serve a more

useful purpose than those held previously.

As a result of the change in school examinations, the New Zealand

University Entrance Geography replaced the Senior Cambridge Geography

for pupils in their twelfth year of schooling. The question worth

considering is the relevance of each of the NZUE subjects for a country

like Fiji. In geography, the imposition of the NZUE Geography on to a

vast majority of students who were not destined to take up university

education appears ill-conceived because what is considered relevant in

geography to pupils in New Zealand is not necessarily so for pupils in

Fiji. Two contradictions that arise from using the New Zealand University

Entrance Geography syllabus are: (i) the aim of the NZUE examination

and (ii) the preparedness of pupils in Fiji for that examination.
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Firstly, the NZUE examination is regarded as a terminal examination

for a large number of Fiji's sixth-form pupils, but the NZUE geography

examination measures the skills and knowledge required in pupils for

undertaking university education. The very name, University Entrance, is

self-suggestive. Hence this examination, and in particular the NZUE

geography syllabus, is not relevant for a vast majority of pupils in Fiji.

This, to some extent, explains why most pupils who appear for NZUE

geography from Fiji score quite low marks.

Secondly, the NZUE geography is based on New Zealand students'

background in geography. In Fiji, neither the primary schools nor Forms

III and IV pupils follow NZ school curricula. The imposition of the NZ

school syllabuses in the fifth and sixth form, for Fijian students, has

repercussions on geography teaching in schools. Moreover, the NZ upper-

secondary geography syllabuses are introduced too abruptly, without

sufficient introductory courses, to pupils in Fiji. Such problems do not

necessarily arise in subjects like Mathematics, Physics, Chemistry and

Accounting as the basic concepts needed for these subjects are either

taught in the lower forms or covered as introductory courses.

To solve the problem of subject continuity faced by pupils in Fiji,

alternative fifth-form syllabuses, known as South Pacific Options, were

prepared in English, Geography, Biology and Physics. Theoretically these

options ought to do the following: (i) extend pupils' grasp of the subject

matter, based on related work clone in Forms III and IV; (ii) incorporate

and strengthen skills, knowledge and attitudes required for higher studies
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in that area; and (iii) prepare pupils for sixth-form work. However, as

discussed later in this chapter, there is very little 'linkage' between

Forms III and IV social science and Forms V and VI geography,

Consequently, there is need for more collective decision-making by

geography teachers and curriculum planners on the nature, scope and

relevance of geography in the total school programme in Fiji, The

successive years' geography syllabuses should logically link to the

previous years' programme.

Teaching Difficulties

This study showed that geography teachers encounter numerous

difficulties in implementing the present geography curriculum. They feel

left out at the periphery in designing Fiji's school geography curriculum.

They are not involved in all the stages of curriculum development

process. Presently, their role involves them at the implementation level

only. It is anticipated that the transition from NZUE examination to

locally-based sixth form examination will encourage these teachers to get

more involved in developing the geography curriculum. This section

presents the findings of the teachers' survey pertaining to common

difficulties they face in using New Zealand school geography syllabuses in

Forms V and VI. Most of the issues raised are complex and interrelated.

These are discussed separately to highlight the magnitude of the problems

identified.
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Suitability of Social Science

The Ministry of Education has decided is to make the teaching of

Social Science compulsory (in Forms III and IV). It moans that the

teaching of geography as a separate subject in Forms III and IV will

vanish completely from 1988. In the survey, teachers were asked to

specify how well the Forms III and IV Social Science syllabus prepared

pupils for upper-secondary school geography. Table 5.1 shows that 70.5

per cent of the teachers surveyed feel that the present social science

programme does not include the basic geography skills upon which the

fifth-form geography work could be built. It is essential for pupils, who

wish to study geography in fifth and sixth form to possess the basic

skills in geography when they enter Form V. But this survey showed that

most fifth-form entrants do not possess the basic skills in geography

because the Social Science, programme (Forms I-IV) was designed mostly

for pupils whose education was to have terminated at the end of fourth

form.

TABLE 5.1 TEACHERS' RESPONSES: HOW FAR DO YOU AGREE
THAT THE FORMS III & IV SOCIAL SCIENCE
PROGRAMME PREPARES PUPILS WELL FOR FORMS V &
VI GEOGRAPHY?

RESPONSES FREQUENCY PER CENT
(That it prepares well)

6.6
18.0
50.8
19.7

4.9

TOTAL 61 300.0

SOURCE: Teachers'Questionnaire Survey, 1985.

Agree
Undecided
Disagree
Strongly Disagree
No Response

4
11
31
12
3



1.35

As discussed in chapter 3, the preparation of social science

programme began with the establishment of the UNDP/UNESCO

Curriculum Development Project in 1970. At that time, most pupils left

school after completing Form IV. In many ways, the Fiji Junior

Certificate Examination was like a school leaving certificate. At its

inception, the Social Science Project Committee's immediate concern was

to cater for the needs and interests of the vast majority of pupils who

were going to leave school after Form IV. There is no indication in the

aims of the Forms III and IV Social Science Curriculum to show that it

was also designed to prepare pupils so that they could undertake fifth-

form geography,

Times have changed and a greater number of pupils now desire full

secondary education. Fiji's Development Plan Nine (1986-1990) set high

goals in stating that the Government was to provide "twelve years of

education for every child who so desires" (Fiji Central Planning Office

1985: 137). Therefore, there is an urgent need to change the social

science programme if it is to prepare pupils to take Forms V and VI

geography. At least, the basic minimum skills in geography should be

taught in the lower forms to assist pupils in learning fifth-form

geography in later years.

Linkage Between Social Science and Geography

There is little relationship between the present Forms III and IV

Social Science syllabus and Forms V and VI geography taught in Fiji.

Most of the social science themes are 'History' biased and deal with
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incorporated. This should be done because the present social science-

programme has very little provision for teaching concepts and processes

of the physical environment or for undertaking local survey. Although

map reading is a theme in the Form IV social science syllabus, more

indepth skills in map work are desirable. If these changes are made,

pupils in Form V will be better prepared to undertake advanced

geographical studies in schools,

Almost a third (29,5 per cent) suggested that changes should be

made to both Social Science and Geography syllabuses whereas 14.8 per

cent stated that only the Forms V and VI geography syllabuses should

be revised. There is a definite need to evaluate both of these syllabuses

as part of an on-going curriculum development process. Although the

secondary schools in Fiji are scheduled to have a local sixth-form

geography syllabus in 1988, the new syllabus once designed has to be

continuously evaluated and amended to ensure that geography remains a

useful teaching discipline in schools,

Availability of Textbooks

The availability of suitable teaching resources such as textbooks

helps the teachers in lesson preparation and assists pupils in doing self-

directed learning. In this survey three-quarters (75.4 per cent) of

teachers confirmed that suitable geography textbooks are not available for

their classes. Often the geography teachers have to select lesson

materials from various geography books, No attempt has been made to

produce a textbook that caters for the specific requirements of the NZSC
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secondary schools but, as their number is fairly small, further research is

required to confirm this,

The findings so far reveal that there is an urgent need to produce

relevant teaching resources in geography. Suitable textbooks, when

available, will assist teachers in lesson preparation, and pupils in doing

self-directed learning. Teachers themselves need to attend in-service

courses in order to keep abreast of the 'latest' in methods and contents

of geography. The question of refresher courses in geography is

discussed in the next section.

Lack of Refresher Coiir.se.s in Geography

Short refresher courses in the' teaching of any particular subject

play a very important part in ensuring that the subject is successfully

implemented in schools. A refresher course or in-service training of

teachers assists implementation of curriculum in three main ways.

Firstly, it helps to refresh and acquaint teachers with the latest

developments in that subject area. On returning to their classrooms, well

refreshed, they should be able to do more effective teaching. Secondly,

changes in a subject's aims, content, methods and evaluative techniques,

can best be disseminated to teachers through short refresher courses.

Thirdly, the curriculum development officers arc able to get the much

needed feedback about both the subject itself and the strengths and

weaknesses of the subject teachers. Thus the curriculum can be

implemented effectively and efficiently by teachers if they get adequate

guidance in such courses.
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assistance from lecturers in Geography at the University of the South

Pacific, There is an urgent need for an association of geography

teachers to strengthen geography in Fiji's schools.

The responses regarding refresher courses were further cross-

tabulated by gender of teachers, the location of schools, and the

ethnicity of teachers but no significant difference emerged on account of

these factors.

Students' Interest In Geography

An important variable that either helps or hinders learning is the

pupils' 'interest' in the subjects they study. Over one-third of the

teachers in the survey stated that the pupils show a lack of interest in

geography. In a subtle way, these teachers admitted that they had failed

to motivate their pupils, According to Taba (1962) a motivated person

learns more readily than one who is not motivated, Motivation can be

seen at two levels, First, at the general level, the pupils have desire to

learn in order to satisfy their need for achievement. Secondly, at the

specific level, there is desire to attain a certain reward or to avoid

certain punishment. Since learning is better facilitated under intrinsic

motivation than under extrinsic motivation, pupils' interest is important

for the success of any school lesson (Taba, 1962:80-87). Table 5.12 shows

that 37.7 per cent of the teachers in the survey stated that their pupils

showed lack of interest in their geography lessons. A likely explanation

for this is that, as external examinations play a dominant role in the

school system, some pupils consider geography as the 'fifth' option in
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There is a need for a vigorous involvement of geography teachers,

geographers and curriculum development officers. The question of how

this could be done needs to be examined. Certainly an association of

people interested in geography will be of great assistance. The need for

a geographic association for this part of the world is discussed below.

Geography Association

Associations of geography teachers and geographers play a vital role

in promoting geography in schools, universities and other related

institutions. Such associations provide the necessary forum for

geographers, teachers of geography and geography curriculum developers

in sharing their ideas, taking up geography related research and

developing resource materials for teaching geography,

That there is an urgent need for a geographic association for Fiji or

for ,thc whole of the South Pacific region was stressed at a Geography

Seminar in 19S5 at the University of the South Pacific (Munshi, 19S5).

There is a move by some lecturers in geography at the University of the

South Pacific to form a Geography Association for the South Pacific

region (Thaman, 1986). Such an association would contribute a lot to

geography in the secondary schools of the South Pacific. In 1983, an

organisation known as the "Fiji Geography Teachers' Association" was

formed in Suva (Kumar, 1987). Unfortunately, this association failed to

do any serious reflection or action in terms of improving geography

teaching in the secondary schools. Perhaps the teachers need

professional guidance from geography lecturers at the University of the
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South Pacific, However, some geography teachers in Ba and Lautoka meet

periodically and share ideas on the teaching and testing of Form V and

VI geography (Sudhakar, 1985). It is imperative that teachers become

actively involved not only in the implementation of curr iculum but in its

development and change as well. In this way they could contribute more

fruitfully in "educating" the young people under their guidance. The idea

of a geography association is discussed more fully in the final chapter of

this thesis.

Difficulties Faced by Pupils

The preceding section discussed a number of constraints that

handicap geography teachers in implementing the curriculum. This section

discusses some of the problems that pupils face in (heir geography

lessons.

Problems Faced bv Pupils Studying Geography.

In the survey, Form VI pupils were asked to identify the major

problems which they encounter in geography lessons. A number of

probable problems were listed on the questionnaire and the pupils asked

to identify the two most serious ones. Alternatively, pupils could state

other applicable problems. Table 5.14 shows the analysis of the problems

stated by the pupils as their first choices. The highest proportion of the

pupils (29.3 per cent) thought insufficient time was allocated to teaching

geography. Most often pupils find it difficult to fully understand the

geographic concepts within the lesson period. Interestingly 32.2 per cent
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Secondly, 24,9 per cent of the pupils stated that there nre

insufficient geography textbooks and other resource materials. This

correlates well with teachers' responses in Table 5.6. The implication is

that if proper and sufficient geography textbooks are made available, the

teaching of geography will improve,

Thirdly, 18.5 per cent of the pupils stated that they found

geography lessons neither interesting nor relevant. The relevance debate

in geography is discussed at the beginning of this chapter and the

solution is to ensure that the new geography syllabus is both relevant

and arouses pupils' interest.

Apart from the responses analysed in Table 5.14, pupils delineated

other common difficulties that they faced in geography lessons. These

are discussed under five sub-headings: syllabus, concepts, careers,

textbooks and the science subjects. A few quotes from pupils' responses

are incorporated to bring out the essence of the problems in the pupils'

own words.

(a) Syllabus. A number of pupils were generally unhappy with the

NZUE geography syllabus that was being used in Fiji's secondary

schools. Some of the comments made by pupils were:

T think the syllabus should be made more interesting
so that the pupils find it easy to understand the
subject and would be eager to learn more; ...the
information should be relevant to our background and
the country we live in, the countries we trade with
etc; not areas like S. America with which we are not
in contact much...

(Pupil Questionnaire No. 013).
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Study local country,.,compare it with a developed
country e.g. Australia. In such a study, there is easy
access to materials and books. Also we should study
basics of physical geography and not specific
landform of the country of study.

(Pupil Questionnaire No, 047)

Subject should be made more relevant and more
practical.

(Pupil Questionnaire No. 063)

The Ministry officials or curriculum people should
help teachers in the preparation of geography
materials and notes.

(Pupil Questionnaire No. 183)

These quotations show that some pupils find the geography syllabus

uninteresting and not very relevant. These pupils stated that places such

as Australia, countries of the Pacific region, and Fiji should be given

more prominence in geography curriculum, In short the quotations show

that there is an urgent need to bring about curriculum innovations in

geography in order to make it relevant to the pupils' needs. The pupils

should be able to sec the value of what they study,

(I)) Geographical Concepts. In general usage concept mainly means notion

or idea. It is a term referring to a descriptive property or relation

(Mitchell, G.D. 1979:35). Concept formation follows a logical order,

from the simple to more complex ones. Hence geographical concepts

introduced by the syllabuses should follow varying levels of

abstraction. The survey shows that pupils find the change from



155

Form V to Form VI geography too abrupt and demanding. This is the

conclusion one draws from the pupils' comments:

The students' background in geography is very poor
and this makes it hard for them to grasp geography
in higher levels

(Pupil Questionnaire No. 132)

Geography is a very hard subject specially in my
school because we start doing geography in Form V
which is really a disadvantage and there is so much
to cover in Forms V & VI Geography

(Pupil Questionnaire No. 201)

There are a lot of notes with almost all topics inter-
related, so finally there is no clear distinction
between what topic should be answered for which
question in the examination.

(Pupil Questionnaire No. 216)

I have experienced that third form to fifth form
Geography was interesting and easy but then all of a
sudden, sixth form geography became so difficult
that I find it hard to cope with the subject.

(Pupil Questionnaire No. 242)

The main idea expressed in the above comments is that sixth -form

pupils find the UE-geography very demanding as many concepts are

beyond their grasp. It appears that pupils lack the basic concepts and

skills needed in geography which could assist them to understand higher

level concepts introduced in sixth form, These basics should be taught in

the earlier years of schooling, failing which, an introductory course in

geography should be taught in Form V.
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(c) Careers. It appears that most pupils have very little information

about career opportunities for people with a background in

geography, Some feel that geography can help in agricultural

practices. Three quotations on career opportunities are listed below.

Many students think that people with a geography
background do not have much success in the
employment fields

(Pupil Questionnaire No. 049)

Geography is the best subject if agriculture is also
combined with it; something like horticultural '
subjects either practical or of any sort that will help
the development of agricultural knowledge

(Pupil Questionnaire No. 051)

I think we geography students should be given the
first priorities in fields like agriculture, forestry,
fisheries, town and country planning and the
economic development of an area but it is sad to say
that we students are the last to be given that
chance, Many students, when they come out of the
Agricultural Schools, find difficulty in finding a job.
That is the main reason for many students not
taking geography.

(Pupil Questionnaire No. 290)

In the first quotation above, the pupil does not commit whether or

not he himself is aware of career opportunities but fears about what

others think. The next two quotations illustrate that career opportunities

arc feasible for pupils studying geography but most employers arc

ignorant about; them, which is of course true. Hence a conscious effort

has to be made to educate employers about the various jobs that people

with a geography background are capable of taking up. There is an
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erroneous notion that advanced geographical education leads only to

careers in teaching. However, career opportunities for geographers

include: journalism, executive posts in business and commerce, politics,

Armed Forces, the Department of External Affairs, Lands and Surveys,

Industries and Commerce, Trade Commissions, organizations concerned

with soils, animals and plants, and also in other research organisations

(Town, 1965: 20). This type of information has to be disseminated to

pupils, teachers, employers and the general public to clarify the value of

geography,

(d) Problems of Suitable Geography Textbooks. Most pupils also arc

aware that one of the reasons for the low status of geography in

secondary schools is that suitable textbooks are not available.

Three comments are listed below to illustrate pupils' awareness

about the problem of textbooks,

I suggest that the government of Fiji should provide
secondary schools with up-to-date materials and
textbooks. Most of the materials are out-of-date

(Pupil Questionnaire No. 163)

Textbooks published should have simpler English
since as you know, [the] majority of the students are
either Indians or Fijians and they face a lot of
problems understanding the language.

(Pupil Questionnaire No. 264).

The New Zealand University Entrance Geography
syllabus is too broad and wide so I cannot finish the
syllabus because it is too complicated and the
textbook is too general to cope with, so I think the
pattern of geography syllabus should be changed.

(Pupil Questionnaire No. 102),
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Obviously, a lack of suitable resource materials greatly hinders

pupils in learning their lessons. Suitable textbooks facilitate pupils to do

self evaluation. Self-directed learners could use these books not only for

understanding concepts introduced in classrooms but also in preparing for

succeeding lessons in geography. Unavailability of suitable textbooks has a

far-reaching adverse effect on the secondary school geography curriculum.

Conscientious curriculum developers ought to provide ample teachers' and

learners' resource materials to facilitate the teaching of geography,

(e) Science Subjects. As most of the brighter students are attracted to

natural science subjects, those who study geography, an arts subject,

get the indirect message that they are not as academically bright as

the science students, Often teachers unconsciously hurt the feelings

of students who study geography, as shown by this comment:

Teachers in school favour only the Science students
so they always refer to them as the 'brighter'
students than us Geography students. This always
puts us down so we feel tike giving up studying this
particular subject.

(Questionnaire No. 101)

The pupils' quotations show that there are a number of constraints

that reduce their ability to fully comprehend geography lessons. Although

most of these problems arc long-standing, there is no evidence of any

planned effort to find solutions. If care is not taken, similar problems

will persist. Authorities responsible for the new sixth-form geography

curriculum should not only change the content and method of the

secondary school geography but also ensure that continuous evaluative
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exercises are built into the new programme.

It is important that pupils form positive attitudes towards geography.

They should be able to perceive clearly how. the subject will help them, in

future. As Fiji is an agricultural country, geography should be able to

contribute a lot in providing agricultural education, Geography's

contributions to agricultural education are discussed in the next section.

Agricultural Education

This section analyses the support for and explores the possibility of

providing agricultural education in schools. Agriculture is one of the

many themes in geography. Geographers have made important

contributions in the field of natural resource analysis and land-use-

management in a number of developed countries such as Britain, Canada

and the United States of America (Mitchell, B. 1979: 57-79). What follows

is a discussion on how geography can contribute (o education in

agricultural land-use which plays an important part in Fiji's economy, it

should be remembered that agriculture is just one of the many areas in

which geography can contribute.

Among the island nations in the Pacific Region, Fiji, without doubt,

is one of the most developed. As discussed in Chapter 2, Fiji has

undergone a tremendous change in educational, economic and political

spheres. Most areas of development have been, made possible because of a



160

stable agricultural economy. It is worth examining if future developments

will also be based on agricultural activities.

It was stated in the education sector of Fiji's Sixth Development

Plan (1971-75) that "...the economy of Fiji is based mainly on agriculture

and related industries. It is therefore important to create within the

school system a sound and progressive attitude towards agriculture and its

place in the economy, the community and the nation..." (Fiji Central

Planning Office, 1970: 200). Fiji's successive Development Plans have also

stressed the importance of agriculture. Thus 'agricultural geography' is a

potential theme around which relevant geographical education can be

provided particularly in Forms III and IV.

Agricultural Education in Schools

Keeping in line with the national objectives, the Ministry of

Education attempted to introduce new technical and vocational subjects in

the early 1970s. One hastily compiled subject, which included aspects of

agricultural education, was tried out in some schools. Although the new

subject was called 'modern studies', it was designed for academically

weaker students whose formal schooling was to terminate after the fourth

form level, For those who did modern studies and passed their Fiji

Junior Certificate Examination, there was no provision to continue with

this subject at the fifth- form level. For these reasons, the subject

'modern studies' was not well received by parents, teachers and pupils.

Consequently, 'modern studies' is now being phased out from schools.
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In a recent circular on changes to the Fiji Junior Certificate

Examination (Appendix M), the FJC subjects are grouped under four

categories - compulsory, practical, commercial, and vernacular (Guivalu,

1985). Agriculture, a new subject, is listed as one of the 'practical'

subjects. The circular further states that:

...All the examinable subjects will be put under four groups.
Candidates will be required to take all four subjects in Group 1
and to select another three subjects from at least two of the
Groups II, III and IV. In this way all students will have some
exposure to vocational subjects. Groupings of subjects are as
follows:

Group I (Compulsory)

English
Mathematics
Basic Science
Social Science

Group II (Practical)

Home Economics
Typing
Woodwork
Metalwork
Technical Drawing
Agriculture

Group HI (Commercial)

Typing
Accounting
Economic Studies

Group IV (Vernacular Languages)

Fijian
Hindi
Urdu
Tamil, Telegu, Arabic, Chinese, (After 1987).

(Guivalu, 1985)
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The subject, 'modern studies' is not mentioned in Guivalu's circular.

Currently, the Fiji Ministry of Education is testing out an agricultural

science course in thirty-five trial secondary schools (Krishna, 1987). The

agricultural science syllabus is based on five themes which are

recommended to Form III to Form IV along a suggested time allotment

(Table 5.15).

TABLE 5-15 FORMS III AND IV AGRICULTURAL SCIENCE:
THEMES AND SUGGESTED TIME ALLOTMENT

SUBJECT MATTER NUMBER OF PERIODS PER YEAR

Agriculture in Fiji
Soil Science
Crop Production
Livestock Production
Farm tools and Machinery
Revision of Course Work

FORM III

10
40
60
30
10
10

FORM IV

20
30
50
30
20
10

TOT

30
70

i io
60
30
20

TOTAL 160 160 320

SOURCE: Fiji Ministry of Education, 1987.

As the teaching of geography as a separate subject is to be

discontinued in Forms III and IV, it might be possible to teach some of

the skills and concepts in geography through other subjects. One such

subject, apart from social science, is the new agricultural science. The

first four themes of agricultural science (Table 5.15) arc also themes in

geography. Some of the broad geographic concepts related to the four

themes are location, distribution, soils, climate, population, politics,

commerce and communication. Therefore, using appropriate content and
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approach, several geographical concepts and skills can be taught through

the Forms III and IV agricultural science programme. Curriculum

developers in school geography should consider this possibility, and

produce a good textbook on 'Geography of Fiji' for use in secondary

schools,

The issue of continuity for the new agricultural science programme

should also be considered. If there is no provision to extend agricultural

science beyond Form IV level in schools, it will become a victim of the

similar fate as it was for 'modern studies'.

In its DP9, the Fiji Government stated that it will provide twelve

years of schooling to those who wished it. Hence one will expect that the

subjects that Forms III and IV pupils study would be extended to Forms

V and VI, Therefore, what is desirable is a subject such as "agricultural

geography" for Form III and IV, and not necessarily a pure agricultural

science course which might not be offered in Forms V and VI. By

stuyding an agricultural geography course, the Forms III and IV pupils

will not only acquire agricultural education but also get a much broader

perspective of man-land relationships. Pupils doing agricultural geography

in Form IV could continue with geography in Forms V & VI and in their

university education,

The rest of this section examines peoples' views on agricultural

education in schools. In my survey, teachers, parents and students were

asked how far they agreed to the idea of introducing agricultural



164

education in schools.. The discussion also includes peoples' views on

agricultural education, which were occasionally expressed in the press.

Teachers' Views on Agricultural Education

In the survey, teachers were asked to express their view on the

question of introducing agricultural education in schools. Table 5.16 shows

that the majority of the teachers (88.5 per cent) agreed that agricultural

education should be intrpduced in secondary schools. They are aware that

agriculture is the backbone of Fiji's economy. Presently a higher

proportion of pupils in Fiji . have access to secondary education. The

teachers feel that it is important to broaden the base of secondary

education by including agricultural education.

The teachers' responses were cross-tabulated by location of schools

to determine if 'location' influenced the teachers' views on agricultural

education. There was no significant difference in teachers' responses on

account of locality of their schools, except that all four responses in

'Any Other' row (Table 5.16) were from teachers in rural schools. One

comment reads, 'Agricultural land is not readily available to a large

section of the community. To them agricultural education in schools is

meaningless' (Teachers' Questionnaire No.010). This comment was made by

an Indian teacher as he is aware that almost four-fifths of the land in

Fiji belong to the indigenous Fijians. Other comments were also on

similar lines but, in Fiji, land is a sensitive issue and needs to be

addressed with care, Perhaps through agricultural geography in schools,
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the urban dwellers in producing some of their daily nutrition requirements

(Thaman, 1977: 165),

An analysis of the table on cross-tabulation of parents' responses by

their ethnic background shows that a higher proportion of indigenous

Fijian parents prefer the introduction of agriculture in schools than the

non-Fijian parents. Table 5.19 shows that 95.8 per cent of the indigenous

Fijian parents expressed approval for the introduction of agriculture in

schools whereas the proportion of Indian parents with similar responses

was 75.0 per cent. As discussed in chapter 2, prior to the 1930s, the

Indians in Fiji were totally dependent on agriculture but they valued

education as it permitted them to diversify and thus "save them from

total dependency on agriculture" (Ali, 1976:50), Though the Indians still

have the same urge for education, they perhaps are realising that there is

a limit to the 'white-collar' jobs, That is why three-quarters of the

Indian parents who were surveyed favour the introduction of agriculture

in schools.

On the other hand, in the past, the indigenous Fijians were almost

always subsistence farmers. In this materialistic world, where people have

unlimited wants and needs, Fijian parents also realise the need for the

cash economy. They have watched how the indentured Indian labourers,

by tilling the soil, have taken a major role in the nation's economy.

Hence the indigenous Fijian parents also wish that their children should

learn skills in commercial agriculture. There is ample indigenous Fijian

land lying idle and if areas that are arable and those which could be
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in schools. The table further shows that there was not much difference

between the responses of the sixth formers who studied geography and

those who did not,

These findings reveal that if an agricultural biased subject is

introduced in schools, there is a high probability that it will be well

received by school pupils, particularly if they see its futuristic value.

Other Issues on Agricultural Education in Schools

In the early part of this century when the colonial government

began establishing schools, it ensured that the school programme included

what was then known as agricultural instruction. Two reasons could be

given to explain why agricultural activities were included, particularly in

the government schools. Firstly, because schools such as Queen Victoria

School and the provincial schools also had facilities for boarding, most of

the food needed for the boarders had to be produced on the school farms.

This practice also helped to minimise the cost of running the boarding

schools. Secondly, as discussed in Chapter 2 that as the pupils from the

provincial schools were expected to return to their villages on completion

of their schooling, these pupils needed skills in agriculture, and

carpentry, to help them cope with the changing life-style in the village,

(Due to European contact, the traditional Fijian life-style was changing.)

On the other hand, during the colonial days, agricultural education

was not well received particularly in the Indian Committee schools. A

letter, written in 1955 by Phillips, the Director of Education to the Board
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of Education, explains the attitude of the Indian parents of that time.

...Among other fundamentals of policy laid down at the time of
re-organisation of the Department in 1928-9 was one which
sought the encouragement of Agriculture and Manual Arts in
schools... The Department has endeavoured for years to
persuade local controlling authorities to provide some gardening
tools and fenced areas at least for gardening. Many hundred of
letters have been written to managers to this effect. Parents,
especially Indians, appear to be more opposed to gardening and
craft-work in schools than [being] deliberately neglectful. The
general attitude is that they wish their children to learn to
read, write and calculate, and not to work with their hands,
which can be done with advantage at home. In short, they look
upon practical work as a waste of time

(Phillips, 1955:38).

In the past, the Indian community in Fiji not only valued schooling

but also regarded it as sacred. As most farmers did not have security of

tenure, they attempted to provide more and more education to their

children so that they could go into paid employment. But today a large

number of pupils who complete secondary education are unable to be

absorbed in paid employment. An alternative to academically biased

education has to be found. It is in this regard that geography, by

providing agricultural education, can show to people its usefulness in

future and regain its lost status in schools. There is ample evidence that

shows the need to include some form of agricultural education in schools.

An agriculturally-biased geography syllabus could capitalise on this need.

A subject such as agricultural geography in Forms III and IV in

secondary schools could achieve dual aims. Firstly, it would fulfil the

need for agricultural education in schools, Secondly, it would ensure that

.^iiij
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an important educational discipline, geography, is taught extensively in all

secondary schools.

Commenting on the need for a school gardening programme, Kissun

(1985), the Headmaster of a school in Ba said that agricultural education

was imperative for schools. He stressed that agricultural education should

be introduced in all schools because "...Fiji is primarily an agricultural

country, I feel agricultural education is a must in our schools" (Kissun,

1985:10).

The implication in Kissun's statement is that it is an opportune time

to encourage school pupils in Fiji to consider taking up agricultural

activities after leaving school. In the past, there was an attitude among

people that those who could undertake academic work should continue

with their education and take up 'white collar' jobs, Those who could not

cope academically were expected to return to the farm. What Kissun

implied is that positive attitude towards agriculture should be inculcated

in all pupils.

Similar sentiments towards an agriculturally biased education were

expressed by Tabualcvu, the District Commissioner Northern, at a meeting

at Dreketi in Yanua Levu. He said "...Teaching young people modern

methods of land-use could solve the country's problem of unemployment."

(Tabualevu, 1985:11). As Tabualevu was addressing the Macuata Provincial

Council meeting of indigenous Fijians, this statement perhaps reflects the

Government thinking also. Among other things, Tabualevu urged village
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elders and chiefs to educate their children so that they could go back to

the land after completing their education. Inevitably not all Fijian

students will prefer to go back to land as many would pursue further

studies, but a significant number will have to fit into the local

community.

Thus Tabualevu said that it was important that schooling should not

educate pupils away from the land but keep the base of education broad

enough for those who wish to return to the land, well educated and

equipped to apply scientific methods to farming (Tabualevu, 1985:11).

Perhaps such a viewpoint springs from the Government's policy of

introducing more Fijians to commercial agriculture. An evidence of this

policy is found at the newly developed sugar cane schemes at Seaqaqa

where more Fijians were encouraged to go into commercial agriculture-

of the 795 individual farmers at Seaqaqa, 55 per cent were Fijians, 43 per

cent Indians, and 2 per cent 'Others' (Fiji Central Planning Office,

1980:104). The statistics indicate the policy of encouraging Fijians into

commercial agriculture but then there is a need to develop skills in

people for commercial agriculture. Moreover, as 32.7 per cent of Fijian

population was urban-based (Fiji Bureau of Statistics, 1987:5), not all

Fijian young men and women can be expected to go back to the land. So

in urban areas commerce and industrial arts subjects could be taught but

in rural and island environments, "agricultural science and marine biology

are more relevant" (Fiji Education Commission, 1969:16).
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Fiji's Chief Education Officer Primary, Ambika Prasad, spoke at

length about the need for agricultural education in schools when he

opened the World Food Day Programme organised at Lautoka in October

19S6. He stressed that many of our people's economic activities are

directly or indirectly related to agriculture, fishing or livestock rearing

(Prasad, 1986:12). In separate press releases, Prasad's comments about

agricultural education in schools received strong support by Kumar

(1986:6) the editor of one of Fiji's daily newspapers, The Fiji Times, and

by Osbourn (1986:6), the Professor of Agriculture and Pro-Vicc-

Chancellor, based at the Alafua Campus of the University of the South

Pacific in Western Samoa.

From the findings and discussions presented so far, it is clear that

the time is ripe for incorporating aspects of agriculture into the schools

programme. That agriculture is one of the sub-fields of geography needs

no emphasis. If agricultural geography is included as a subject in Forms

III and IV it will ensure two things. First, it will ensure that geography

which is an important education discipline, is not lost. Secondly, it will

ensure that agricultural education, is provided to school pupils in Fiji.

Conclusion

Geography has been taught in the past as part of liberal education

but some geographers have recently stressed that it should take a radical

approach to develop critical thinking in students (Huckle, 1985; Pcet,
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1977). However, as school examinations play a dominant role in Fiji's

education system, geography teaching in the senior secondary schools is

still based on the New Zealand school syllabuses, The relevance of these

syllabuses for pupils in Fiji is highly questionable. Therefore there is an

urgent need to invigorate the geography curricula for schools in Fiji.

If geography is to remain a useful teaching discipline in schools,

several corrective measures have to be taken. These include the teaching

of basic geographic skills and concepts in lower classes; production of

suitable textbooks and teaching resources; conducting refresher courses

for teachers; and above all, by motivating teachers, geographers and

curriculum developers to reflect and act on issues relating to school

geography.

Generally the geography students themselves are inadequately

motivated to study geography, for they fail to perceive its future

usefulness. Students should be able to see that geographical concepts and

skills affect decision making about society.

Finally, there is a, strong desire by people to provide agricultural

education in schools. Since geography is not represented well in the

present school curriculum, the time is opportune to introduce agricultural

geography, particularly in third and fourth forms. In doing so, it will

ensure the survival of an important educational discipline in the lower

forms of Fiji's secondary schools.
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CHAPTER 6

CONCLUSION AND RECOMMENDATIONS

The purpose of this chapter is twofold: it presents an analysis of

the salient issues which emerged in this research; and it offers a number

of recommendations which, if implemented, will not only assist in

invigorating geography in schools but also ensure that this discipline

continues to make valuable contributions in educating children.

Resume

Analysis of the Hypotheses

In this study, I set out to analyse the teaching of geography in

Fiji's secondary schools, The main areas of concern were the

justification for its teaching; reasons for its inclusion and development in

schools; its present status in the curriculum; its perception and role as

viewed by pupils, teachers and parents; and the constraints on its

teaching. Table 6.1 presents a summary of the results of the hypotheses.

TABLE 6.1 SUMMARY OF RESULTS

HYPOTHESES FINDINGS

(a) That geography curriculum based on
a foreign syllabus is not geared to
the needs and interests of secondary
school pupils in Fiji.

Confirmed
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(b) That both teachers and students
in Fiji are not fully motivated
in the teaching and learning of
geography because the curriculum
is not relevant to local society.

(c) That poor geography results in
the external examinations
(particularly NZUE) discourage
potential geography students,

(d) That most students are attracted to
alternative subjects in which they
'succeed' in examinations.

(e) That students with a geography
background arc considered less
"employable" than those with a
natural science background.

(f) That a locally-based geography
curriculum is more desirable
than a foreign-based one.

(g) That teachers, parents and
pupils prefer locally-based
external examinations to
foreign-based ones,

(h) That there is a strong
preference for the inclusion
of agricultural geography
in schools.

(i) That consultation with teachers,
parents,geographers and government
planners in the drawing up of a
geography curriculum helps to
formulate a more relevant curriculum
than one merely imposed from above,

Largely confirmed,
However, local
case-studies could
have been included.

Confirmed. Education
in Fiji remains
examination
orientated. The
average- pass rate in
geography is only 13 per
cent.

Confirmed, Related
to hypothesis (c)
above, The average NZUE
pass rate is 32 per cent.

Confirmed

Confirmed

Confirmed, Related
to (f) above.

Confirmed

Neither confirmed
nor rejected.
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The analyses of the thesis show that almost all, except one (No.(i)},

of the hypotheses that were proposed in the first chapter are confirmed

by this study. It is not feasible either to confirm or to reject hypothesis

(No.(i)) because the anticipated trial copy of the local sixth-form

geography curriculum was not available at the time of completion of this

study. The general findings of the thesis arc that: firstly, the status of

geography in schools is fairly low; secondly, there are numerous

constraints on the teaching of geography; thirdly, there is an urgent need

for innovations in sixth-form geography curriculum and promotion of the

subject in schools, There are numerous factors that have contributed to

the present state of affairs of geography in schools and whereas some of

these are unique to Fiji, others are so global in nature that geography

teachers in other parts of the world also encounter similar drawbacks in

teaching the subject.

Geography nntl Schooling

Contemplation of global issues reveals that the teaching of

geography is related to the ideological consideration regarding schooling.

The institution of schooling was developed, over the years, for socializing

children. The specific forms of-education in capitalist countries, such as

Great Britain and her former colonies, are controlled by those who

control economic and social life (Huckle, 1985: 291-4). That is, through

schooling pupils are currently conditioned to accept and promote the

social order of the society without much thought of changing it (Postman

and Weingartner, 1969:12-13). In taking such a view of schooling, it

follows that geography teachers are also engaged in the role of social
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reproduction. Discussions in geography lessons fail to relate to the

economic and social processes that operate in producing the phenomena

being studied. In that respect, geography has remained inclined more

towards description than an analytical approach (Haggert, 1970: 20). Due

to a lay perception of geography, there hns been a massive decline in

rolls in school geography (Astle, 1982:17-19; Hall, 1982:122; Powell,

1985:319; Walford, 1984:193-208).

An examination of educational development in Fiji reveals that

voluntary organisations, Christian missions and village committees, played

the major role in establishing and controlling schools. Before 1916, even

in primary schools, the teaching programme was based on a foreign

syllabus. The "official" curriculum for primary schools was prescribed in

1917 but the use of foreign-based curricula continued in the secondary

schools, Government secondary schools in Fiji were staffed by teachers

from New Zealand and these schools followed the New Zealand school

curricula. There were only a few secondary schools in Fiji before the

1960s, with only fifteen in 1954 (Fiji Education Department, 1955) and the

emphasis continued to be on primary education. After pupils had

successfully completed primary education, they were selected and trained

to take up various jobs in the public sector. A pass in the "Qualifying

Examination" guaranteed employment, hence the masses equated education

with passing of examinations. Geography was presented as a body of

unproblematic facts for pupils to memorise and reproduce in their

examinations.
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Until the late sixties, only a narrow range of subjects was offered

in the schools in Fiji (Singh, 1972) but geography was strongly

represented in the curriculum. Curriculum in the non-government

secondary schools was based on the Overseas School Certificate (OSC)

Senior Cambridge syllabuses until the late sixties, The OSC-Cambridge

Geography syllabus comprised of three sections: mapwork, physical

geography and the World Topics or Human Geography. In lesson

sequence, the description of physical phenomena always proceeded topics

on human activities and distribution of resources. Such an approach

fostered the thinking that the physical environment determined man's

adaptation to it. Thus geography teaching assisted in preserving the social

order. In promoting a liberal approach to education, the OSC Cambridge

Geography curriculum also fostered the concept of dependency. For

example, some topics in the section on human geography were titled "(he

exploitation of tropical areas, mandates and the treatment of backward

peoples" (University of Cambridge Local Examainticm Syndicate, 1940).

Topics of this nature in geography helped to foster ideas of a centre-

periphery relationship. However, during the years leading to

independence, the curricula in the upper secondary schools in Fiji were

changed from the OSC-Cambridge programme to those used in New

Zealand secondary schools. In terms of the number of pupils studying

various subjects, geography is not well represented in schools in Fiji.

The Decline of Geography in Scliools

Numerous issues adversely affect the teaching of geography in Fiji's

schools. In the fast, geography formed a major component of the
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curriculum but now it is neither taught as a separate subject in primary

schools nor studied by a majority of the pupils in secondary schools.

The new social science (Forms I-IV), which was vigorously promoted

in the 1970s and the early 1980s, is now taught in most schools in place

of geography. It was thought that the social science programme was

more relevant to pupils, particularly to those who left school after Form

IV, than the two separate subjects - geography and history, As a result,

the proportion of candidates who appeared for social science in the Fiji

Junior Certificate examination rose to 40.1 per cent in 1985. In 1975, the

proportion of geography candidates in the FJC examinations was 65,8 per

cent but it declined to 38,9 per cent by 19S5. The success of the Social

Science Project is largely due to its efforts in promoting the subject,

producing textbooks and relevant teaching materials, and conducting in-

service courses for teachers. Recently, it has been unilaterally decided

by the Education Ministry that social science is to become a compulsory

subject in Forms III and IV, thus marking the death knell of Forms III

and IV geography, After 1988, the Form V geography teachers would

find that all their pupils might lack basic skills in geography.

In sixth form, if one is to judge the curricula by pupils'

performance in their external examination, one finds that more than four-

fifths of the pupils fail their geography examination papers. As

examinations play a major role in Fiji's education system, pupils incline

to subjects in which they "succeed", In that case, no matter how

repugnant such a view appears, the teaching of geography has to measure
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up to pupils' expectations - their needs for success in examinations.

In 1985, only 18.8 per cent of all NZUE candidates from Fiji

appeared for the geography paper. Of those who did, the majority did

not seem to "like" studying geography, In terms of subject preference,

geography was ranked fairly low by the pupils. To raise the image of

geography, there is an urgent need to promote the subject so that pupils

understand clearly how such learning would benefit them in future.

On entering fifth form, the pupils with high marks in their Fiji

Junior Certificate examinations are channelled to natural science options.

Thus geography, considered an arts subject, is only able to attract mostly

those with average marks, Therefore, a lot more efforts should be made

to attract the academically better students towards the geogrnphy option.

In this study, doubts have been expressed repeatedly about the

relevance and validity of a foreign-based school curriculum. The fifth

and sixth form geography students are compelled to study the New

Zealand School Certificate and New Zealand University Entrance

syllabuses for which they are insufficiently prepared. These pupils face

difficulty in grasping the geographical concepts introduced in these

syllabuses. Some form of introductory course should be taught to the

fifth-form geography students, when they enter fifth form, to develop

their understanding of basic skills and concepts in geography.

Alternatively, the Forms III and IV social science syllabus should be

broadened to include the minimum basics of geography.
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Most schools in Fiji do not have the appropriate textbooks and

resource materials needed for teaching geography. Steps should be taken

by geography curriculum developers, teachers and university lecturers to

produce appropriate textbooks for secondary schools, Short refresher

courses should also be held to familiarise teachers with the latest trends

in geography teaching.

There is general agreement that agricultural education should be

introduced in schools. In 1987, thirty-five schools were already teaching

a third form agricultural science course (Krishna, 1987). Steps should be

taken to include more of the basic skills and concepts of geography in

the agricultural science syllabus, Alternatively, the Ministry of Education

should explore the possibility of mounting an agricultural geography

curriculum for Forms III and IV. Agricultural geography should apply a

two-pronged approach. Firstly, it should be able to provide agricultural

education, and secondly, it should prepare pupils to undertake advanced

study in geography in later years.

From the arguments raised so far, it has become clear that there is

a pressing need to bring about innovations in the secondary schools

geography curriculum in Fiji. To do so, some scenarios arc suggested in

the section that follows,
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Scenarios for Change

Although geography is currently the subject of a lively and wide-

ranging critical appraisal in many parts of the world, its teaching in

Fiji's schools failed to receive such scrutiny. Moreover, the image of

school geography in. Fiji is at a low ebb, but with the impending changes

to the upper secondary school curriculum in 1988, the time is propitious

for geography to establish itself with renewed vigour in the curriculum.

To do so, there is a need for machinery that would continuously plan,

organise and facilitate the teaching of geography in secondary schools.

Curriculum Innovations in Geography

One of the most conspicuous issues that has emerged from this

study is that there is a pressing need for innovations in the geography

curriculum in schools. It is universally accepted that there is need to

plan the curriculum for any educational programme serving the learning

need of people, but almost two decades after Fiji's independence, the

upper secondary schools are still using the New Zealand school curricula.

This dependency is to Fiji's disadvantage as the foreign-based curriculum

is not broad enough to encompass the specific educational objectives of

this country. Problems in geography teaching are further aggravated

because most pupils do not study geography in the lower classes, In

other words, these pupils lack basic concepts and skills in geography and

remain ignorant about spatial environment, Yet in the sixth form, pupils

are expected to synthesise problems of development of countries in South

America, and problems related to advanced stages of development in the
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These stages are discussed in the succeeding paragraphs with reference to

geography curriculum,

(a) The Selection of Objectives for Teaching Geography. The important

question 'what should the geography teachers be trying to get their pupils

to achieve?' appears straightforward but to answer it may cause some

difficulty, for it is a question which the majority of geography teachers

in Fiji never seem to ask themselves. Teachers implementing the New

Zealand School Certificate and New Zealand University Entrance

geography curricula appear to be concerned with 'what' to teach and

'how' to teach it. There is little emphasis on 'What should the teachers

be trying to get their pupils to achieve?' It is time that education policy

makers, curriculum officers, teachers and parents addressed this question.

The selection of objectives for teaching geography should be based

on several considerations, However, as the secondary schools in Fiji use

the New Zealand school curriculum, the question about objective selection

in geography teaching has long been suppressed. Even the policy makers

acknowledge that there is a gap between what they plan for the

education sector and what is actually implemented. A section of the

Education Sector in DP8 states

Fiji, like many developing countries, is taking a critical look at
the relevance of the educational system in relation to societal
changes and the need for suitable, qualified manpower.
However, forging an explicit link between the education and
economic systems is a difficult task. ....Despite moves to align
the two systems through reorienting the curriculum toward the
inculculation of basic skills, a gap still exists between the two
systems.
(Fiji Central Planning Office, 1980:254)
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It brings out the planners' concern with regards to the disparity

between their desired path to national development and the actual

direction taken by the education sector. How could education then fulfil

some national objectives? In geography, the objectives should reflect the

academic tradition which develops pupils' congnitive powers in doing

critical thinking, and the utilitarian approach which assists in developing

skills that enable people to earn their living.

Now that Fiji has decided to switch over to a local curriculum, some

of the sources from which the objectives of teaching geography can be

drawn are:

(i) the broad aims of education in Fiji,

(ii) the mainstream of geographic thought,

(iii) the societal goals such as economic and national development

(i.e. national goals),

(iv) pupils' goals relating to their growth and development,

(v) parental aspirations,

(vi) teachers' goals, and

(vii) employers' expectations.

It can be seen that the goals of teaching geography are not

restricted to the subject-centred curriculum. Inevitably, knowledge is

organised into disciplines but this knowledge itself is not static. For

geography, the discipline has an internal structure to which new

knowledge can be added and from which obsolescent knowledge can be
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dropped. In short, the objectives of school geography should include a

broad-based field of knowledge and skills so that the discipline could

associate itself with both the academic tradition in education and the

utilitarian tradition,

Teachers should demonstrate how geography assists in developing

pupils' cognitive powers. In the academic tradition, school geography

should encourage pupils to do critical and 'fantasy' thinking, and thus

help them in self liberation (Gough, 1986: 276). That is, geography

teaching should assist in developing pupils' abilities in observation,

memory, imagination, reasoning and judgement. Huckle (1985:302) argues

that "as the study of people's active construction and transformation of

their physical and social environment, geography has a central role to

play in a critical and emancipatory education." In his article on

'Teaching Geography for a Better World1, Hicks (1986:5-6) proposes five

goals: "economic welfare; social justice; participation; non-violence; and

ecological balance" that could be achieved through geography teaching.

The achievement of these goals is discussed further in the next section

under heading 'content'. Furthermore, it must be remembered that the

'objectives' of teaching geography are not selected in isolation from the

other elements or stages of the curriculum development process (Figure

6.1). The concept of curriculum development implies that there is "no

one starting-point and that it is a never-ending process" (Nicholls,

1972:14). As these elements are intcr-dependent, there is a constant

forward and backward movement in the thinking process at each stage.

The next section deals with the selection of content of geography
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curriculum.

(b) Selection of Content. The content of geography may be described

as the concepts, knowledge, skills, attitudes and values to be learned by

the pupils in their lessons, Having decided on the objectives the content

of geography is selected to achieve the specific aims,

In such a broad-based subject as geography, the selection of content

orten poses difficulty. Recently the Tenth National Conference of the

Australian Geography Teachers' Associaton, held at Brisbane, deliberated

upon some of the key issues which the geography teachers currently

should consider in their courses. Themes identified were: improving the

environment, Third World studies, human and enviornmental hazards,

unemployment, political literacy, minority groups, women's studies, sports

and recreation, human rights, war and peace, and predicting the future

(Fien and Gerber, 1986). These, no doubt, are contemporary issues which

affect the local and international scenes and consideration should be

given to include them in the new upper-secondary school geography

curriculum soon to be introduced in Fiji. In selecting the content, care

must be taken to ensure that there is a logical outward movement

starting from the immediate locality, Figure 6.2 shows that the issues

should, as far as possible, first be related to the immediate local

environment and later broadened out to encompass global problems,
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In a study of this nature, it is not practicable to elaborate precisely

the specific content of the new geography curriculum. As in the case of

choosing the objectives, the content also has to be prioritised in

consultation with geographers, teacher representatives, curriculum

developers, employers and parents. For example, if Hick's (1986) five

goals, mentioned earlier, for geography teaching are considered desirable,

then the content can be as shown in Table 6.2.

TABLE 6.2 POSSIBLE CONTENT DRAWN FROM THE OBJECTIVES OF
TEACHING GEOGRAPHY (Stated by Hicks, 1986:5-6)

Goals Content

Economic Welfare Areas that exemplify appropriate access to food,
clothing, shelter, health care, schools, transport
and communications.

Social Justice Themes of equality and distribution of
resources.

Participation Examples of participation such as personal
liberation in making choices versus alienation.

Non-Violence Ways of resolving conflict through peaceful
means. Dangers of arms race.

Ecological Balance Heed to non-human species that make up the
totality of the environment.

SOURCE: Adopted from Hicks (1986: 5-6.)

There are many factor that should be taken into consideration in

selecting the content of the geography curriculum. Two of these,

developmental stage and the validity of the subject matter, are briefly

discussed below:
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(i) 'Pupils' Developmental Stage - Pupils pass through different stages of

mental development as they grow up. In that respect, the content

should be related to the pupils' developmental stage. Pingets' theory

on learning suggests that it is important to discover the level at

which individual pupils are thinking so as to regulate the pace and

content of teaching accordingly (McNaughton, 1971:52). Most upper

secondary school pupils reach and remain in. adolescent stage so the

content of geography should be aimed at that stage of pupils'

development.

(ii) Validity - The content of the geography course has to be valid in

this rapidly changing world. A number of geographical facts become

dated so these have to be constantly revised. Constant evaluation

has to be done to ensure that the most appropriate content is

included for the achievement of the objectives of teaching

geography.

Finally, as the discipline of geography deals with both physical and

cultural features, the content selected should include both these areas.

Presently there is a tendency to align physical geography more with the

natural sciences than with social sciences. Worsley (1985:28) points out

that in the past, physical geography was an equal partner to human

geography in the curriculum but "...today we find that the position of

physical geography within the broader geographical discipline has slipped

from its former balanced status". Undoubtedly, the relationship of people

to their physical environment is of major concern in geography lessons.
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The content of physical geography, also referred to as environmental

science, is selected, according to Strahler (1971:268), "from the large body

of the earth sciences, consisting of all phenomena of the solid earth

(lithosphere), liquid earth (hydrosphere) and the gaseous earth

(atmosphere)". It is neither possible nor desirable to include all areas of

physical geography in a secondary school geography course. However, the,

four areas which are desirable in the school geography curriculum are

landforms, soils, natural vegetation, and climate. These should not be

regarded as separate topics but as part and parcel of the total geography

curriculum,

(c) Methods. This section attempts to answer the question "how best

can the content matter of geography be presented to pupils to ensure

optimum achievement of the objectives?" A number of pedagogical skills

that teachers learn in their teacher training courses can be employed in

geography. Methodological approaches such as regional geography,

systematic geography, quantitative geography and Marxist gcography have

been applied in organising the content of geography over the years in

different countries. However, I suggest that a suitable theme for the

new geography course could be "Fiji in the World Economy". This type

of theme will help to tie in the various areas of the content of the new

geography curriculum under a unified banner.

Some of the methods that can be employed in the teaching of

geography are:
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(i) Lecture - This method has been used for many centuries for

transmitting information. Lecturing as a method of teaching

geography has its own specific virtues but is open to serious

criticism if used for all geography lessons. A serious drawback

of this method is that there is very little pupil activity.

(ii) Discussio-Questioning - This method allows the pupils to

participate in learning either by asking questions or by

explaining their own views on certain issues.

(iii) Viewing, Listening - Pupils' curiosity for learning may be

aroused by the use of educational technology as instructional

materials, machines and geographic models,

(iv) Inquiry Training - This method requires the pupils to develop

skills in searching for and processing data in order to develop

concept of logic. Inquiry training allows for autonomous

learning which is quite desirable for undertaking future

research in geography.

(v) Programmed Instruction - This method is associated with the

theory of 'reinforcement and stimulus control'. It could be

used in selected geography lessons but costs a lot in terms of

time and money.

(vi) Practice and Drills - This method is useful to ensure the

mastery of certain basic skills. Most mapping skills in

geography are learnt through repeated activities.

(vii) Role Playing - Role plays can be used effectively in some

lessons dealing with human geographical activities. It provides

the pupils a type of experience that enables them to explore
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human relation problems including feelings, attitudes, values

and problem solving strategies.

Other methods which could be used from time to time for teaching

geography include: field trips, debates, symposia, panel discussions and

computer programmes. It is not feasible to recommend any specific

method in teaching geography for such decisions arc best left with the

teachers. While deciding the method to be used, the teachers should

consider the ability of their pupils and the educational objectives they

wish to achieve using the geography subject matter, It is important to

vary the approach in teaching different lessons and often a combination

of methods may be possible in the same lesson.

(d) Evaluation. Evaluation provides the much needed feedback about

any curriculum that is in use. Often evaluation is mistakenly equated

with tests, marks, grades and teacher ratings. Such sin outlook has come

about because historically the test results provided the major data for

educational evaluation. It should be remembered that the term

'evaluation' covers a much broader area and is related to decision-making

at all stages of the curriculum development process.

Saylor, Alexander and Lewis (1981:317) state that "although

evaluation has one goal - the determination of the worth or value of

something - it has many roles". In Fiji, the emphasis on the geography

discipline in schools has been mostly on the appraisal of the outcomes of

student learning by means of external examinations. Emphasis was hardly
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ever placed on evaluating the validity and the reliability of the testing

instruments or the nature of Questions used. As external examinations will

continue to play an important role in education in Fiji, the

appropriateness of the testing instruments used in geography has to be

constantly evaluated.

Apart from the appraisal of the pupils and the testing instruments,

it is important to evaluate the value of the total geography curriculum.

Is the curriculum fulfilling the purpose for which it was designed? Are

the objectives tested valid? Is the content of the geography subject

matter appropriate for the pupils? Are appropriate methods used in

teaching? These are some of the areas that need to be addressed when

evaluating the geography curriculum,

In order to change the geography curriculum to ensure that it

contributes to educating children, there is a need to establish some form

of 'geography promotional' machinery in education,

Mechanisms Needed to Promote Geography

After discussing the theoretical base for bringing about changes in

the school geography curriculum, it is necessary to contemplate how such

changes can be brought about and effected in schools. Two possible

bodies or organisations that could be set up to undertake the whole

process of promoting school geography are: (i) a geographic association

and (ii) an effective geography curriculum innovation section within the

Ministry of Education.
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(a) Geographic Association. In order to promote and improve the

effectiveness of geography in the schools there is an urgent need to

establish a geographic association in Fiji. Such an association can be

called Fiji Islands Geographic Association (FIGA) and it could be

associated with a regional grouping which might be called South Pacific

Islands Geographic Association (SPIGA), In January 1986, the then Head

of School of Social and Economic Development, University of the South

Pacific, suggested the pressing need for the establishment of a Geographic

Association for the South Pacific (Thaman, 1986).

In a newsletter, Thaman (1986:1) expressed his gratitude to David

Drakakis-Smith and John Bale, both senior lecturers in geography for "re-

arousing the smouldering need for the establishment of such a body

[Geographic Association] in the South Pacific". This highlights the need

for a geographic association for the region. Thaman suggested that this

proposed association be called "Pacific Islands Professional Geographers

Association" (PIPGA). However, the term "professional geographers" is

not broad enough to include teachers of geography in school. Therefore,

the alternative, South Pacific Islands Geographic Association, is being

recommended.

The SPIGA can operate at the regional level under the umbrella of

which various national geographic associations can operate at the

country level, Some of the country level geographic associations might

be as follows:
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FIGA Fiji Islands Geographic Association

SIGA Solomon Islands Geographic Association

KGA Kiribati Geographic Association

TGA Tuvalu Geographic Association

GAS Geographic Association of Samoa

GAN Geographic Association of Niue

GAT Geographic Association of Tonga

These are suggested names but it will be up to each association to choose

its specific name. To delve deeply into sub-fields of geography, the

academic geographers can form a Pacific Islands Professional Geographers

Association (PIPGA) as a branch within the SPIGA. The PIPGA should

address itself to the higher levels of thinking in academic geography.

One of the important roles of the geographic associations should be

to dedicate itself to strengthening the teaching of geography at all levels.

By planned and coordinated efforts of this family of geographers and

geography teachers, it should be possible to find thoughtful solutions to a

number of constraints which confront geography teaching in Fiji and the

other countries of this region,

If an active Geographic Association is established in Fiji, it could

focus its immediate attention to such issues in geography teaching as:

innovations in the school geography curriculum;

preparation of resource materials for teaching;

working out effective methods of implementing the curriculum;
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identifying constraints in the curriculum;

suggesting solutions to constraints identified;

publishing periodic geographic journals to promote the subject;

identifying contemporary issues for inclusion in geography lessons;

assisting in the planning of testing instruments (for geography

examination papers);

analysing the testing instruments used and discussing the

examination results;

planning, organising and conducting regular seminars;

identifying and publicising career opportunities for pupils studying

this subject; and

assisting in the pre-service and in-service training of geography

teachers.

In short, a geographic association can contribute to the promotion of

geography in a number of ways such as exchanging geographical

information, stimulating the knowledge of the human ecological

environment, improving the professional image of geography, enhancing

geographers' contribution to development, undertaking research related to

physical and human environment, and, most importantly, promoting

geography in schools.

(b) Geography Curriculum Development Officer(s) As any businessman

will explain, effective marketing requires dynamic salesmanship, involving

follow up, regular person to person communication and most important,

feedback from the customers. In Fiji, as education is centrally



201

controlled, there is an urgent need to appoint a few dynamic curriculum

development officers in geography. The only officer responsible for

curriculum development in geography, is currently acting ns a Principal

Education Officer of the Curriculum Development Unit (CDU). The

geography curriculum development section of the CDU urgently needs to

be activated.

Hence it is strongly recommended that Fiji's Ministry of Education

should appoint alert, dynamic and innovative geography curriculum

development officers. Among other things, these officers should be

efficient in curriculum development, be able to facilitate the preparation

of resource materials, organise seminars and refresher courses in

geography, visit teachers to guide and collect the feedback, and evaluate

all the elements or stages of geography curriculum development process.

The Future of School Geography in Fiji

Finally, it is important to point out that the study does not extol

geographic education "as the be all and end all of life" but simply points

to it "as a part of much, greater, and actually lifelong, task" (Gould,

1985:277-8). Although the teaching of school geography in Fiji has

suffered a temporary setback, it is by no means at a point from where it

cannot recover. With appropriate changes and effort, it is possible to

restore geography to its former balanced position in schools. It is

important to rekindle geographic curiosity about the pupils' home country

(Fiji), the region (South Pacific) and all parts of the earth's surface.
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As man dwells in and interacts with his environment, his curiosity

will continue to be aroused by hope or fear about the future. Through a

well developed secondary school geography curriculum, the pupils can be

helped to develop analytical and critical thinking about the processes

operating in the human and physical environment. The new geography

curriculum should be broad enough to incorporate contemporary issues

facing the nation and the world at large.

While the final chapter of this thesis was being written, Fiji's

democratically elected government was overthrown by a military coup on

May 14 1987. The event caused "shock and dismay" to a large number of

people both in Fiji and abroad (Ganilau, 1987). The impression one gets

during the military regime is that such a decision was made by the armed

forces because of prejudice and ignorance on their part about the

political rights-enshrined in the (1970) Constitution of Fiji.

The teaching of a holistic subject such as geography can assist in

allaying such perceived fears which compel people to resort to unlawful

means whenever their own 'purified' outlook to life is threatened. That

is, we need to educate children, as Johnston (1985:333) argues "to break

the purified identities, to remove mistrust and fear and replace them by

accommodation and mutual respect". Pupils should be encouraged to

accept the diversity of humanity. Any prejudice about "us" and "them"

should be discouraged. Through lessons in geography, it is possible to

educate pupils about the rights of individuals and groups within a

community. But there is a lay perception of geography in schools. By
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applying appropriate solutions to "the inertia problems - established

textbooks, syllabuses, examinations", it should be possible to inject a new

wave of interest in schools (Chorley and Haggett, 1970:383).

There is an urgent need for geoography to regain its former status

in schools. In Forms III and IV, it should be possible to teach many of

the geographical concepts and skills through social science and

agricultural science lessons, As planners, parents, teachers and pupils

favour agricultural education in schools, the feasibility of introducing

agricultural geography should be explored. Pupils should be taught that

in utilising land, attention must be given to the environment so that it

remains intact for the future generations.

The new geography syllabus for Forms V and VI should be built on

a unifying theme, The title for the new syllabus, "Fiji in the World

Economy" will ensure that the objectives and content remain relevant to

Fiji and universal in nature. The pupils should be able to analyse and

evaluate the forces that affect their lives in the contemporary world.

Thus the teaching of geography will help to build rational and harmonious

relationships in the multicultural society within Fiji and the world at

large.

* *
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. A p p e n d i x L : F o r m . V ! G e o g r a p h y S y l l a b u s , 1 9 8 5 ,

EXAMINATION PRESCRIPTION

' NEW ZEALAND UNIVERSITY ENTRANCE EXAMINATION

' GEOGRAPHY

( 1 9 7 5 )

PREAMBLE: '

The aim of geography at University Entrance level is to enable
pupils' to view the world as dynamic rather than stat ic , and to gain
an appreciation of the relevance of the discipline to an under-
standing of world environment problems. In particular, geography-
is concerned with the location, distribution and explanation of the
inter-acting features of the earth's surface and with the changing
nature of the patterns they produce.

In studying the physical and cultural systems of the world,
the pupil should appreciate them both for their own sake, and in
the way they interact. Where possible the programme should include
measurement, collection and analysis of data, to enable the pupil
to gain an understanding of the environment end man's use nf i t .

SYLLABUS

Studies of man in his physical environment should be directed
at this stage'towards an understanding of one area of continental
size. A broad knowledge of the properties' and inter-relationships
of the major physical elements will be expected, together with an
appraisal of man's activities in the different environments
represented, noting particularly present and potential resources
for development.

Such an approach should provide opportunity for illustrating
the great variations in physical conditions. At the same time it
will serve to highlight the diverse technological levels of people
inhabiting areas with similar physical conditions, as well as the
contemporary developments that are producing changing standards of
living.

These studies will be undertaken by selecting one area of
continental size: either Africa or South America or the Soviet
Union, together with the study of the British Isles in rather more
detail. • ' . '

Each of the continental areas largely represents a 'developing'
or recently developed area',1 while the British Isles serves particu-
larly to illustrate the character and problems of a country at an
advanced stage of economic, development undergoing economic changes.

Worldwide patterns will not be examined, nor is complete
regional coverage of continental areas necessary.

THE FOLLOWING SHOULD BE INCLUDED: . ••'..,..-,

(1) The, interaction, of-the elements of-climats--in the broad
climatic• pattern of the continental area, stressing those
aspects of wind systems air masses; air temperature and
atmospheric moisture that may be significant' in particular
areas.. Local case studies should be selected, for example
from one area where water is scarce and localised, and from
another where it is abundant, to focus attention upon the
water resources of the land. . '*-
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(2) The broad vegetation, and so i l pat terns of the cont inen ta l
area and their i n t e r - r e l a t ions . The chief f a c t o r s and
processes responsible for the development of each major
type. The use and misuse of these two elements under
different types of economy.

(3) The general landform pa t te rn of the cont inenta l area and
. the chief source areas of useful minerals.

(4). An analysis of the location and d is t r ibu t ion of m a n ' s
a c t i v i t i e s , leading to an appraisal of the man-land
relat ionship. . .

(a) The location, d i s t r ibu t ion and character of popu-
lation and set t lement.

(b) Agricultural types and manufacturing a r e a s ; the
. contrasts between areas a t varying l e v e l s of

development and; i f d i f ferent , economic circum-
stances should be noted. The role of t r a n s p o r t .

(c) , Mineral resources and t h e i r re la t ions to.
technological and transport development.

(5) The nature of the economy and the flow of t r a d e , seen as
the product of in terac t ion between areas of d i f f e r e n t human
occupance. Contacts and movements between r u r a l areas and
urban centres. The influence of the . f low of ideas in
producing technological changes that lead to changing .
evaluation of resources in -pa r t i cu la r areas.

(6) Regional studies as sample or case studies of regional
•problems; those studies to include causes and. poss ib le
solution; e.g. food problems in re la t ion to populat ion
growth and movement; p o l i t i c a l and soc ia l problems
reflected in a t t i t udes and 'organisation; con t r ac t s between
areas of poverty and areas of affluence,

THE EXAMINATION .

(1) A wide choice of examination questions wi l l be offered.

(2) Questions may be set involving the use of forms of
geographic information such maps, photographs, diagrams
and statistics. .

(3) The proportion of narks for questions on the British Isle3
will not be. less than 30 per cent and no more than 40 per
cent of any examination paper.
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The principles and processes specified in the syllabus
may, if the candidates wishes, be reinforced by reference
to examples from practical work, including fieldwork, in
the candidate's own country,

(5) Questions will be asked on the inter-relations of the
systems outlined in the separate'sections of the syllabus,

(6) Pull regional coverage of the continental area or the
British Isles is not expected.

(7) Questions will allow the candidate to illustrate general
principles by referring to his own studies of particular
examples and areas.

This seeks to encourage the use of practical work to
illuminate studies of the prescribed countries. The intention is
to. encourage fieldwork and allow the examiner to give credit for
relevant examples of this practical work (from field, photo or
documents) used in illustrating an answer on, for example, urban
development or soil erosion.
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